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Johnny may be able to read, but can he’write’ .o

tyas well as his counterparts could ten years ago, accor&ing to
the Nat¥onal Assessment of Educational Progress. he results of NAEP's
1979-1980 National Assessment of Reading and Literdture showed that the
ability of 17-year-olds to andlyze, interpret, and express their views
. about written prose had declined.by approximately 20 percent since 1971.
’ Only 41 percent of the stuéents tested in 1980 were able to compose
reasoned, thoughtful answers.

, ’ In their report of the study, Reading, Thinking, and Writing (avail—
'\J able from NAEP, Suite 700, 1860 Lincoln St., Denver, CO 80295)-, the NAEP
researchers recommended that the curriculum be restructured sp as to
provide moyre opportunities for stpdents to devklop and practice analyti-
¢ . cal skil Testiug programs, they suggest, should rely more heavily on
essay questions. Teachers in all subject areas should incorporate writ- ¢
ing into their programs on a regular basis, and students should have
many opportunities to write at length for, a variety of purposes. Siace

] . ’ ‘using writing ao§1v1t1es is time consuming fdr teachers,.administrators
.should provide institutional support in the form of released time, teach- |
. ing aides, or smaller-classes. » -

‘ L Obviously, if such an approach is to be effective, it myst be insti-
tuted long before Johnny is 17. Indeed, innovative teachers have effec-
tively used writing activities wigh .childrén as ypung as 4 or 5. Stu-
dents who enter high school without a solid basis in writing are )

\ seriously handicapped Writing must begin -in the elementary schwol--as

1 early as possible,:- and as often as’ possible

. However, as the editors of this volume p01nt out, few elementary
school teacliers have had explicit instruction in using writing with
young children, nor do many new teachers or teachers-in-training have
much opportunity to observe the, effective use of writing’ in the elembn-
. . tary ‘grades. Teachers may also be handitapped by the scarcity of models
' . for iqgorpdrating writing into subject areas other: than language arts.

This book is designed tp provide elementary school teachers with o
* information, suggestions, and models- for using wﬁitiﬁ Ain the social

VI o studies, from eatly primary to middle grades., We hope that it will be a’
: useful resource for teachers who are aware of the importance of writing
. i thinking, learning, and 1iving »
P ) ) ’ - e
H , . N - ".I L] N
- . L, . - James B. Davis
et ) " Associate Director :' {’

Social Science Education Conéortium, Ine. .
ERIC Clearinghouse for Soc¢ial Studies/ ‘
— Social Science EducatiOn‘ :
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' We know more about writing than most elementary school cladsroom .

’ .

.

practice dsuall& reveals. ‘Research over the past decade has given'us
cénsiderable insight into how young children compose as well as knowledge
about a vargety of instructional techniques that help them improve the
. ways they compose. Yet, for the most .part, the results of this research

have rnot filtered through to classroom teachers, curriculum builders, or o
) . textbook authors. Becduse of this unfortunate communication gap, writing

is probably the most misunderstood misuseq, and undervalued instruc- y

- .

tional tool and learning goal in our schools today.
This volume addresses'that situation. It" speaks specifically to .,
elementarv school social studies teachers, supervisorsj and administra-\§*
‘ " tors as well as to elementary school teacher educators, especially those‘
gho share an interest fn improving student competence in writing and
learning in social studies. We seek one major goal--to introduce
e instruction in writing into socdal studies, for the mutual improvement
of both We have chasen to do this essentially by focusing in some depth
on a variety of pracpical classroom~tested techniques which integrate

Y writing and. gocial studies.in the elementary grades.

Why should elementary school educators be concerned about writing

- in social studies’ At least four reasons come readily to mind. .
S First, although writing is often considered to be a valid instruc-
i tiondl goal in ‘elementary sthool, it is rarely!viewed as the learning .

tool that it is--or-could be. In reality, we learn as we write. We
invent ideas, we gee relationships, and we learn information as we try
to escribe;’explain, illustrate, or justify something to someone in
wnifing. Social studies teachers can use writing as a tool for helping-
' students learn social studies information and concepts. o
‘:Second writing skills, quiﬁe properly introduced in language—arts
units, must be used across a variety of ‘curriculum areas in order to be'

/ A mastered by children. Writi

_is not s0mething we {learn how to do once v

. - "
and for all, nor are the sk B which constituté writing easily trans-

ferred to new contexts from the context in which they are introduced.

The way we write is shaped very much by the contéxt in which we write..

~ ~
N -~
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Our abilities to write grow and develop as the content and concepts we .

use become increasingly complex and sophisticated and as, our purposes

* change from entertaining to informing to persuading. ' By providing

instructive opportunities fo write in elementary social studies, we can
help students refine, extend and, further develop the writing skills
introduced elsewhere, and we can also introduce new aspects of writing

-
ideas. ‘ , ‘ ,

Wthh are*particula;ly well suited to communicating about social subjects
. Third, writing is a sofial act——it is a putposeful interaction

between someone with something to say and someone “to whom that informa-
tidn is being related. Social studies thus serves as a most useful arena
in which to develop and use writing, for iﬁs prime function is to develop

the skills of and knowledge about social interaction. (In social studies

yOungsters %an‘use writing to better understand themselves as well as to

refine, these skills and knowledge They ean write to develop a sense of
community as well as to participate in that pdﬁéunity. They can write

v N ‘ [
to develop, express, and reflect on inf rmation and ideas-related to

social studies subjects and topics . Practicing writing with supervision‘

and continued instruction in social séudies offers an opportunity to

extend social gkills and Knowlédge as. Well as improve writing ability g,

~ meaningful and purposeful ways.

Finally, writing is. actually thinking in action It involves
relationship—making and. relationship-sehsing as youngsters seek to con-
nect bits of informativn in order to Yorm or suppori ideas they infer
from this information. . Writing also idvol es ‘a host of other cognitive
skills, including those of classifying,; nalyzing, and gvaluating.
Writing can thus serve as @ useful toofifor teaching students various
thinking skills--skills*® that are a time~honoged objective of our ele-
mentary school curricula.

. The remaining chapters in this book attempt to articulate this
rationale. ﬂhey should be read however, with several caveats in mind.

First, .we have elected to emphasize ‘the writing process and its
component skills. Throughout these pages we refer to the writing process
and to the various stages of this process which should be familiar to

elementary educators. Specialists in writing generally d&vide the writ—

ing process into three major phases. These phases, orfstages, are
i

|

B
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writing (or revising). Each stage is part of the overall process by ,

,,. ‘usually known as (I) prewriting, (2) wzi}{ng (or composing), and (3) re—

which a_writer creates and produces/a plece oﬁ,writing Although each .

person's writing process is unique and varies" with both the writer and

the writing task most children generally-move through these three stages
T when they writ - . // IR ‘ . \ T
We~be1ieve that children/need'to be introduced to the writing process !
N by classroom teachers through direct instruction The resuiting awareness
of” the process can help young writers to organize tleir thinking and com-
minicate their ideas %ore clearly to others. hildren will then be able
to use their understanding of the process when they write fudependently
e of thé teacher. o ' L ’ . j

Prewriting activities are. designed to heLp children generate, expand,
and focus ideas déveloped from their own background experiences’or from
. ‘7”i’” - - such stimu11 as objects, books, tq?ps, animals; and resource people.
i>‘ These activities also help children to understand* the purpose of writing
i .and to identif ,an audience. When students are working independently;

prewriting acti ties might include collecting information through read-
« ing, interviewing observing; and . remembering as well .as experimenting
’ with titles and opening: paragraphs and making lists of major ideas.

* During the composing stage, it is important that children should be
given sufficient tim&\to put their’ Ideas into written form and opportuni-
“ties to seekshelp if they need it. A child's first draft, sometimes . N
called & discovery dréft, should be written without conQErn for missing l
) words and!‘lstakes in punctuation and spelling. Correcting these e
mistakes, evising sendence structure, an{ paying attention to legible
hapndwriting are done d ring the rewriting stage. Whether students are .

working independently or under the direction of the teacher, the emphasis
- during zhe composing stage should be on captuéing in writing what the !
. writer knows or wants to s?y about the' topic

" Rewriting activitigs should provide children with opportunities to
. 7 “’clarify refine, and reyise ideas; proofread; have conferences with the

R teacher, a partner, o% 4 small, grdup; and prepare their writing for shar-

ing. When they are wo ing‘independently, children will devélop their
writing more fully aad ry ‘to anticipate all the reader s questions, with

attention given to, purpose and audience. , 7 )
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Sharing writing is an essentiaL step in the writing process, for chil-
dren, . though some writing speeialists db not include it as & separate
. stageé. { When children share their writiugs in a classroom Setting, one of

the te cher's primary responsibilities is to provide an’ accepting atmos-

phere

¢hilde
school hewspapers or: book form display their work, and *present their work

J ) .
sidered either. prescriptive or exhaustive.

-

n which positive sharing will occur. During the sharing process,

may read their writings to others, publish their writings in

s

through other creative ways such as dramatizations and on video or audio
' - / . -

tape. . X
Depending on the purpose, message, and content 3f the ‘work,,ka writer

" may go througﬁ other operations not listed 1n this descrlption of the

This description is a general one, presented to clarify

writing process.
" It is also important to point

our use of the term throughout this volume.

Cout that, although 5ll writers move through each stage;of this process, a

-

i - L. -~
child may move back to an earlier stage before moving on to the next; the

process is recursive rather than 'linear.
St - .
Second, we dp not intend.the techniques presented here to be con~
Because of space limitations

and the embryonic gtate of the art of writing instruction, we cannot hppe

to include explicit mentipn of arﬁ the techniques that specialists Pecom-

"mehdt in teaching writing Instead, we have  chosen to present a limited

number of techniques in enough dgtail so -that they can be replfcated in

any classroom However, it-is important to remember that many tedhniques

other than those presented here exist to achieve the goal we seek.

7 Third, these techniques de not ‘stand alone. They are not presented

.Rather, the teaching tech-

niques described here exist in a curricilar cont<‘t and are supported by
Thus, we have' tried to support these

simply as a grab bag of classroom gimmicks.

chnsiderable research and theory
Cechniques with relevant information about research andﬂiheory and with

discussion of the curricular and, teaching context in which they can be ,

heveloped and used Knowledge of some techniques that exist and ability

]to use them are important tools in improving writing in elementary school

'social studies However, only by knowing how these’ techniques can fit

I
finto school curricula, as well as into daily-or unit lessons, and why

f . ) . .
! they should be used in' certain ways can we bring about meaningful improve-

/ ,
‘| ment in clagsroom teaching and in student learning as well.
[ ’
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sacrifi;ed coverage of many topics for in-depth focus on a few.

Finally, this book: does not deal with all aspects of the writing
process or ‘all the- important aspecté of writing instructiog We hawve

'Because

" for writing in e1ement£ry schqgl social studies.

‘unités them is thét not only are they describ1

,studies writing techniques, they are also pr

social-'studies in the elementary echool ‘classroom.

couched in terms of exciting classrdom Le%sons.

F
1

12

-

P

our goal is" to-make classroom writing really possible, we have elected to‘/

go into’ pract}calddetail about two of the most crucial aspects of vriting

' For stude%ts, this crucial facébr is getting Sstarted. K For teachers, the
'A'critical function i§'int$gratimg student writing with social studies

v Obviously, juch mbtet cguld be inéluded here even about these two' topics,
this book is simpié;a start. pse 6f the ideas here can actuaily get. writ-

h;
ing under way ip~ an elem ntary sccial studies classroom.

However, for

' anyone who ,is seriously interested in a complete writing program, further
experimentation ‘and Stu\p will be necessary ’

.)‘

Our contributors are strangers neither to elementary education nor
to social stgdfes teaching Although as a group they represent the .entir®
range of ‘educators concerned with writing in e‘mentar«y Soctal studies--
including educational researchers, teacher educators, principals, and cur-
'riculum specialisfs-—the m&jority of authors tepresented here are "¢lass-
room teachers Mos% of the autho s _of the articles \in Parts II and I1I -
J.teach inm elementary school tlassrooms and actually’ use the tecfniques they

.. describe For many of them,/ this ‘book represents a first attempt at pro-

Their styles vary. However, what

room-tested social

. what they  are

teaching——writing We are pieased ‘to make their articlés the core of
this book, for we belieVe that they are making an important contribution
to their own professioJal development as well as to the potential devel- '

-~ opment of those who will read this book.

e

These essays are uniq e, “They reveal as much about elementary school

teachers and about teaching in general as they do about-writing and about

“Some relate. highly

personal experiences, dealihg only implicitly with writing or social
studies, guidelines*for teaching writing must be inferred by the reader

Other articles explain in some detail general writing techniques, often

Still other articlés®

describe in great detail——almost prescn?;tively-—very specific techniques

~



Most of these articles have“several haracteristncs‘in common.' '
First they indicate that writing does not stand as an end in itself in . . ' ,
» . the. elementary school social studies classroom. It is, rather, part of a
-w sequence of activities dESigned to accomplish goals that may range from
’ social participation to knowledge development learning, skilk develop-
ment, or attituyde development--all commbn social studies goals. Secbnd
. these articles acknowledge the importance of prewriting activities as a v,
’ "key to effectiVe student writing Third, they reflect a commitment to '
using writing as a tool of social education--as a‘device for developing
soctal awaneness and socia} intenaction skills, for writing itself is an ‘ .
. act of social intercourse. Finally, these articles speak directly, almost
. B personally, to the reader- the resulting sense of intimacy--we hope~~ - ~
t .communicates ‘the enthusiasm the authors have for teaching writing in - . -
eleTentary 'schbol social studies. . r
| Now, to, reaffirm our purposes, a few final thoughts:
~; Unfortunately, studying the techniques and ideas presented here will
ot make .one ipsg_facto an expert in teaching writing in elementary school
S social studies. However, the study, discussion, classroom use,yand l’
‘adaptation of these idezs can improve both teaching and student learning.
‘This is the goal' of this book and of’its sponsors.
. In\additiod, we hope that these articles will underscore the point
tﬁatuvalthough language arts 1is a significant*part,of‘the‘elementary'
=school curriculum, writing sﬁills taught in that subject area must be ueed. ,
in other curriculum fields if they are to have practical value to chil- Cé
dren. One learns to write in, omler ‘to be able to write about s?mething, i
-and s§ocial studies provides the perfect area of the curriculum for using

3 f? ' this important skill ‘of communication. ‘
. We also hope that these articles will provide a clearer idea 'of the : ’
importance of attending to the procéss of writing as well as to the final
product. Although We are only beginning to comprehend ‘the complexity of

this process, we do understand some ways in which the prpcess and thus

the quality of its products can be enhanced through technique¢ like.those .
. described here. © ° ' ’ '
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* R Finally, we hope that these articles clarify ways to use writing ‘as
T T a tool for helping chilt:en learn to think more clearly. For both chil-
« <, b
\ dren and teachers, &riting can be a valuable ‘tool for learning, and writ-
o ing in social studies, cafi be, a means to this end as' well.as an end in
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WHAT -CHILDREN ARE TELLING US.ABOUT WRITING

-

1. Let me begin writing eatly because I have
something to say that's important to me. &,

2., Give me time to get started because ‘
writing can’'t be rushed
3. Let me write about what I know and about . . ™
. what I want to know. . -
4, Let me write for ﬁany'audiences. . -
¥ - »
5. Let me write for many purposes and'in

many forms.

. 6. Let me talk with you and others about
my writing.

7. Let me revise before editing.

8. Let me publish what I write. )
’ ’ . *
9. Respect what I have to say in my writing,

» X
"10s - Write with me.

A
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integrates the two areas and presents snecifié fmblications for the gtudy
and teaching of writing. Although the.arti;le written by Carol Vukelich
and Joanne Golded was publisheg eatlier in Childhood Education, 1t is so

relevant to the purpose of this volume we elected to republish it here. g

Vukelich and- Golden!examined what research in general reveals about begin-
ning writers; théir’reportﬁﬁuggeste numerous important implications for
teachers Bob Gilstrap 8 chapter reports what some elementary sghool
teachers around the country are currently doing with writing in the so:iai
studies. Finally, Susan‘rlorio and Joyce Howard Frank describe in detail
how gne teacher s use of writing in elementary school social studies’

Y

“illustrates the fin&fngsvof writing research The implications of each

/ . -
report for teachers are significant. el .
) Considerable other research on writing exists. References to some
hl
.of this research can_be fpund in the bibliography of ERIC resources which
concludes. this book. s ¥ ’ p
o
. Le
4 ’ '
- ’ ’ e > 6 . . H *
! B
4 .
B :x‘ 1 b
p =7
Al ¢ /
) - '
o /
R / .
-~ B s
e ) ,,
.o ; [
. e
\- R .
; & ‘

A}




I.

EARCH ON THE~TEACHING OF WRITING
Ll - , g - ‘ v .

.
A
.

As noted in the prologueo educators know more about how youngsters

’e"”y/, write and how to help 'them imprbxe their writing than is usually acknowl-.
LI fedged in classzoom practice or in chool curricula. Research continues
- to add,to‘fhis store Pf knowledge at o increasingly rapid rate. In this

section we present a, sampling of resea¥ch«on writing in the elepentary .

ey Delving into the ever-growing storehou of research about sthdent

5",- writing may not at first appear to satisfy a dlassroom teacher's alﬁﬁst‘
w"ﬁ! insatiable desire to know "how.to do it" in his

morning. Yet examination and study of this reseakch are essential for

’ s
‘her classroom tomorrow
Al

\deterhining not only uhat one cdn do productively in\a classroom setting .
. butgalso why certain things ought to be done at certaiy points by way’of :
‘ instriction. Whether one starts with this quick samplihg of research or
skips ahead to:Parts Il and III of this book, to return to this part.

/ 1 later, is not importght' however, it is essential to study the results of

- this research at some point prior t6 deciding what to do in a specific

y classroom situation. ’ ; X L
The three, articles included here are intended only to alert teachers
to the kinds and amouﬁt of research thar exist’;vn children's writing
Follow-up examination of the studies or sources c{ted in each article will
be useful, to educators who wish to explore in greater depth what

researchers are finding out about how youngsters learn to write and about

VA - v -

what 1s "nvolved in the wr}tipg process. -

The articles that followx move from a survey of research in writing .
. . to a survey of classroom practice in the use of writing in elementary

. school soc¢ial studiesiand finally to a specific classroom stuydy that




- 1. . THE DEVELOPMENT OF WRITING IN YOUNG CHILDREN: A REVIEW OF HHE LI?EEATURE

L}

By Carol Vukelich and JoannetGolden;,é .

» -~

‘

' Recent research in writing has shifted in emphasis from analysis of
the written product to investigation of the writiﬁg process, in focus
from the writing of older children to the writing of younger children,

N and from an emphasis gqn studying how children acquire the tool of writingA
.(handwriting) to an’ effort to determine how young children acqulre art
under, tanding of writing as a means of communication. The findings of

) these investigations have direct implications for how the classroom

teacher should ‘approach the teaching of writing with young children. The >’

. « . * ‘ Sy T

:following sections summarize these findings and identify implications for
: the classroom teacher o

{ The Writing Proeess ] . . e

Research on the writirng process reflects an iﬂportadt shift From a

\ P focus on ‘the written product to a focus on the writing process. Many
- Tecent researchefs have categorized the writﬁng Rrocess according to

three stages: prewriting,‘ writing (or composing), and rewriting.1

-—The prevriting stage involves prepaﬁation for writing and includes
. intention, planning, and organization. Essentially, the writer thinks g
ﬁ%,._ . ' through the'writing task. (J
-—Thegzgggaéing stage 1is characterized by the actual writing of the

- . text, which invoL#és a comglex proceéss of developing the topic and making
a number of decisions about fo and congent. During this- stage, the
writer d°§f not write continﬁéijly; he or she pauses, rereads what has “g

been written, and rewrites. Research indicates that different patterns
" ate evident in good and "poor writers at this stage. Good writers have

. b more pauses, which are used for "the planning, reorienting, and revising

- /

¢ v ,Used by permission of Carol Vukelich and Joanne Golden and .the

o> ¢ Assocfation for Childhood Education "International, 3615 Wisconsin Ave. .

. * N.W., Washington, D.C, Copyright 1981 by the Association for Childhood
v Edncation International. *© ‘ PR
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. 6% the writing, while less-able writers have fewer pauses which are less
‘ purposeful;;foy example, glancing around.2 . '

~--In the rewriting stage the writer rewrites, alters, confirms, or

. develops his or her writing. ' i
sDevelopment of Understanding of Written Language A

In their efforts to discqver when children develop an understanding

of written language, researcgrrs have sought to determine at hhat age

children demonstrate understanding of thq graphic form of written language L
and when they demomstrate understhnding of writing as a.méans of communi-

cating with an audience. .’” ’ '

- At least three recent studies found that young nonreading children
had acquired some basic underjtanding aboutﬁhhe graphic form of written
language. While it appears that 3-year—o)ds can distinguish pictures from
’ writing, they cannot @iscriminate betweén a word and stngle letters,

** consonant clusters; vowel clusters, words with digoriented letters, and
'abbreviatiops.3 According to researchers, this skill of discriminating

. 3
words from monwords does not appear until sometime between the ages of 5

4 * N ¢ . ~ - -
and 6~ . - . . . . .

"A component of the research by Graves, Sowers, and Calkins, as
reported by Calkins,’ focused on when children demonstrate understanding
of writing as a means of communication-5 Their research suggests, that
. children s early writing ‘efforts resemble play in that there is no plan;

ning and no goal. : Onl¥y later, 2}th the onset of concern for convéntions
" (for example, correct punctuation and spelling and proper letter'forma-
& gion), do children evidence development toward writing as a means of
communicating with an eventual audience Children at this stage show
theif understandin@ of writing ‘as a mean’ of communication through
(1) wanting the paper “to be legible‘ 2) choosing topics on the basis of
audience, (3) being concerned with correctness\!nd conventions, (4) an- !
ticipating audience response and needs, and (5) looking back on the writ-

)
ing.é ‘ ) s

« Acquisition of Writing Skills . - ;
. T /
. - . . . N (.

Several reseT;chers--Graves, Calkins, Wheeler, and Clay——have

examined the behaviors children demonstratexas they acquire "skill in

writing.7 Thraugh* videotapes, observation notes, and photocopies of
Q o /o r




L children s writing, Grayes and Calkins rgported the following generaliza—
h }ions about " young writers

": ' - 13The stages’ of writing (prewriting, writing, and rewriting) are

evident " in firstrgrage children, although there is cofi§iderably -léss” ,

fewriting at this fage. )

.==AS chilaren try writing with more\complexity, they ‘give less atten-

: tion to syntdx; shelling, and punctuation. ' . ]
'f:’ ’ -When choosing a topic to write about, first-graders typically
. - choose to write a narratiwe , A
TN «—Children do not always begin with a clear idea of what they will
. 'lxﬁ gite about. 8 '
. ST -~Children progress from,putting titles under drawings, to writing

a senteﬁces that'label their artwork, to ‘writing more as printing becomes
: easier . , > ,
-—By/grade Z.most children have pzogressed from lette&s to words and
from words to phrases and episo&es, characteristically?linked togerher by
a string of ands. 9 : A ) ; ‘ }
Calkins's work lends support to the earlier work by Wheeler, who.
¢ reported ‘that children's writing progresses from scribblées to designs to

. pictures, and then to letters, words in isolation, word phrases, and words .

- ‘ ! "t :
lay developed one of the more detailed analyses of young children's

~ > P . . L )
_writing.ll In obser¥ing ,the writing og/éﬁyear—olds in New Zealand, Clay

10
in se;tences.d :
/

L&)

noted 1l general principles and concepts in the writing of young children.

" At varying points, children demonstrated awareness that writing’ was a 5 *

-—

sign, that it carried a message, and that it had certain conventions such
’,as spacing. Clay discovered that children experiment with writing, ‘test-
ing flexibility of symbols, making inventdries of what they know, genfr-"
ating lines with a few symbols, and contrasting letters and words.
X a Beginning Spelling Strategies '*\k-i_

3

Because gtrategies used by young children to spell are integral
componentJFof the geginninggggiting process, any summary of recent litera-
ture om acquisition of, writing skills in- young children would.be incom-
plete without a section on* early spelling strategies '
Since 1970 a number of researchers have indicsted interest in chil-

% dten's beginning spelling strategies. Charles Read is known for signifi- ° .

-

..

. Lo "~ ' R
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cant czi:ributions to this area'lz _ By observing early wriiais: Read found

e children began. writing as young as age 3%, usualLy before they _ ¢

s
that -

'could read, but after they had learned conventional names for lettersjof
phabet. Read found, $hat young children spell QCCOrding to their
erceptibngugf the phoneme/grapheme correspondences, vhich are dif-
t from aqplt perceptions. Children spell.a:gording to the point of
artfculation of the sound. This leads to patterng that include omitting
medial nasals (boppie/bumpy), using ch and j in piace;of—t_and d before r
(ghray/tray; jragn/dragon), and switching lax v;gels,%fea/fish). Read
iZentified at 1east six patterns in childten's'invented spellingg which
#eflect their systematic and logical approach to spelling. '
/ ' Subsequent investigations by Beers, Henderson et al., Sorenson and
1Kerstetter, Gentry, and Beers and Beers have extended the use- of Read's
strategies to chifaren of various ages and frOQEVarious environments.
Accumulating evidenc®y strongly suggests that changes in spelling strate-
gies used by childgj& occur sequentially and systematically over an
.extenaed period;of time. The>pattefn, according°tn Beers and Beers,
appears to be affected’by the child's level of cognitive development
rather than by the reading or spelling instructional procedures employed

in the classroom.14

Influence of the Environment
bt )

-

It ‘could be hypothesized that children's understanding of the writing
prhcess may be influenced by their exposure to writing in theif environ-
ment. A stday b; Lavine strongly suggests that ,the opportunity te observe
print is important to children's understanning of the graphic form of
written 1anguage.15 Mexican children from a nonprint—oriented environment
were less abiﬁ'to discriminate‘pictures ftom writing that Mexican children
from pring-oriented envirfnments.- To date, this is the only study_to
report on the effect of the cul tu¥al environnent on the wxiting process.

~ Likewise, studies that explore the effect of writiag in the home

environment on understanding of the’ writing‘\gocess and development of

wniting skills are few in number. Those which have considered the role

. of parents in early writing indicate that early writers observed family

members engaged in writing activities and had books and materials avail-

able to them. In addition, many of the parents responded to questions
' ¢

14 jgjb/ ' -
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abou;:‘writing.16 Few parents engaged in direct instruction, and most
'i ) < ) maintained that children picked up writing on their gwm. 17
Graves examined writing role models in the school environment and
discovered that childrenvhave few 'models in school 18 He contended that.
teachers do not perceive themselves as writers and that they do not see
. -the significance of role modeling-in writing. It appears that educators
not only do not perceive the importance of writing with children, they
also do hot recognize the impottance of providing children with oppor-
tunities te w'rite.19 <Indeed, Shanahan reported that the teacneréJin his
survey indicated confusion abouty their role in writing and in instruttion

(/ / . in Griting.20
».. o . .

. Implicatiqps for Teachers

t

The majority oft research findings reported in this article dafé from R
! 1970. Though research in the development of writing in young children is '

in the early stages, the accumulating data have these important implica-

tions for the classroom teacher: i - -

——focué on the writing process, rather than on the writteén product,
and eriphasis on the three stages of writing should affect the classroom ~
teacher's work with children.

_-Teachers:will want to provide. children with opportunities to engage
in appropriate activities during all tnree stages -of writing.
. --Children must be provided with time and guidance to«permit plan-

-

. ning of the writing. i :
——Rethinking during the writing stage should be encouraged time -
: should be allowed for reflection and decision making.
T :~Because rewriting is ‘an inﬂ%gral component “of theé%riting process,
evaluation, of the product should be a joint teacher/child ef fort, B
i@ﬁ%en shou&d be p{ovided with opportunities to rewrite or rewvise

. A their products : . /
. . -==An effect%qe teaé%%r wi;; provide time for all three stages to
~ occur ~naturally in the classroom and will guide children in development
/ o of aLl three kindg of writing skille. ) ] '
- 1f, as research indicates, very young children's awareness of the -
writing process is that ﬁriting s play without goal or planning, then
teachers must provide young childrén with opportunities to engage in

L writing as p]ay behavior® In essence, recent literature is suggesting

* - = <
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that teachers whose current beginning writing activities emphasize the
teacher in the role of scribe, with chiiéren merely copying the written
message,”heed to expand the writing activities provided for children.__ga {
- Children need opportuanities to. think and wrfte independently. For most
early childhood teachers, this approach represents a 31gnificant deviation.
from,their current practices. As children progress in the:primary grades,
emphasis on correctness and conformity to standard conventions (for exam-
ple, lettér formation, spelling, and for) \should be delayed until the :
children develop ,an understanding of writing as a means of communicating . /
with an audience. Even when it becomes appropriate to introduce writing b
with conventions, the teacher\pill want the children to do the‘rcvising,
with some guidance and assistance.’ T
In evaluating children's written products ahd interprciing early
‘ writing behaviors, it is important for teachers to know that youhg chil;
dren progress from writing as,ﬁiay‘to writing as a means of comﬁunication;"‘
that they progress*from acribbles to designs, then to pictures, letters,
words, phrases, and finally séntencé%ilaqd that in acquiring writing
. skilld they demonstrate certain principles. Knowing what behaviors to
expect of children will Help the teacher 'support and foster children's
natural development of writing skills. ‘ . >
Current findings on heginnihg spéllfng strategies challenge teachers
tqg-rethink their approach to the teaching of spelling. Data suggest that
children test out their own system of’matching letters and sounds when
they attempt to spell and that they will learn adult spelling patterns 1f ¢
they are given pany experiences with the written ianguage. Hence, rather
than direct instruction in .spelling, young children should be given
numerous opportunities to tcst out thcir s%und/symbol generalizations, to ) ;
révise their generalizations, and eventually to acquire adult spelling
‘patterns through a natural process.
It appéars that exposure to writing ié’a c¢ritical component in the
development of writéng abilitiési‘ In home, school, and cultural en%iroh—
' ments, ‘young children need opportunities to observe print. The teacher
will want to prepare a classroom for young children with signs, labels,

, messages, books, and pther written materials--an envirdnment rich in

¢ppthunities to observe print. Further, the teacher will want to alert - -

parents to the importance of the role of writter messages in acquiring an Q§A
» M e

undewiff?ﬁing of the written language. ™, ’ o
- » . . . s * ¥ ) .
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In add%tion te viewing samples of print, young children'need pppor—;
tunities to observe family members.and teachers who are engaged in writ-
L " ing activities., Teachers and parents must perce%ve themselves as‘writers

‘ and serve as wriging models for children in classroom or hofe. This is
. ® one way that teachers and parents can demonstrate the purpose of wri{ing
‘as a~communication tool. - . 7 @

When' provided with written materials, parents who engaged in writing
é;tivities, and parents who answered their gquestions, sbmé children
learned to write without direct instruction. Perhaps teaghers.need'to
question the emqunt of time spent in direct.instrqction in writing in

. LN .
relation to the amount of time children are provided with instruction

through observation of writing models Co } o
- In summary, recent research in (the development of writing skills has
many important implications for teachers. A knowledgeable teacher can do
' much .to foster‘writing growth in young chifdren and to plan a-supportive
writing enviromment for them. ) '
. i A ’ Notes . ; oy
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. ;" 2. WRITING IN ELS‘ENT’ARY SCHOGL SOCIAL STUDIES: N
. & REPQRT OF-A PERSONAL SEARCH ‘ -
A _ By Robert Gilstfap
’ ‘ ‘ ' {" ’ ¢ . ’ nt/”.' N
( . . -

. During the summer ' of 1978 I began a personaltsearch to learn more
about how writing was sbeing used in .current elementary "school social -

_ studies programs I As a teacher educator whose primary inthrests are in
elementary social studies and -language arts, I was invited to serve on
the staff of a summer institute sponsored by “the Northern Virginia' Writing
Project, a spinoff of the Bay Area Writing Project One of my summer
responsibilities was to deyelop a workshop presentatjion .introducing
teachers to ways in which writing could be effectively used in elementary
school social studies. - : . i

As an initial step«in preparing the workshop, I deyeloped a list of

opportunities for writing in elementary school social studies To do ’

-

this, I first reviewed the course guides, lesson plans, and textbooks that

s
- . I had recently used with my students and listed the types of writing I
" was encouraging them to include in their_social studies units, I then
- reviewed other rtpent undergraduate social studies méthods textbooks in
my professional library to discover what additional writing activities
' could be added. Finally, I interviewed several _elementary school teachers ,

to get their reactions to the list of activities I was developing and their
¢ suggegtions,
" As I reviewed my list of writing activities, I discovered that all

« of them could be classified under one of the general phases of & unit of
instruction, whieh are: (1) planning and initiating; (2) gathering infor-~
mation, (3) using and sharing information, an#f (4) culminating and eval-

) uating. As a handout for my presentation, I developed a list of the most
commorily recommended activities under' each of these .phases (see Figure 1.
This list doeuments the many opportunities that exist to invdlve;children

) in meadidgful writing'activities in elementary school soecdial gstudies.

Although writing.was not viewed bylmany of the writers of texts for

teachers or for children as of primary importance in a good social studie;

program, most'authors did include some writing activities.;fAs’one might
. .

4 - . -
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. RECOMMENDED SOCIAL STUDIﬁS'WRITING ACTIVITIES -T
. - - ' . ) s f *
Planning and Initiating , 2. " Gathering Information ik
o iy s ' 4 .
F *ﬁcompletigg ﬁreessessment “as * =-taking notes _ -
exercise and tests ’ y
: - ~-summarizing }
/ eparing.contracts‘ . gr-outlining
~-déveloping questiods to be
“answered during the unit observing and describlng
-=doing initial data gathering '--rizgiiizg answers to iéterview
for the purpose of determining. 4 , .
what to study ) : --keeping diaries and logs of
éparing questionsMfor a T reactio?s and'in51ghts
source person who will ) -~writing letters for information
help initiate the unit
- &. Culminating and Evaluating
Using and Sharing - ) . 7|
‘ ) . . -developing personal summaries
~~writing reports i .of progress to accompany ‘
—ewriting ‘ol d stori - children's work (e.g., "Things + °
,~Twriting plays apd stories - I've Learned" booklets) 1
-~d&veloping scripts for . » . --drawing conclusions from the
slide presentations ’ tnit ‘
. |
p—-- ine J
" iez:lﬁglng learning ’/\i ~-responding to problem situations
vcenter ’ related to the content of the unit
.-—5 - ‘
preparigg bulletin boards --selecting questions for future
. —-writing dialogue for cartoons units’ on basis of knowledge
~-making maps . ) _galned from this one
. . . -—llsting, defining, and responding
~=prepay time lieéf to questions
--making ts R ‘=-using checklists &nd rating '
--writing bo k revi /N scales for self—gvaluation -

- |
~~developing historical newspapers,
,~diaries, .and letters )

.--writing lyrics to songs 7 o

--writing itineraries for imaginary
trips )

.

;
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i
) expect, however, thenenphasis on reading was much gre!ter ‘than ‘the empha-‘
‘sis on iting . ‘ ~ .
‘During the last week of th? summer institute, I finally had the?
opportunity to give my presentation.‘ I shared my findings from the early
., * part of ny‘search with the teaéhers and gave them tﬂe'opportunity to share
with me 'some of the specific activities that they had found successful
I aSked them .to complete five~-by-eight~inch cards on which they described
'1\ their nost effective writing activity in the ared of social studies. We’
- shared these ,during the workshop, and most of the activities mentioned
. fell under the third cat.egor* on my chart. I asked them if I could have
their cards so I could use them during future workshops Most of the
teachers were pleased to share their ideas, with me.

.~ Because of the interaction among 'teachers which I had planned’ as part
of the workshop, the presentation was well received,‘and I was asked to
conduct the workshop several times during the following year., Each tim%
I asked the teachers to complete gards,, and each time category three .

/s appeafed to Pe ‘?e one most .often mentioned as I read throngh the cards.
In the fall®’ of 1979, I was asked to present my workshop on writiag
in the elementary school social studies at a state social studies weekend
conference, and again the cards were distributed and effective uses of
writing were recorded. - )
On Mbndhy morning when I returned to my.university office, I pulled
out the stack of index cards 4hat I had collected at the state meeting
(\\ ‘and placed it on my work table. As I read th .qs the_new set of cards;

I sorted them into four stacks,' one for.each of the.categories on my

chart. Again one stack was noticeably thicker-—~the one_for phasé;thrge,
using and sharing information ‘My informal study of elementary.teachers
» in Virginia was clearly revealing that, when asked to identify the most
effec 2& writing activi{y involving social studies, approximately 75
#? percgdescri_bed an activit)'/that took place neat the end of a unit .of
\ instructiont On the basis of the_research.that I had done in preparing
thé’list of writing opportunities for my workshop handout, this seemed to
be a vE}y parrow use of writing. I was curious to know whether :his‘
limited use of writing was typical of teachers in other parts of the
nation, so I decided to expand my local search by doing a national survey

of teachers I selected as my sample for the survey thd®e elementary

g '
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teachers who«had participated in summer institutes of the National Writing
Project. . : g ; ‘

‘ My first step was to write to the direcébrs of all of the National
Writing Project sites. At that time thére more than 70. I gave each

director a description of my stud& and asked for a'list of all the ele-

‘mentary school teachers who had participat# in summer institutes since

the projects began. As a resuylt of these requests, T received more than
300 names. . - \ .

I then wrote to these teachers asking them to complete a question—
naire which included the following major requests .

-

1. .In an average week, how much time’dis spent on writing activi-
ties in your social studies program?. vf’ﬁf:/ ’

2, In general,, what kinds of Writing actiuities do you usé in or
plan for your class in the area of social studies {research reports, book
reports, interviews, etc.)?

3. Describe in detail the social studies writing activity that %ou
have'found to be most effective wit‘yjur childre[n. (This should, be a
description ©of one of the types of activities listed under question 2.
If available, at‘;ch a sample assignment or work sheet )

. The enthusiasm—for writing expressed by many who responded was amaz-~

ing. Sixty-four teachers completed the questionnaire and enclosed notes

rglated to their interest in the results‘%f the study as well as samples -

of children's writingsﬁand artwork. By the spring of 1981’ my office was

_filled with evidence that a great deal of writing was going on in ele~

" mentary school social studies——at least in the classrooms of teachers who

had been involved in the National Writing Project. During the summer, I
completed my analysis of all the responses to the three major questions.
In reviewing the responses toyguest!bu 1, which asked about the
amount of~time spent on social studies writing activities during an
average week, I learned that the average among the 64 teachers ‘who
responded was 30 minutes per week. The responses ranged from ' one-quarter
hour" (two responses) to "five‘to seven hours a week in social studies as
broadly definedﬁ (one responﬁe). Quite a range! Although eight of the
teachers wete unable to determine how much time they actually spent on

social studies driting activities because of the integrated nature of

their curricula, the most-frequently oentioned response (10) was#/'one hour °

’
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a week." “TMe second-most-frequently ,m;:tioned response (6) was
one-half hour. .Of the 64 teachers who responded to “the survey, only 5
indicated that their students did either no writ1ng or very little ’

writing in the social studdes. ~

The,rgsponses to question 2, which asked the teachers to identify
the general kinds of social studies writing activities they,used, revealed
a varied set of writing opportunities that could he claSsified under all
'four'categories.' By the time that I had analyzed all of the survey fors,
I had a list of 102 distinctive social studies activities that involved
writing. * The most frequentl;'mentioned (33 responses) some foré\of
. research paper or rep%%th ‘The next highest (14 responses)™was book

reports. ~Receiving five or more responses were latters, poems, para-
‘graphs, sHort plays, stories, intérviews, class notess diaries, outlines,
summaries “of material read, essays, and essay questions.

I then classified each distinctive activity -under the four cate- !
Ngories mentioned earlier, using my original list as a guide for place-
_ment.” My.tally sheet looked like this: e

) 1. - Blanning and initiating: 1 respons ‘
2., ’Gathering information: 19 responseil
3. Using and shar1ng information: 70 responses

4 Culminating and evaluating 12 responses '

These results surprised me because I had carefully worded the second
question so that those responding would have the opportunity to develop a
ligt of: activities that would reveal the range of writing in their class-
rooms Kgain, the ' using and sharing" category dominat®d the responses.
These results supported the informal study that I had done during my,
workshops in Virginia, which had revealed that wr1ting activitles falling
undeér this classification are the ones most often asSociated by elemen- ‘
tary school teachers with social studies.

I aﬁbuld point out,. however, that the list of 102 activities which
emerged from the answers te this question included 54 activities that
" were not on the chart that I developed I have listed some of these here:
--"We do a complete genealogy workup on each child. They’con- )

clude by writing a Jetter to their oldest known relative--

' bringing them up to date on the family." (fourth grade)

.
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- ) -:"Wriziﬁg questions and answers as a reyiew of material ., o .
. studled. This 1s used in a game called 'Stump the Panel' in

preparation for a test." (fifth grade) ‘
%}“News ?gporfs and’ colmmentaries that are aired on our school’s
2 closed-oircuit TV station."” (third/fourth grade)
~"1 plant’queétions in bottles and jars all around the room °
beéore our day starts. The questions are about our current
spcialdétudies unit. As childrén discover them, tﬁey open
. thém, redd the question, and write a-response for me."
{first g;agg), - - .
~—"Writi§g'activitieé for a simulation are popular in my room.
One example would be writing a script for a TV interview
show with famous characters in U.S. history." (fifth gr ’
jJ'Writing brief reviews of movies, books, speakers, field‘
',trips." (fdurth grade)- ‘ .
-fMakiné and designing po;ters." (first grade) . ’ P
~~"Writing "What Do You Think?' position papers.” (fifth grade)
f-“I'assigh some first-person reports, asking students to write

from the viewpoint of a character from our social studies

L3
. .

N text." (fo@%th grade)
. —="Recipe writing." (third grade)
. —"Interviews ,of famous or q&tfso-famous people.” (fo?rzh
grade)

;. --"We've dofie stories/on how it feels to be handicapped based
on a simulated experiment my students were.involved in )
c duriné whigh they were fixed up with a handdcap for a day."”
(sixth grade) ‘ e ’ : .
-="We've Giitteﬁ '"We're ngt so happy with you' letters-t& the
secretary of thé interior, who wants to lift the ban on -+
impofti@g,whéle products as well as other lotal, state, and
. national leaders." (kinderéavten)’
~--"Writing advertisements for inventions (cotton gin, telephone,
radio):" (£1fth grade) -~
--"Writing 3okes, riddles, and puns about social studies con-
tent." (fifth grade) . | N
I next éurned to the section of the survey whiéh asked thef;pacherg
h

4
ey

to describe in detail the social stud%es writing activity that

-
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y sheets. 1 figst tried to list each:activity “a separate item, but I

VA soon realized that man§, of sthe teachers had escribed their most effec—
* N ’
tive writing activities in such Fetail tha their descriptions often
‘which co

) 'included experiences with writing
,\ . ' the four major categories that I idéntified. I then decided to

d fall under more than‘one of
\ analyze each description carefully and\to categorize each of the activi-

ties under one of the four headings. I soon realized that I.needed to® 1.

add 3 fifth category for non-unit-related activities. For example, one

third-grade teacher wrote: "In third"gradg, the students do a™very good

job “of w%iting about -their feelings. They are not as inhibited as older

children. I ask them to write how they feel when they are happy or sur-

prised."s ) ) . "
Reading through,the descr}ptions of social studies wrifing activi-
ties, with the accompanying ‘materials and pictures, was a real pleasure.

It was obvious that some very exciting and effective learning experiences
Yinvqlving writing were being provided for children in fhese;classes.
Several people commented that it waslimpossible'to describe'the "most"

- effective activity, but_that they'could'describe "an'activity that
workéd"-—and they did that Gery well. 1In -the responses to this question,

I was. able to see the value given to#Writing activities that weng beyond o
the using and sharing category. *

After I finished reading all the descriptions, my tally sheet looked

like this: "
1. Planning and initiating: 8 activities‘ . .
. % 2. " Gathering information: 39 activities '
3. Using and sharing information: 43 activities
; 4. Culmfnating and avaluating: 9 activities
‘ 5.- Non-unit=refated: 4 activities

{ t
Although the number of activities that fall undér "using and sharing

information" again dominated the results, the responses for ""gathering

~

information were very close behifid with 39. "Initiating and planning"
activities and culminating and evaluating activities‘almost balance.out:
eight for the first and ‘nine for the second Four people mentioned

\ " activities that frdn their descriptions could only be classified as non-
upit-related. I ' - v

n -
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By ;he‘fall ‘of 1981, Ivhad analyzed .all my questionnaires. As I )
looked over my summary sheets, I asked myseif} "What have I really ) ////
. learngd from my study, and how ¢an I use wﬁatkzjve learned to help other .
teaﬁherg, eSPecIa11§ ¢y undergfaduate'téécherskin-{raining?”‘
First, writing is uddd By agignifiéant number of the ele;n?ntar}"
! séhool_sociaL s;ﬂdiés te;;hers who were surveyed. Of the 64 teachers who
' ’respondea’£p'my questionnaire, oWly 5 indicated_that they did'ng or-little

L4 * [

. writing as part of their social studies program. -

» * ’ \l
Second, the survey reveals the;varietysof.sociat7studies‘writimg ¢

" ac ivitieg that tHe teachers use in'}he;; social stud%es programs:~ 102 i
+ distinctive activitigs‘were Falliéd: Al though f was disturbed to see that
so many of these actiyities were limited to "using-and sharing"” informa-
" tion, w?en the teachers were asked to describe théir most effective
activitles, writing activities that were used during earlier stages of d
social studies unit were of ten i&engified.

Fiqally, even teaghers whe.are/ interested in writing and who are ——

) knqwledgeable abbut ¢ &rent information related to that process do not
. use writing to its fullest poténtial as a.%ool for communicating and
- thinking in'elemquar?’school ii:;;},studies. / o
I believe that the results this study have important imPliga-
< tions. Future\t§§chers need to better ﬁnderstapdgthe significant role-
that writing can play as a tool fgr communicating and thinking as part of
an effective social stud;?s program. fhe; need to be acquainted with

currengrknowiedge'about how writing contributes to personal learning, a

&

) conceﬁt that is summarized as follows in a.recent puincation from the

/
National Council of Teachers of English entitled Persfectives on Writing

in Grades 1--8:2 ) " | y

H ¢ o
-

Personal learning values of writing stem from discovery. -
Through seeing personal ideas_and experiemces appear on
paper, redrafting.what is written to make it moré accurate
or complete, and receiving reader feedback on what has
been written, a writer expands what is learned from the
original experience.. Being involved in, and yet in a

” ‘sengg detachlied from, experiences that have been recorded

- on paper encouragesA?nsight and discaveiy. .

-
-

Téacﬁérs-in—training also need to better understand the many oppor- R
' tunities. to use  writing-within a classroom, both unit-related and non-

unit-related.' Susan Florio, codirector of :the Written Literacy Project

. S .33 : -
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at Michigan State University and coauthor of the third chapter in this
book with her colleague, Christopher M. Clark, recently studied the

writing that is undertaken in a secondfthird-grade conhinatibn classrgpu

and a sixth-grade classroom. As a result of their study, Florio and

Clark identified the following general fynctions of writing in‘the clags-
room: (1) writing to kdow.gpeself ‘and others, (2) writing to occup ee
time,. (3) writing to participate in the commun ty, and (4) writing,to
demonstrate academic competence . Pigure. 2 gives a clearer picture of
these functions. )

/~ Susan Florio and her colleagues have leLrned through their research
that a great deal of writing does occur in the classroom and that much of’

preliminary report thdt "lacking the props and. constraints of qther of;/’

it is enabled by te;;?er thought and action. They point out in their
the 'basid skill' areas, writing is;often 'fnvisible' as teachers report
their Instructional lives or as researchers seek evidence of writing '
instruction'--or even as children or parents talk about the. writing done
in school. Writing in everyday school 1ife may be 'invisible in the

sense that talk is invisible in everyday life--it is such a part'of day~

to-day transaction (tests, worksheets, essays, notes,-letters, etc;) that |

it is taken for granted."3 Their findings appear to support what I have’
1earned~tﬁrough wy study of- the use of writing in the elementary school
social studies curriculum . Y- )
Teachers-in-training also need mote opportunities to write in ways
that they will be asking their pupils to write in thei: social gtudies
classes.r -Some authorities believe that, the most’ effective teachers of
writing are those who are writers themselves and. who -continually useﬁ

writing in ways that their. studénts are expected to d°t Teachpgrs-in-

training ‘need to devélop confidence in using writing for many, purposes.

Finally, “future " teachers need.io become familiar with creatife
methods such as those described in this book. Many of the articlef in
this volume were written by elementary school teachers who were identi- .<
fied thfough my questionnaire. .Knowing that inservice teachers are
including effectiye writing activities in their social studies programs
should give future teachers the 'support they need to giye'a-higher

»

- priority to writing in the social studies. S
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1. In _developing this article, I have attempted to use the process
. and format of\an "I-Search Paper" as described by Ken. Macrorie. in his
-~ . book Searching Writing (Rochelle Park, N.J.: Hayden Book Co., 1980). In
an I-Search paper, the writer tells the story of what he or she did in
the search and iptludes the following information: (l) what the writer
knew org}idnif’ﬁigw about the topic when starting out, (2) why the paper
. is being written, (3) the story of the search, and " (4) whdé%éas or was _

not learned from the search.
5 .

~ #

2. " Shirley Haley-James, Perspectives on Writing in Grades 1-8 A
(Urbana, Ill.; National Council of Teachers of English, 1981), p. 5, i
. W3 Christopher M. Clark and Susan Florio, Understanding Writing in
N School: A Descriptive Study ‘of Writing and Its Instruction in Two Class-
rooms, final report of the Writtenm Literacy Study (East Lansing, Mich.:-
Institute for Research on. Teaching, Michigan State University, 1981).
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. 3. LITERACY AND COMMUNITY 'IN THE CLASSROOM: °

S -

A CASE STUDY OF BETTERBURG ' -~

-
)

By Susan Florio and Joyce Howard Frank

In 1977-1978, two researchers from the Institute for Research on
Teaching conducted a, study of the teaching and learning of writin% in
dece FTank's second-grade classroom in the small Michigan town of

Baslett-.l These reSearchers observed Mrs. Frank and her students as they
engaged in a variety of activities,\many of which involved writing.2
They got to-know the members of the class,” provided help when asked,
joined in class‘activities, nade‘jgdeotapes of some lessons, and asked

. many questions of both Mrs. Frank and her students during formal inter-
views and infermal conVersa\ions This article shares some of what was
learned about the atquisition of written” literacy as it takes place in
Mrs. Frank s classroom community. What happens hére may well be typical
of the development of writing as it occurs in second—g:ade classrooms
Knowing this information can be most useful to ‘teachers who gre planning’

‘ to use writing in elementary school social studies.

Setting the Scene -

To get to Mrs. FrankQE?;Zcond—grade classroom, you must travel to
the small community of Haslett, Michigan. This town of nearly 7,000
people is located in the shadow of the state capital and Michigan State
University. Althongh some of the réeidentSfare farmers, most of the
children in Mrs. Frank's room have parents employed in one of the area's
‘major activities--state goyernment, ‘education, or manufactyring.

. Mrs. Frank's etudents\attend the Ralya School, one of the three
elementary schoole‘in Haslett. The onewstory contemporary school build-
ipg'houses'about 170 students and contains one room for each grade from
kindeétgarten through fifth. U?oh entering Mfsz Frank's classroom, one
encounters yet another small community--one which the children héave dubbed
"Betterburg.: ‘ . :

‘ Jhe members of Mrs. Frank's ‘class °*populate Betterburg. They f£ill
its ciVic offices and devise ite laws. Betterburg contains all the
components rhat one would expect in a small community--law enforcement,
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cultural activities, commepce, 2 bank, social welfare, a library, and a

postal system. Qf course, Betterburg is also a schoolroom, and as such

it contains other such standard features as blackboards, desks, and book-
:shelvesn But the dominance of the town-is evidenced by the fact that‘the
children, when asked upon leaving the room one day to dtaw maps of the

important things and places in the rqom, overwhelmingly included each .
aspect of Betterburg Often the buildings vere drawn in considerable
detail.

Literacy and Community: A Brief Review

Vygotsky has talked about learning to write as the acquisition of a
"particular system of symbols 'and signs whose mastery herdlds a critical
turning point in the entire cultural devélopment of the child."3 Tﬁus,

‘when we ask questions about the acquisitiod of written literacy by chil-
dren, it can be said that we are asking fundamental questions about both
the individual psychological development of those children and their
membership in a community, The acquisition of systems of signs and sym-
bols in speaking, reading, and writing provides stunning examples of the
interconnections between the growth of the indiﬁidual and that of society.

Schwab,4 for example, in the essay "Learning Community," asserts that
r

our beginning personness, as children, consists first of a
world of perceived and felt significances that we havé made -
from things seen. It is when another--adult or child-—.
signals recognition that we have such a world, seeks to know
it, and tries to give us a glimpse of his private world,

that one-to-one community begins. This is done in one and
only one wayr-through speech, by talk.

-

Speech and writing are both instances of the use of culturalwtools——they*
are systems created and passed on in societies in order for the members
f‘bf those societies to live and work meaningfully together.5 - P

Thinking about writing in this way has implications for its instruc-
tion in school. .Perhaps teachers gan best serve the acquisition of
writing by /4tructuring both for and with students social occasions in
which writing functions meaningfully as communication This possibility
parallels what we know, about the acquisition of speaking,’ another complex
comminicative:- skill. Both research and experience tell ,us that spoken
language 1is acquired literally "in the doing." Children are welcomed as

communicators eveam Before their first words are uttered. Early in life, ) .

- .
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. children find that their moves and sounds elicit action from other people.

dnildren,.in effect, practice the use of language not as preparation or
trdining for social life but as social life itself. - '

Pl - Research ‘on «language acquisition has shown us that requisite gfan—
matical skills are seldom taught directly to children by the adulés with
whom they communicate. For teachers of writing, an essential lesson from
research on language,acquisition 15 that even thé most flawed and rudi-

i \ mentary communicative attempts of novices are functional in that,they
} | have social meaning. Critical to acquiring language is the social fact
/ that a child's emergent and stumbling efforts are heeded by others.
Early talk is meaningful by virtue of the child's membership in the
T family, the first community. ‘
Research in one traditional society where it is possible to separate
the: acquisition of written literacy from the formal school setting is
also suggestive about the relation between the process of becoming a .
speaker and that of becoming a writer. Among the Vai in Liberia, where
literacy in the native language is acquired in%ormally, Goody and other '
> researchers have described .the process of becoming literate as one ‘
directly related to the conduct of everyday lizfe.6 The occasion for
mastery of written symbols, muchglike the occasion for mastery of speech,
arises in the course of social life Znd is supported by the community in
which it occurs. People come to write\begagse, within their community,
they need to be able to perform the operations~-both public and private--
that written literacy makés possible’ , They need to engage in commefce or
y to keep records; they need to extend ‘their social relations over time and
distance; they need °‘to mark formally important social occasions, they
“ need to remind themselves of the thoughts they have had.
| Viewed in this light, conventional expectations about the role of
formal schooling in the‘acquisition of'writing éeems hopelessl& out of
joint with what transpires in traditional aociety or with the powerful
language learning that takes place a§ sgéech is acquired. in our own
families. One of the'distinctive features of a school is that it is
intentionally special. It is a place set apart by the gociety preciseiy
for the transmission of cultural norms thought tO'enable adult membership
" in that society. Ironically, however, the special nature of the school

virtually ensures its isolation from the mainstream of everyday community

)
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life in which adults function:, Thus iL is not surpriding that a defining
feature of school learning is its abstrectness. Principles to be learned
are isolated from the life situations in which they might be applied.
Componential skille are isolated for practice and mastery, removed from
both the complex proeesseé of which they are a part and the purposes for
which thei might be undertaken. Yet the powerful assumptioh is made that
-mastery of such isolated principles and.skills will enhancebmature fune-
tioning in adult society--that skills will “somehow "transfer" from school
to everyday life situations.7 ' “ :
But classrooms contain the stuff of community, too, and therein lie§
the potential that writing done in them will be meaningful. Classrooms '
are located ‘in organized social worlds where meanings are shared and
values held, and at the same time classrooms individually constitute
small communities with cumulative histories, ea?red beliefs, and rights
-and responsibilities of membership. The learning enviromment that Mrs.
Frank and her students created in the form of Betterb‘E. provides an
opportunity to examine the relationship between l{teracy and community in

the social context of the classroom. -

A

-~

A Closer Look at ,%etterburg & -

:’

" #v.In the early days of the school year, *all of the second~graders in-
Haslett study communities as part of their social studies curriculum. It
is a natural followup to askathe students if the elements of community
are available in their classroom. If so, would they 1like to see their
"claséroom become’ a town, city, or suburb? Ohce the to-be-expected chorus

of approVSl is voiced, again the natural followup is to explain. that

b 4

towns (cities) arise as the need for ‘them arises. What will be the goal
for their town? Together the students must plan and write this-goal.
They must work as city planners to plan their community. What ;ublic
buildings are needed, and where should they be located? Students justify
their plans by writing statements such as the folbowing: '"On m} plan the
bank is at the front [of ‘the town] so everyone can see the robbers come"

or "The police station is in the back corner so the kids in jail can t

see what's going on" or "The library“is next* ta the welfare gffice because
if you 've got to go to the welfare, you're feeling bad and a book will
cheer you up." ° . . N\ \
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tl 2 . 'ﬁowathat=thg1 lanning is done’ ” csty,founders need te &nstruct
. " their towm. Again, they need %o 4 iis time letters to carpenters,

. parenis, or second-grade alumni‘- i hem for help in ‘the physical
v o buildiﬁg of ta connamity Mary} o;

cess as parents, friends, and parti%ularly fofmer second-graders. lend a

. »
e written requests meet with suc

i hand in the construction af buildings of wood, cardboard and paper.

vt ’ - Wheﬁ the buildings are constructed the—students need to learn hpw
- . to use: them. Again they write. .This time letters are sent to civic
’ ' officials-dpostmasters of Haslé&t and the United States, sheriffs, and
’ 7 the like. The letters inquire about the special buildings in whiche |
) important civfc functions are performed. Responses are often accompanied
» by- invitationsqto visit and tour the local post office, police station,,
- or bank.: In addition, the replies studehts receivé are typewritten on ;
official embossed stationety. Each repty functions as the, chtld's own
T private,‘individuaLf"te;tbook " teaching the fecipient what he or she
.- . '~ .needs to know in'order to manage a particular building in the town.

. As these activities are bccurring early in the year, other pa lel
activities are going on. The students had learned earlier in soc 1
M : zstudies that communities have igles and governmen Their town (c )

B igl'ﬂ

) needs rules as well, so the stu nts elect three b es of‘gavernment-~
‘ &
- federal state, and local. Again, weitten literacy_plays an impdrtant

. 03

v . par\hin the establishment. of community. Campaign speeches. are written .
‘ and ‘elections are held. Each child is§lected to angoffice.and will
O receive leadership,training, again by means of w!iting. The néwly elected

officials take pencils in hand and writé for job training “to their elected

ounterparts fn the governments of the United States, Michigan, and *
Hyslett. Again, each child receives an_ impressive letter in™ reply~-bufa

; is time the peop&F/writing to them are people whom tHé# have read and
heard about! Governors, mayers, senators, 'and sedretaries «f State write
infd&mative letters q‘it typically also include booklets,. pictures, auto- -
graphs, and mate‘ials that the sxudents can ugg, ‘in their*own official
capacities, for " example, badges, firefighter or postal worker hats,

% ) sheriffs'-patches, and decals,.. Some reguests for information motivate
N f . telephonegcalls from ‘such Washington'di nitaries as- the .United States
”{f . ' treasurer and cabinet Seqretaries. Och; requests fiﬁdﬁ&heir way into
. . %’. the local newspaper as a result of contacts to the ‘papern. from the judges,‘
. . ) .
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legislators, or other officials to whom the children have written. StiLl
'othérs result -in persbnal wisits to the classroom from members of govern—

P

ment g : . T ‘ o~

By this time the town has cqme -to 1ife, but the, student% still need
rulesxor laws. Each student‘writes a bill for a proposed rule that may
be necessary{jfr life in ghe classroom, town. ;egislative sessions are
held by the n

laws.v This gactivity provides stgedents’ the opportunity to ?liberate

ly elected officials, and the bills are amgnded and become

ab0ut community norms ana reach consensus on the ways to express them.

© It cﬂlminates in the rendering of the rules "official " byf%heir codifi-
,cation in public, written form. _ — , ‘

- ‘Betterburg needs employees for its various civic;and commercial?
activities, so the students write advertisements for the town's jobs an
£111 out appligations to be hired for: them Once hired and gainfully
"employed" -as florists, clsts store manager, janttor, pollution
ifspector, paint foreman, banker, and the like, ‘the students are paid’ with
~thé "town currency. The tow;§§§ functioning now, and still the writing
continues. Each citizen s'"job" includes record-keeping The sheriff

, and polide chief need to fill out the police blotter a8 they enforce the

community s laws. _The social welfare director needs to keep a record of ib

‘the money given out. The postmaster eeds to schedule her workers to sort

and deliver the large amount of mail- sent amd received through theQBetter- .

hurg post office. . Bankers keep advanced records’ of financial trans-

H

actions. The township clerk registers voters, oversees town. voting, and

-

With thé Betterburg post officenow im work g order, students cor-
the school, and with’

records election results. - .

respond with each other, with otherkgtudents i
: family members. 'Eetters are written Quring free-time periods, when work
is ‘completed, on rainy-recesses, or at home in the evenings. Despite the
Q!act that this is an unsupervised, unrequired writing activitygaEhe output
18 :Iarge. Children write amxlrere from two to ten letters per night to

place ‘in the post office for delivery the next morning They “are ¢
rewarded for their efforts when they receive a local reply from a class- + 7y
-mate, '‘outstate" mail from another student in the school, or €ven a letter
zégrough the U.S. majil from aaparent, relative} or neighbor. )
- » :’ - \ . )
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Letter writing of all sprts can be observed almost daily over the
months of Betterburg's existence, and when the children were interviewed
at the end of the yeat about their activities by researchers, the only ,
\ writing activity on whic¢h they commented in detail was that of writing

letters. The following excerpfs from the interviews are illustrative:

LY . '
Interviewer: I want to know about all_the things you

A : ) wrosi this year. ) . \» .
. Student. 1: Yeah, we wrote people to come to our store.
. ”
Student 2:. tters. '
uden - Le’ ers NG ,
Student 3: Oh, yeah. We wrote to our moms and dads

and wrote to kid§ in our class. ,
Student 4: Our post office would get mail.

N

Addition\?'evidence. of the importance of letter writing in this
classroom community ‘can be found in the facts that the post office was
among the places most frequently shown on students’ c1assroom maps éhd -
- that the mailboxes~~both the one outside the post office and those . i
fastened to ‘the children s desks~-were included in~maps made by well over ‘
"half the students. Finally, when Mrs. Frank and the studenés recorded
the history of Betterburg in their yearbook, the text consisted aimost
entirely of the letters which had been written during the town's exist;
enézi ) , V '
Eventually Betterburg develops commerce. When the students decide
to have factories and a store, théy write to companies asking to buy
materials wholesale One persuasive letter written to a games manufac-
‘turer requested that‘games be purchased at wholesale pricgs for sale in -
the Betterburg store. In addition, the commerce of Betterburg requires a
~—— bank loan to raise money for the initial purchase.of whoiesaie goods.
Once again the students find themselvgs in transaction with the adult

" world by means of .the written word.

o

Many other. types o;?writiné accompany and enable commerte in Better-
burg. To advertise the Bettérburg store, students write jingles ‘for”
posters, handbills, and a varlety of different types of ads, including
radio ads that rely solely on "word pictures" to convey their mesasages,

0 ’ television ads in which the students must decide what to show and
describe, and newspapet ads where illustration is an important part of ’

the message. They ‘also prepare speeches for presentations to groupe or

~

to individuals in the Eoﬁmunity, along with letters of invitation and’

. ‘ . ~
.
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thahks.'VAt a local department store, they are trained in sales by a store
executive .as an employee wduld be. They then write sample sales talks
describing the yalue of their products following the outline he has given
them. - . , ‘ ~ . ) -

The c¢citizens of Eetterburg are Eivic minded: Their efforts in |
'Haslett havé'resulted in traffic lights, planter boxes, sidewalks even
the beginning of a cleanup of a 'mearby lake and recreatioh areéé A
proclamation written by the students to a local drain commissioner, _honor-
ing his efforts in the lake cleanup, was read- and presented to the
official, by the citizens of Betterburg at the ceremonies marking tﬂ start
of the dredging of the lake. R

When students can write letters and, as a result see a sidewalk
where there was not Qne befor r instigate the placement of a planter on
a bare, and ugly street corner, they may have learned a lesson about the

. power df written expression and about their own power and social responsi—
. bility. "%g g

Lessons from Betterb&rg ' ) y,

- The celebration“;?*zammdnif;&iﬁ’Mrs ‘Frank's classroom in the form,
of Betterburg appears to'be related powerfully to the practice of writing
A ~# ag an expressive activity inwggueral ways. Betterburg affords immadiate
and explicit sharing “of cta §§ membership to the students &s such, the
town requires wr¥tten record§§§§ that egperience. The classroom towd:also
provides, as we have seen.;n the example of the ietters to manufacturers
and civice offigi
classroom wallsiiargithe‘wider adult commupity. This movement is*a chal-

-

thé occasign for students to venture outside the

lenging,one for the uo&éce writ%r——one that tEquires diligence and a pur—
"eritical shift in ‘the conscioysness of the ¥warner, a shift of attention
ﬁ?rom an immediate audience that shares the learner's experience and frame,
« of zreference, to é? larger, abstract, and unfamiliar audience.

* The essential lesson for writing instruction that can be drawn from
ﬁetterburg is wirtually the same lesson that can be drawn from the obser-
vagion of first lad%uage acquisition or from the recént studies‘of the
acquis#tion of cognitive skills in traditional societies. The ﬂesson is
lﬁot simply that’ skills are seldom taught directly in Such contexts by

those already expert in their use, but, more important, that even the most

£
L}
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rudimentary,attempts of novices are taken to have social functions

Critical to acquiring communicative skills is the condition that a childyg

-

“a emergent and stumbling efforts are heeded by others, and that early .

: attempts at expression are meaningful by virtue of the ,child's membership
y in a éommunity. f“B'tterburg, the most complex of vriting activities~-
and .the ones in which the most time is spent-transpire outside of the

direct teaching of skills. We observe instead considerablé practice of b
S A\ writing as it is done for community purposes. Gradually, by means of such
. practice, the children approximate the fully matured forms, with remedia-
tion being applied rarely and only as it serves to enhance each child s
expressive intentions . ‘ -
Betterburg is mot an extracurricular acftvity, nor is it a "frill"
,in the school's busy day . It ;s,the social context within which academic
learning happens meaningfully To be sure, a part of each day in Mrs.
Frank's room is spent in.the direct instruction of various skills innolved
» ' in writing. But it is writing in use that occupies the foreground of
~Student attention and action. If it is_ likely, in Scribmer and Cole's
words, '"that ‘there are some informal, everyday situations showing one or
another feature of school learning,"9 it can perhaps be hypathesized as
~ well that, to the extent that any classroom constitutes a small community
. or transacts with the wider adult world, there will be features of.
informal learning within it. Betterburg presents such a situation in
rather bold strokes, illustrating the enormous fower of community in the
acquisition of functional written literacy.: v
As children learn to read, write, -and compute in the context of
Betterburg, they are. reinforced in a variety of ways. " As we have seen,
writing in Betterburg is reinforced in the following ways:
., —Letters are written for a purpose, and there is the expectation
‘ and generally the receipt of a reply.
' —-Hany written works are published, either within Betterburg itsgelf
. or in the wider community.
~=All writing is undertaken in the accomplishment of a task, and the “~
tasks may vary in complerity from record-keeping to persuasgion.
Betterburg offers evidence that there are many ways to reinforce
. student effort and, that some of those ways rqward students more richly
because they engender viglyes and enjoyment of .writing 4s well as Sk;iji
- ’ ‘ .. K "r.
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mastery. In Betterburg at the start of the year, very few éhilqren volun-
teer to undertake the writing tasks needed to get the town started. But
within weeks, after the replieé gtart rolling in, most children are eager
to write because they know that {something enjoyable and interesting will
result. ) : ? ‘
Betterburg could not exist without literacy. Every job and -civic |
office recuires both-bookkeeping: of some sorpt and an opportunity to lead.
At some point in the course of life in Betterburg, every student experi-
ences having responsibility for his or her peers. As children "put on"
the sociafnroles of Betterburg, they have the opportunity both to shape
and to be shaped by a social identity No two Betterburg poiice officers
are alike, for ekample, yet each child ;ggiis a police officer assumes..f
sqme aspect of the putative role. For many children, this is a novel
opportunity to experience personal growth and social responsibility in
school. Such'an opportunity to feel ngsonally respgnsible and powerful,
it has beenla;gued, is integrally reieted to the acquisition of liter-

10
acy. -

munity, the already busy teac

Despite the many benefit to be derived from such a classroom com~
r may wonder about its feasibility. How

. ‘much time does it take? Can it be done in other types of schools and .
communitiea’ Is there an essence of Betterburg that can be applied else-

“where without the cardboard buildings? For thdse who wish to try to

develop a classromm community, the answer is simple. Betterburg is
infused into the fabric of the day and year. Although great effort is
required to initiate the town, once it begins, its laws and institutions

. glve it a life of its own. Students shate in the record-keeping'for their

own learning; their written work and tie many letters they receive enrich

"the curriculum—-in effect, they take on much of the responsibility of the

éreation of their educational materials and documentation of their prog- e

ress which-has heretofore‘been exclusively the function of teachers and

publishers, . )
The opportunities for, cirricular integration that Betterﬁurg provides

are appealing as well.in'a scgcol day increasingly taxed to include béth

the beeic,skills and many other subjects. When it.is possible to teach

social "studies, language arts, and mathematics in the same activity,

efficiency is ghieved. And to the extent that we have evidence that

P .
. t
» : .. -
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language 1is learned most effectively #n the service of‘other ehte;;:ises
rather than in isolation, enrichment is possible as well. |

There- are many aspects ‘of life in Betterburg which can be adapted to
.life in other classrooms ‘without the 1iterai\greation of a c1assroom town. L’
It is possible, for example, for students to draft deliberate, and codify .

their own laws. They ma? also have classfoom or schoolwide postal sys-
tems.11 It 1is possible fér students, to publish their written work--in
class bboks read by peers and schoolmates, or more widely in newspapers, s
magazines, and books. Finally, any class can become involved inﬁ£he life
" of its community--whether that community is a small town like Haslett, a
suburb, or an urban-neighnofhood. Such involvement not only provides
experiences in"social action, it forces children to ‘transact in the adult
. world-~the world* that requires and will require of them the basic skills

of literacy.

.
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" 3 - . . . .
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y o II. DEVELOPING READINESS FOR WRITING ’
1“:, 5 It is almost axiomatic now to assert that’if we are to help students

learn how to write well we must focus as much on the process of writing
as on the‘products of that writing. Writing specialists divide this
process into three major stageSh-prewriting, -composing, and revising.
Teachers can provide instruction during each of these stages which will
W - iqgfove the way students write as well as the quality of what they write.
.When such instruction is conducted in -a subject area such ‘as-social -,
studies, instead of in a "content-free" erea[ students can improve their
learning of subject matter, at the same time.
. The prewriting stage of nriting is probably the most impoftant .tage
-. _ .+ of writing for elementary sthool children, as it is for a11 beginfiing
. writers at dHy grade”level or age. For it is at this stage that writers .
' focus on something to write dbout_and invent an idea worth communicating

fo
.

‘ to othersh Without attending to these two crucial tasks, student writing
frequently becomes .an aimless and frdstrating search for gomething to
’ ‘say--and the products of*that writing turn out to be confusing at best or .
meaningless at worst. ' ) s -
- ) ] . For eLementary school teachers, attention to prewriting involves -
essentially two challenges. (D creating a classroom climate supportive
- of student ‘writing and - (2) helping students discover “something worthwhile
to write about. In the articles presented here, experienced elementary
- school® teachers descrihe practical classroon techniques for accomplishing
both of these goals. . .
o< . The first two Jzticles here gtress two important aspects of a class-
. roop environment that’ nurtures- and supports student writing. “VWendy

=

Giordano describes one way to create a classroog atmosphere that encour-

- ages primary-gréde‘students to"write and tq share their writing with

» *
B - . - . * =,
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. oth@rs{ Barbara Meyer suggests some ways to use student writing tg help L
- student develop positive self~ images,/without which they are often '
. !

n% to*@ngage in or brofit from instruction and practice in class-
\ iting. Judicious use of techniques such as’ these can go far
toward.developing the oﬁ%n, positive atmosphere in which student writing
can grow and devefhp at any level. ’ .
Providing repeated opportunities for students to write and to see
others wﬂite also constitutes part of a writing readiness program. Ada
Marie Booper explains how senior citizens can help assure that these goals
can be achieved with primary- .or intermediate- -grade youngsters, while ;
. Mary McFarland describes the use of pictures to achieve these goals.
~ Deciding on something worth writing about is one of the initial and
most difficult challenges facing any writer. Many techniques exist for
' 'helping youngsters meet this challenge The remaining articles explain
how some ot,these techniques can work with priyary-grade chiloren; with
slight adaptation, the§ can also work wjth beginning writers of any age.
Kristin Smyka explains how objects from the past may be used to st1mulate
students to write. Virgin;a Pfotenhauer 1llustrates classroom use of
student brainstorming, and Beverly Chadburn explains a technique for
generating Yocahhlary and ideas in writing. .
Obviously, many other techniques cdn also be used td help students
start writing. But familiarity with and use dg the techniques described ‘

A
, here can provide a core of classroag-tested techniques which teachers can

use_ to prepare-children to write in elementary school social studies.

-~ -
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“ . 4, CREATING A CLASSROOM CLIMATE FOR WRITING )
r ) N -
- By Wendy Giordano , -

-»Mike rushed into the room, his blond Mair flying.
L \; \ "Come on, you guys! We gotta write to the president. Somebody shot
him!" . . -
Within dunutes hike had transformed our typical morning free play .
into a writing group. As others ‘came, tHG;:automatically joined in the

writing.' Some wroteé, while others worked on the pictures that would .

(-"/
. , accompany the writing they would do laten.
. } SN '
A Deat Mr. President. :
*Im sorry for you. my dad knows you do you know my dad. . )
E . he road in a golf cart with you. im started soccer. the. .
. . Pope gave my dad rosary beads my dad gave them to me. I = )
_ hope you feel better. . . . -
Love Tanya : . . '. L .,
Dear Mr. President Reagan. - g ‘ . .
: I hope you feel good. ay family is sad you got shot. a
. truck ranup my leg but my bone was not broken thet was a
miracle the class is very very sad you got shot. God
g Loves me and you every day so he will hi11 you some day.
You forgot to duck.
“From Samantha Grade One .3
Y, ‘1 had been. working with these 21 first-graders since September, and
I had watched their enthusiasm for writing grow with secret pleasure.
They obviously enjoyed writihg. Teachers at some of my inservice preseh-
T tations often asked Kow I“was able to get children to love writing They
- asked if this class was exceptional - )
. ‘ This plass was more unusual than exceptional © The dozen children -
who presented discipIine problems had sent me home after school in
September feeling completely frustratéd Two students were from Vietnam
and were learning English. Another child had qualified for the Learning
Disabilities Resource Program, while one was physically handicappeda‘
2 Nine of the students were' repeating first, grade. Their academic range o N
. ". was vast, from kindergarten reading readiness (one little girl spent the
morning in kindergarten. and the afternoon in first grade)‘to a test grade
- in the superior range for abstract reasoning. Yet perhaps it was this
- . ' 51 . g -
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very mixture of ability and personality that resulted in rich ‘and prolific .
writing! T . T
For the last 12 years I had initiated the';riting program somé{;me '

i:';he fall- after my ffrst—graders had mastered some basic routihei
" However, this year, Ngoc, my tiny, beautiful Vietnamese girl had started
in late September, before I thought we were really ready to begin.

"Do not cry, Steve!" she begged one day.

Steve was moving away so\that he and\his grandmother could have "a ' v
house with a yard with roses and a white fence." pre class did not want ’
Steve to move< His daily antics had endeared him to the others,

"We mrite to you," Ngoc exclaimed as she hugged him, shoving tissues
into his hand. ) ,e’//’f//

After he moved, the children‘faithfully wrote to Steve. When after
two months they had receiveéd no reply, they had a meeting.

""When you write you gotta get an answer or you quit writimg," -,
declared Eric. The decision was unanimous . Eric would write to Steve
and explain why the clas$ would not be writing anymore.

By writing letters, the children developed a sense of audience and
peer-editing. The most important lesson they learned was that a response
is ‘necessary in order to have two:pay communication. And so began the

develOpﬁent of "writing in myeclass‘of’enthusiastic first-graders this ‘ :

- »

past fall. . )
Meaningful student writing doesn't usually spring up unaided.- It

requires nok Bnlynpreparation on my part but readiness on the part of the .

children’ JHowever, what I do to help them get ready to write and then .to

support their writing plays a major role in making writing a natural part .

-

of our classroom , . . ‘

Student writing requires-a-classroom climate of trust, opennesé, and
support. dreating such a climate réquires.time and the cooperation o{
students and teacher alike. Over the years, I have used numerous tech- .
niques *to build® and maintain a climate supportiwe of wxiging

For example, one early November morning we teachers were ihéé)ucted~ .
to have our classes write about the return of. the former hostages. Upon
hearing this request I felt anxious, believing that~the topic of the

hostages in Iran was too advanced for first-graders.' How wrong I was!

" As soon as 1 told them about the request, they became restless to talk as

. -
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they sat crosslegged on the floor in front of me. The hum of their
conversations grew 1oude£‘and louder as they discussed what they knew
about the topic. As always, some wrote while others worked on fllustra—
tions first. Many students vocalized as they worked. Terry would print
a sentence and then put his pencil down, pick up. his paper, and quietly
read his entire work fsom the beginning.-

g -4 fast in my head and I don't want to leave stuff out,'f he
explained ‘to me.

Later that month I held a writing inservice meeting for other
teachers. My pupils attended and participated by reading their hostage
stories. I wanted to involve my class in a session where adults felt

that writing, especially children's writing, was important It was an

" emotion-packed session.

’

Jessica. 1 am happy be Cause the hostages -Are released
and i am Happy be Cause the hostages Are going home Sweet
home

There ‘was hostages in Iran. Theg!:ren't in Iran anymore.
They-are in Germany. The 52 AmerTtans are in good condi-
tion. I am very very happy. The end. Dave

Jeff. The hostages were Prisoners in’ Iran For a year 52!
Then They Went to the airPort Then Up They Go In The Jat~
Zoom Zoom Zoom.f .

% '

Children‘enjoy——and’need-opportunities to share their writing with

" others in an atmosphere of support and appreciation. Parents can help

provide such support, too. During the past year, social studies home-

study units provided opportunities for students to oomplete various writ-
ing assignments “with parent help. I gave my students dozens of sugges-

. tions for art projects, reading, and writing, and Iprequested them to

complete one nment a week. "Gee that was fun--we did something

. togetifer and didn't end up fighting," commented one‘parent after he had
_spent- time working ‘on a project with his child. Parent involvement was

one goal of my writing projects, since many of my students spend hours

watching television or at babysitters' homes.

H

Students Wwere highly motivated by the opportunity to .present their

'completed projects. ' Some child‘hn needed 30 minutes to-explain or read

their work and answer questions. As the children showed or read their
work, I Iéarned teo. To,my -surprise, their enthusiasm and projects
‘ v

s -t -

>
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surpassed my expectations. {One sdch example was.§hannon's "Flying Magchine
- Album."™ ‘ .
. "I wrote this one for yous teacher, and you 're gonna love  it!" He
proudly held up his album and displayed each airplane picture and the
- accompanying descriptive sentence. He turned the album in my direction
‘ ‘.so I could see the special page of one jet refueling another in midair.
"A gas station in the sky," he read, beaming at me.
After all the children had shared one or two of their projects, the
prpjects were put on display, captioned with the children's names. All
of a sudden there was not enough bulletin-board space. Teacher-made or
" commercial visual aids were removed or even covered by student projects
.Older brothers and sisters began to pop in to see their younger siblings
work on display. My students’ loved seeing their first and last names
printed boldly_negt to their productions. Occasionally l would see chil-
dren tracing over their names as they stood next to a display. "I didun't ’
know that I'd be famous," reported Becky as she followed each letter of
her name with hér finger.‘ T o,
) Other exciting things happen with student writing, too. Omne day, 6*”.
Taylor, a shy little blond fellow, brought in a large white plastic bag.
Inside was a huge sheet of heavy white ‘paper. Proudly and secretiwely, )
Taylor sat on the little orange chair in front of his 20 classmates,:who o
¢ were sitting crosslegged on the red rug. o : . h/f .
‘"I have a real treat for' you all today. I wrote a poem!"
Taylor read his poem, obviously enjoying himself. When he was,
finished the children clapped loudly.
’"I 11 bet you guys didn't even know I was 'good at poems'"
The chtldren certainly were’impressed,“and gso was I. Months later,
- while the students were working on a sea-life nnit, in came Taylor with
v ‘another large white bag. \ oL ) o [V

"Taylor's ‘got a poem! Taylor's got a poem! Taylor's got a poem!" ,

R chanted Maura. . : . ~ -
oo Taylor wouldn' t acknowledge her statement He’just smiled as he 1 g
once again took his place in front of the inquisitive group. - :
- \ .

_ "You all remember my other ‘poem about being .in a plane? Well here's
" my hew one. Hy mom helped‘me because she bought thefpaper and.then:she ) b
had to find this baby picture of me. 'I was only 2 years old and I was at
the beach)/ Now, get ready, 'cause .this poem ‘really happened."
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‘(ﬁone that was 'suggested in a,study unit on wild animals.

3 - Lt é§§~ o R S ( . .
O : : ~In the Sand S : . i
Lo L I By Taylor - :
* " When I was two I went to the beach I put‘sand B my

‘shoes.®And in my diaper, too.- The ocean made my cry. I
‘was afraid of it. I thoughe I would die. But would I

{

,spit’ ., '
‘ »

(After reading his ‘poem, Taylor explained that. he had sand in his
mouth ag well, so he needed to spit it out.)

Throughout the year students a;rive at my classroom before 8 a.m.
‘beéause they are anxious to share their stories. One day a parentaarrived
early with her son and asked-if she could type her spn 's story, which had
been recorded on tdpe. Her son, Claude, had made S0 many revisions the
night before that he didn' t get to bed until 10 o clock and was unable to
print the story in final form. I thanked thg”parent for her support and'
showed her where the primary typewriter was rocated. Claude's topic was

+

- £

" '+ . . ThePstrich Race . :
By Claude

-~
r
N
\N/ gﬂr "One day when I was running with an ostrich, my neighbor
Maria gsaid, "Are ydu crazy running with an ostrich? A
That's the fastest bird in the world!" I said, "Of. coursdivi
I am, why do ou think I'm rﬁnning with an ostrich!". Then™

1 went past 's house. Jod said, "Are ydu-crazy jogging
with an ostrich it's 10 past 9 o clock "I gaid; "of
N . course I am." Then I went past Keith's house. He said,

"Are you crazy jogging with an ostrich? You better get
some sleep before ySu go jogging with an ostrich to
schdol." The next day I went t school, jogging with my
ostrich, and Mgs. Giordano said, "You brought a real
.~ ostrich to school!™ 4nd I said, "No that's just my
dad!11" , L s o ,
Claude read; his+ story proudly During "the question period he
'explained how he had kept changing his story until he "liked it better "
At the conclusion of his pregentatien, Claude announced‘ "Eye contact,
;ﬂgase. .(Claude was parroting my directions.) "If you want to tape a

storyyand then have it typed my moméwill type it. Remember,(it's okay to

.keep c"nging you mind to make your story . better ' ot ’
ClauQQ.s mom, although much surprised, did finally consent, to become

& permanent éixture at the typewriter for the next month. And she was *

~kept busy, too" ‘ -

% ) i e % 1 ' .
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As you might guess, writing has’éssumedvan increasinzly inportant .

- role in my classroom over the last dozen years. I once felt that it was

”
(X 4

difficult to fit writing into my schedule, but writing daily is nov a
priority. . ’

The benefits of writing became evident to me as my students' writing
experiences'increased. Writing is individual, Involving every child at

his or her own level. Success%s~in writing have a domino effect, improv-
ing students' self-images as they write and share.‘ ’

Writing also provides an avenue for thesapplication of reading '
skills. After students have had opportunities to write their own stories,
they gain a new respect forootner authors-and their works. Students alse
.need to share what they have-written,‘because it is through thinking,
writing, reading, and listening that academic and personal grpwth take
place. .Furthermore, writing provides each student with a means of prac-
ticing and utilizing language. When,a teacher wants to provide only the
besg learning‘for students, opportunit%ﬁ% to write in a trusting atmos-
phere must be’ part of the daily program

Writing in our classggom has been fun, both for the students and for
me.’é—i have worked hard to keep it that way. I learned long ago that |
student writing aIWays needs }p be supported and 'encouraged by pPsitive
comments .made 1in Qn accepting manner by teacher and students alike.

Publicly displaying student writing, taTking aboub it, and presenting it

to peers and parents provide. opportunities for such positive reinforce-

ment. This reinforcement .serves as the key to the kind of classroom
climate’ in which young children's writing can grow agﬁ flourish best.
Creating such a ¢limate is "the -first task--and maiﬁtaining tnat.slimate

is a continuing challenge--for any teacher of‘beginning'writers. .
. s

S
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\ 5. WRITING TO DEVELOP SELF-CONCEPT _ .

By Barbara Brody Meyer ’ .

s . % - ’ . .

When teaching helps children/streagthen their own views of self fad’

. develop good interpersonal skillZ;\it can be an exciting challenge and a

\ rewarding experience Although I did not always consider these objec- ‘
" tives to be part of ﬁ; social studies curriculum I now realize that
developing a strong feeling of self is a first step "in learning how to

participﬁte in groups, which'is in itself a_gpecial ‘goal of social studies
L teaching. The ability to communicate, thé{ibility to work with others,

., and the ability to cooperate to solve problems:aré. basic skills in a
democracy. Onlj when studen%s‘areiinyolved in learning' activities which’
take place in a positive classroom climatq can the_;eal learning of social
' studies occur.
( Writing can play a crucial role in achieving this goal. 'If students
write gbout themselves,; they have the opportunity to discover their
strengths and weaknesses, thus developing more accepting views of them—
selves and others. The writing ideas described here allow for self-
discovery and emphasize the value of each individual child. When we carry
out these ideas in class, students are noa studying "about" social
‘studies, they are involved in_positive social interaction which produces’
more-meaningful and longer-lasting learming.

Elementary-grade students can engage in a wide variety of writing
activities that develop positive self-concept. However, I'Qave found two
guch activities especially useful: writing about a "epecial person of ’
the week! and writing an autobiography. These activities can begin at .

“~~.any point during a school year and may be used over a large span of time,
but'?hey should not occur in isolation. When such activities are linKed
together and presented in a continuous manner, each activity is strength- o
ened by the one .that prece&es it as well® as by the one that follows.
’ The teacher 8 role is that of enabler and model The teacher sets

i the stage by developing a classroom atmosphere that allows students to F. o

feel safe, to explore themselves, to open up and share with each other.

The teacher shows, by example, ways to bgost self~confidence. and the
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students copy this behavior in their owtd interactions; If the teacher"
stresses the vallle of each individual in a natural environment of caring,
thesé lessons will not be gimmicks-—and they will be(successful
Selecting different students as special persons of ‘the week" offers
a fine opportgnity not only to write but for students to Qe supportive of
.and to receive the support of their classmates. Each.Friday we select a
. different child by randomly pulling an attendance card from a stack.
- This child bécdmes the "special person" fox the following week. The week-
end break allows time for the child4to gather up items at home for the
R big week coming up. For the individual child and the entire group, this
* begins a rewarding set of learning activities.

First, the. "special person" is givéﬁ/a bu11etin ‘board or area of the
chalkboard on which to display photos, baby books, and other" items that
he or she wishes to share. In addition to those items brought to school -

a from home, we display an instant photograph of the honoree, taken at

~s5hool by the teachqr. This important picture is mounted -on colorful °

paper along with a piece of writingrpapet. Here the child writes infor-

mation about. himself or herself. . L

] We undertake tgoawriting activities each week. One is a:.class-

- dictated story that the teaoher records on.a large piece of paper, Stu~
dents make up and share sentences about the special person. The state-
ments must be positive in ‘order to contribute to positive sélf-esteen.

As they are voiced, the teacher recorfls them foruall to see. Many writ-
ing skills cam be exercised.in tiis group lesson as the children see their
oral language take written form. The story is displayed for all to see
during the week, But it goes home with the "Special person.' Many parents
- have remarked about the importance these stories have3when they arrive

' home . They are taped on bedroom dodrs and often are displayed for monthsi
" These stories evidence the group 's acceptance and appreciation of the
individual - :

Another writingdactivity is also carried‘out during the week. Stu-
dents compile a book of stories, pgems, puzzles, and i11ustrations about
the special person The students share their contributions and then
collect them into a booklet. " On Friday the "special person" takesvﬁ

booklet home to keep. ‘ '536?

*

1
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In addition to these writing activities, otHer things can be dome to
help children develop more’ positive i?f§?5 of themselves, For example,
once ‘each month I edt lunch with the speciai persons' from the most
" recent weeks., We-carry our iunch trays and baggéd Tanches back to our

quiet classroom for'a more personalized lunch period. Elementary school

children enjoy this sgecial attention, and the teacher can have somé *
high-quality time with & féw children. We ‘all know how hard it is to find
that time during the busy school day! ~— ’

Special-person badges, hats and honors can also be used to give
‘attention to the child as the student travels throughout the school build-
iﬁg._ Sharing time on.Friday pfovideg time for the honored child to
demonstrate a épecial talent, skill, or interest. - |

. All of these activities help me a@complish important sociél studies
goals. Each o{}my classes enjoys the experience, and a "special feeling"
develops as the year progresses. All children, regardless of intelli~ *
gence, personality, or popularity, have the spotlight for a week, and in
the process they develop increasingly §god feelings about themselves. .
Writing autobiographical accounts can alsae contribute to the devel- - ’

opment of positive student self-concepts.

- o

My favorite hobby is reading. What is yours? I like .
plano lessons. My favorite food is french fries. . . . a
Oné day I had a baby brother that was just born. I was !
jealous. I went upstairs and closed my door and cried.

When my brother is 17 I am going to beat‘hih up and put
peanut buttér on him and a hole gallor of milk on hig and
my cat is going to tell on me like he aLway§ does.

These excerpts from two second-grade student autobiographies derive
their delightful honesty from shared emotions and humor. This type of
-writing happens when the children are given some direction.

First, Y show the class how to create individual "me<mobiles." These
mobiles ére coﬁstructed from metal hangers, yarn, construction paper,
white paper plates, and crayons. The students trace their ows hands and
cut out the letters ‘of their names from the construction paper; the paper
.plates become their faces on ihe mobiles, and all are hurig from the
hange;s with yarn. ' ' o N

Once fhis art.project 1is well under.yay; we gtart our autobiogra-

phies. Half of the group retires to a privateflorner of the classroom to
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talk with the teacher ahout themselves, while .the other students work on
their V'me-mobiles." Dividing the class into two.smaller groups provides
more opportunities‘for involving students in discussion. This serves as
our prewriting activity. When the students eentually return to their
desks to write, they have taike& through some key ideas and have had &
\‘:;=;, chance to ask questions. The small-group discussion also serves to moti-.’
vate and build enthusiasm for writing abdutaself.
Our discussions are always lively. We discuss such things as the "«
students' hobbies, intereats, pets, sports, vacations, and families. ‘
. Invariably, sibling rivalry comes up, since young children are partic- Y
ularly interested ir discussing this all- important part of their lives.
So that their autobiographies do not become dull'reEitations of

+ facts, dates, and vital statistics, I introduce another element into the

discussion: I share a humorous and txue story g;om my own childhodd.

This helps build intimacy as I become someone "real" with a past that is
_ rich in eiperience. By sharing myself I can reach out ‘i"develop trust
. with the students. This helps the new writers feel safe to be open and -
fre§§in their own writing. My oral storytelling also gives the students
a style to mddel when they write. No wonder the children leave the small
group eager to write and tell the teacher about their feelings and
experiences. - ' .
« After child;en in the discussion group return to their deskS'tog
write, the remaining half of the class goes through the same process.

After all writing is completed, students who wish to do so’share their

.
7

autobiographies. .
" My students seem to enjoy hearing their writings read aloud, and

everyone gets to know each other, a little better. The\"me-mobiles"\add
an -illustrative dimension to the experience. The entire activity; .
including the writing and artwork, can be completed in one or two class
periods. : y _

In adcition to these major_ writing projects, writing can be used in
other ways to foster the {evelopnent ofhpositive self-concepts in stu-
dents. I have found the following four aqtivities to be uaefdl:

~-Books about self: Throughout the year each student writes stories

-

about different phases of his or  her 1ife. At the end of the year, these

ate collected in a folder or booklet so that each child has his or her
.

own book about self.




-AMeésuring: Using ruters, yardsticks and tape megsures, the stu-
dents measure various dimensions of their bodies--for exampln: circum-
ference of head and-length of arms and legs. , Thesé data can,be charted,” -
graphed, and written about from a variety of poiﬁts of view.« .

--Journal writing: A daily’ period of time is set aside for free
writing in personal jo&’nals. Although their eontents , are private,
journals may. include experiences that can be more fully developed later
for a larger audience. This is one me thod thnt professional writers uée.

. which can be initiated by new writers. Writing for oneself is as satis=-
fying as playing the piano for oneself, and introspeézive writing may be
one of the students' more meaningful-uses of writing throughout their

lifetimes. :
-

f --Author badges: Badges can be used to encourage student writers.

.

Naming student authors and praising their efforts serves to make the
learning situation less intimidating. Teacher-made or student-made badges

or tokens can be pinned to the students' clothes or stapled to their

. stori&&. These can be ‘seen by others during the ¢hild's day, and the ™ .,
t
oo x> positive comments will be repeated.
. Writing can be a very important tool of elementary school social

studies ieqéhing, especially when 4t focuses on student self-concept.

The study of self gives studénts the opportunity to look at themselves

and* like what they see, an.ability that is fundamental to healthy persdn-

ality development. Writing can be used to probe, to record, and to com- -

municate what we observe about ourselves. In fact, self-concept and.

writing are linked in several ways. ' . ‘

Writing not only expresses one's self, it is enhanced by one's con-

cept of omneself. To write about any subject is to expose ourselves for
qthers to see-—gur thoughts; our feelings, our knowledge, and gur skills,

" to whatever degree'tﬁéy may be developed. It takes courage to do this.
Having positive feelings about themselves encourages writers to be willing
_to share t emselves with others through writing. Writing about them-
selves helps students develop this willingness. . o

‘. ' y ementary achool social studigs cag_and should include time to

. « . focus on the individual. Doing so teaches.appreciation for ail members .

of the group. ' Self-concept writing clusters all these” valued and objec—:

tives tbgether in a é%;ong coalition of purpose. -




-q0ne£sh6u1d undertake such Flassroom ectivities vith considerable
. care and caution, however. Not all students feel free to share thoughts .
about themsel;esiwirh others,. and no one “should ever be required to do .
so:? Creating a classroom ¢limate of trust, respect, and openness‘ takes
time. Whife writing, especially about one's self, can bhild such a - .
climate, it alsofrequtres the existence of a. supportive climate" The two_
develop hand” in hand. . - < : ' : ‘
Furtﬂermore,,srudehts need to focus.on~iﬁe posirive in writing ego;ﬂ§ )
themselves. Théy need to write- about their 1likes, their hopes, the
things they like to do or ’reﬁer,'the attributes in themselves or others
which they admire. "Me-mobgles,' autobiographies,.sentences, and stories
about '"special persons"” should be positive statements if students are to 1
feel free to explore themselves openly with thHeir classmates.
of course, primary—grade teachers may appear to have more time than
other teachers to devote 'to self-concept writing. However, I have found .
that time devoted to such activities at any grade level is time well
spent. The benefits are far-reaching, and:they tend-to humanize the
‘classroom community. Using writing to’accomplish basic social develop- ¢

.ment can be an important aspect of elementary school social studies 4

teaching and learning. ' N
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. a6~ INTERVIEWING' TO INITIATE WRITING
% ‘ ~ .
, By Ada Marie Hooper .
-~ T * » . .

' i "Do you see other people in your family write?" I read aloud from s

the attitude surve& The fivé;year-old beamed as he replied:~ *Oh, yes. . ;

I:sée-my mom write checks all the time." _ ) J

. ) After,a survey - of 63 kindergarten children, designed to measure
their attitudes about composition, yielded only a few positive responses
to the que3tion about seeing growmups write, I had almost- decided that .
writing by people other than students was nonexistent. . Seldom did chil-

. dgeﬁ‘in my.class observe letter writini; journal writing, or any other
kind, of writing in their own homes. No wonder thcy“didn't thidk. much ;f
writing when we mentiened or tried it in cisss!_& T . -

Soon, I thought, tnis will change. We would have an opportunity for
- ' writing with a real purpose. The Grahn Celebration was, coming!
The "Gran Celebration,"'a tradition in thc Wichita, Public Schools,

. is a means of recognizing and honoring the senior citizens of the com~
munity During this week—long event, grandpatents and senior citizens
visit classrooms throughout the school system to participate with the
childten in such activities as student-prepared luncheons, sharing of

* 4 crafts and hobbies, and storytelling. The celebration had its beginning

when-a Wichita tescher‘ Connie DPietz, could not let thg resources of a
hdme for the elderly; located adjacent to her school, go untapped. She
and her students "adopted" granoparents at the home. The experience was
so worthwhile that thé‘celebration idéa~was born. The continuing involve-
ment of these individuals in our sc ,gls is a major benefit of the.cele-
bration. For my students, ‘this evént ptbvides an unparallel opportumity

-

- “to develop student readiness for writing

}

Our Gran Celebration writing project consists essentially of two
parts: information gathering and writing. .
Gatherimg information aboﬁt grandParents and older citizens of the
community serves as our prewriting activity. The method we use to.gatifk
‘this information 1s the intepview. Because many children in the partic-

ular area whgre I teach come from mobile families, the chance ?f a class-

-
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room visit from their grandparents may be remq}e, SO ye nad‘to discover a—\

way to bring- them inte the classroom vicariously. To capture some of tne ‘

fun of learning about the "gran"gcitizens of our own families, as well as

to gain an appreciation Epr these people, we devised a simple interview 1

form that asks for such information as place of girth where thé?grand—

parents had attended school and what it was like, early experiences in

their lives, and what the grandparents considered to be the most impor-
" tant changes in the world during their lifétimes. - B
) The first-interviéws conducted by.my kindergarten classes five years
ago met with amazing success. Every childAbrought some information from ,
home. Many brought photos to accompany the completed interview sheets.
Each year since then, working as a group:/we formulate the questions for
the interviews as we discuss that we would like to know that our grandg
parents could tell -usi#” The only guideline is that ‘the questions must not
be the kind that can be answered with a "yes'" or "no."
tunity to help children . diseovexkigﬁg;mation about their own heritage as

well. as to observe writing being used as a vital tool of communication

Fd - i

Here 1s an oppor-

e
e

between home and school.

I

e class prepares the interview questions a week beforé' the Gran
Celebration begins. The day after the interview forms are sent home, -
chi;dren begin bringing the completed ones back to school. The results
are immediately shared by reading them to the class and then summarized.
Each, student helps the teacher select the most interesting or vital parts L ]

PA. . of his or her interview, and thegg‘are typed on a primary typewriter. 7

t . The sunmaries are then displayed on the celebration bulletin board.
border of coIbred balloons and curling paper streamers surrounds a.dis- s
play of photos and descriptions of vyery special people. By the end of, o
the wéek, the contents of the bulletin board have .overflowed onto the
walls surrounding it, and almost every child has a bit of heritage dis-
played. % . . .

Some interviews are completed by the ‘grandparénts ghemselves A
note sent with the interview form asks that, if possible, the respondent
read the questions and reply orally, then™write out the responses on the
form. Sometimes it is necessary for parents to complete the interview
fOEE’ drawing on their own memories of .their parents who may be either

deceased. or living some distance away. Somer parents have helped arrange .

<

I
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; . . \ ' . , "
interviews via 1ong-distance te1ephoner~ironically, since the telephone
is) one of the technological inventions that have decreased our need to
communicate through writing. , At the insistence of their children, otHer
; . parents have made special trips to neighboring towns to track down the
sought-after knowledgeé. . ’ i
. " Obviously, kindergarten children must rely to a large extent on the
literate abilities of .ghers to help them complete this project. The
possibility that some children will‘hot~h_~he1ped with their interviews
diminishes as parents or older siblings notice the bulletin board and
read with interest the, results of our interviews. Parents, just as chil-
dren do, lihe to see their efforts displayed. If a child's familyiisn't .
represented on the board, other family members are motivated to help -

4

Other teachers successfully use the interview technique with ofder'

complete the interview.

classes, letting students devise their ovh §uestions'and*record[the
responses themselves. In soge cases the interviews are not limited to
family members but are open to any older persons in the neighborhood.
Sharing the findings is as important as conducting the interviews Stu-
dents have made books about "gran" citizens for use in the school library,
-created displays showing .the various occupations of older citizens over

.4  the past century, and labeled maps with placés of birth, showing the rich

: . .and diverse makeup of the local communi ty. . 3

) Many stydents involved in this activity bring real objects to school
to show examples off special talents or interests of older citizens
Treasured relics from the past frequently appear. One -year my students
”.: T brought in so many items that the entire- school was invited to come to \\\ -
Qur classroom to view the collection and hear the students tell about the ,
objects The items included a cylipder-type phonograph, metal containers
) . for such things as talcum powder and cur’rall ointment, kitchen gadgets
1, that ware popular decades ago, wearing apparel, writing instruments (few

i children had ever seen a fountain pen), old books, and-—perhaps the most
. unusual item--a glass eye that had belonged to a great—grandparent Each
* ) . object had a hisQ

" Learning about our older citizens and paying sincere attention to a

LY +

ry to be told and recorded

sometimes-neglected segment of society has created,closer»relationships

in families and the school communities. Sendor citizens, finding a warm

-~

ERIC . . : s9” 65

**




T
e L

’ 4 P . o
*

welcome in classrooms, have begun volunteering thefr services in schools.
Teachers, viewing these volunteers as a rich resource, are delighted with

“their talents and their dependability.

.

. .Aside from these important outcomes, perhaps the major value of
incorporating Gran Celebration activities into the crowdEd curriculum is
the opportunity for writing to take’place'fdr a real purpose. My kinder-
garten students are the bearers of important written messages as they
carry home the interview forms. They observe parents and grandparents
writing as they complete the interviews These, children develop a real
understanding of the power of -written symbols as they discover ‘that
interesting information can be’ preserved to be understood and repeated by

someone 1in anothef‘place and’ time. . ' - .

Summarizing--drawing frod information those-points deemed. most
. important by the student--is a new concept for most five-year-olds.
ﬂecause the summaries are transcribed from the students own words, the
information displayed on our classroom bulletin board now “belongs to"
the students. ( . - -

Weeks after the celebration, little stories often emerge in our
"writing center" about favorite experiences that students have enjoyed
'Vith their grandparents or tales-.related to the childre: about.’'grand- ’
parents ‘or older citizens. Though these "stories' may look like a mass
of squiggles, letter forms, and unknown symbols to the literate world,
they are the beginning attempts of writers experimenting with written
communication My students now know that what is tPought can be spoken
and that what is spoken can be written. The only need for a five-year-“ .
old at this point is to have 7 willing adult nearby to hear- Yhe story as:
it i3 being "read" and transcribe it into conventional symbols that the
rest of the world can understand. ] )

For older studenzs who have glready learned to understand and use‘
conventionalit¥es to;convey messages, the possibilities for writing are
really sparked by the Gran Célebration. Again, the importance of writing
for a real purpose is emphasized as y;unésters create stories, both real
and fantastic, which they share with real audiences'eithef;in\tHEir own

classrooms. via the library (where library pockets and checkout cards are

‘pasted intb carefully made student books), or posted attractively on a
“"~bhall bulletin board.
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» ’ **  The memorabilia coldected also spark stories. . For example, "Grand-
Y . ma's Washboard," written ‘in the.first person, describes the weekly task

of rubbing the: farm clothes against the metal ridges Qf the washboard and
the smell®of 1lye soapiproduced by Grandma herself. Such writings may
draw, on imagination as well as on reseé/ch' .in order to make their stories
authentic, studewts search the library for descriptions, directions for
use, and oiher vital information about old artifacts

T ’ . Seript writing finds its way\into the classrooms as dialogue for
ﬁhppets is set to paper . Letter. ériting, script writing, story writing,
bodk writing—-all the work of students, all with a purpose and audience-
can be spurred by a sipple' interview. ‘focused on a different generation
and a different world than now exists.

During the final month of school, whén I again administer the survey
of attitudes asSociated with composition, I get positive responses from
, dy students Not only have they seen grownups write things other than
checks, they ‘have played an important role in a writing projegt. They
have seer adults writing as they filled out the interview forms and as
their teacher transcribed oral ideas and reports. They have seen written
products produced: by other studehts of their school, and they have bor-
rowed, precious student-made bookd from the library. They have listened
to the writing of other students.as our entire class stops in the hall to
hear the bulletin-board stories read aloud My students have attempted
' stories of their own with the power and conv1ction that five-year-olds
-, can bring to the tasg of writing. With pencils in hand, students "talk"

their stories as theqpencils make hieroglypics dec}pherable only to the
. ) A

] -

authors.
By "getting ingo" writing in this way, these children may realize ™
that they are on the verge of a great personal®discovery--that very soon

the pencils they hold will make meaningful marks that others can under—

. » gtand. » , ) . . - "..
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7. DEVELOPING WRITING READINESS IN YOUNG CHILDREN

.
- " hd

- By Mary MeFarland

+ g N '
L B

Rindergarten and first—grade teachers the world ove; affirm that
their young students are (1) curious and eager to learm, . (2) fascinated
by pictu;es--especiallgfiarge, brightly colored pictures--and 3) pleased
when they recoggize that they are beginning to do what older learmers do
(learn new wdlkds, ' read n "write," think and talk about the real world).*
Primary-grade teachers can capitalize oncthese‘special and delightful
characteristics in the process of-deveIopinglwriting readinegs in their
young students as the§ deal With social studies subjects« Such teaching

can be built around a social studies studf-print or other large- picture

~.related to social studies. The children _can study and discuss the'print,

making observations and recognizing new words associated with redlity.
They can then see their own- thoughts in written form as they dictate a
story based on the picture which the teacher can print on’the board.
Follow-up activities can provide additional oral language experience and

vocabulary development linked ta social studies. Such an approach goes

far toward. provididg "direct and specific instruction" for young children ,

which promotes the basics of thinking, reading, and wr1ting in the content
area of social studies.l ) . T e
A lesson %Such as the one described in this chapter essentially -'
involves four phases (1) prewriting (discussién of the picture),
(2) oral storytelling (children dictate as teacher records story on the
board)., (3)7sethork (done by children after story is 'written), .and .
(4) in-school and home (optiomal) followup. The rcmainder of this chap~

ter presents step-by-step instruqgrions for. condugting the lesson, along

- with brief suggestions for preparation and followup.

E *

¢ ' .
The sample actdvities included in this article are from a Title IV-B
project, Discussion and Story Writing in Primary Social Studies, imple-
mented by kindergarten and first-grade teachers in the ParkWay School
District, St Louis County, Missouri. .

3
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_ Selecting & Pictre - . s/ ; . R
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s B The firsgjlask for the teacher is selecting an appropriate picture.
e Seve?91 qpmmercially published sets of social st study prints are
.- available, or any picture can be used 1f it 'is la enough to be seen by

all®s th6 children, if it has sufﬁicient detail o elicit many different
comments from the children, and if it is reality—based in content, so as
! ko drah out the special reality—based vocabulary associated with social

studies and expository or factual writing. Colorful pictures inAsocial

stiies texts may be used if they meet these criteria and aré related to

. ~
>

the students' experience. . .U

Ld LY

Y
a Lesson Plan

. .
hd -
R N ; - .

., . The lesson plan should be built'ar;und specific\quésijons designed
1 to, stimulate student comprehension and idea-making. Many questioning
. strategies exist for helping youngsters make _sense of pictures and for ’
° ‘ helping them inveE% meaningful ideas about what they see, ‘One‘such set
* of quagtions.ds built around three levels. , - %é
3 Eactual[literal~-W§at can be segn in the picture" S ,

1ot

2, Comprehension/interpré!ation——What is happening in the" picture7
- 3. Evaluation/application—JWhat are the relatio ships between  this .
pﬁcture and other things you have experienced7 What lo ydu think or feel

-

about.what is shown in th® picture?

- . .. . -
l/ ~ " Specific questions developg-at these three els are included dn
' the sample lessodi plan tHat follows. These quesfiions should be used

merely as a guide; they need not necessarily be 'asked in the order
originally devised, nor’do all of them need to be askéd. Many additiona

-

questions will undoubtedly come tdb mind in response to ideas volunte

-

--by the children as tHe lesson progressese . ' - .-

Conducting the LesSon *

-

Step 'l: Prewtriting." Display the picture (of'a Japanese family eat-

! ing a meak&uand explain,.'We are going to talk about living in Japan.!
Read thgafollowing ‘text to the class. \

(’ This family lives in the biggest city in the world.
e, .The city is Tokyo,, in thé beautiful country of Japan.

' . . Mr. Okamatsu works for ‘a busy newspaper in the ‘¢ity.
- ) ! He takes many of the pictures that are printed in the y
S




<

v,
* e ) i . ‘ B 'Q ' a"‘ ‘ N -~
X . ) newspapar. When Mr. Okamatsu comes home at night, the , v.
- whole family Bows politely to, welcome him. Then he L~

changes-from his suit into a loéose robe called a kimono.
Mrs. Okamatsu helps him put on hjs kimond, and the chil_
- "dren bring him his slippers .

¢ N Mrs. atsu made a good dinner of fish vegetables, .
. . .rice, and tea. The Okamatsus have rice at every meal, ’
) &  1like most families in Japan. Mimi helped her mother cook
. ’ the food” and 'set the table.. - ‘ .

- - * Now Mother and Father, Grandmother and the children

- are sitting on cushions ar low.table, eating their N
. good dinner. Japanese families do not use knives and . .
‘s forks.  They {ike to eat *with chopsticks. ., R - , -
. N The floor'of the Okamatsu house is covered with soft,
. . springy straw mats, called tatami. Mother is proud of
- ) _her. clean mats. She brushes them until every speck of
o dust is gone. ' .
’! ' vSK§ The walls of the rooms are made of paper They slide -
) operr and shdt The children can easily take them down to
T make one big room. They can slide open part of the wall .
- ' to pake a door. Everyone has to move carefully in a
Japanese house,.or he might tear holes in the papere«
walls * - ) ‘ -
. < e W ' - N
Lead the discussion by asking children questions at three levels,of
difficuley. . ' ' .
) 3 - - Level 1: Literal/factuat- e\ oy LA .
ey e ’ . J
Y ! -~How maqx'pgople are there? 7
) \\\\\ . .--How many adults are there? g
o --How many children are there?,
. B -{What ate they eating? ,
—~-What are they sitting on? . oy
> Level 2 Comprehengion/interpretation -
v S -What is happening in" the picture?
. ——-What do you notice about thé c:lothes‘7
' --What do yOu'notice about the, way they dre eating? }/H~,
i . --What me&l do you think this is? Why?
B --Who do you think the people\at the table are? -
- n , . ) . A .
i‘ . 3{ L]
¥ W . <+
. - L .
i *Reprinted by permission from Families Around the World Living In
. apan, teacher's manual, by Patricia Stoddard. Copyright 1966 by Silver
; Burdett Company. . - //
Q _ . e ]
. , - - T .
. 4 . ’ * « -
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- Level 3: Evaldation/application’

t

--How are their cups different from ours? . ' -
--What do they sit on? (Pillows.on the floor.) thatidges this mean

about the table? (It would have to be low. ) v

--How, would you feel sitting on the floor’ R -
~=How 1s this family (different from/like) American fam@lies’

Step 2: Writing,(telling) the story. Ask the, children to suggest i!r~

title for the story. Encourage them to select a broad title. The follot

ing comments may help the stuaents develop their story. ‘CL

Beg‘nning of story: :
-—How do_you want to-get started? £ ‘

—-Wha’t do you want to ‘talk about ysf’

Main part of~story. ‘ \ .

. —-What else do you see in the picture? , -
--What might be in‘ that scene.that does not show in the picture?
-~What kind of person is'(eedh family mefber)? What is that person -

like? . ' v
-=What would (he/she) do or.7ay if (preSent some hypothetical situa-
s " tions)? ,
End of story. ’ ) . .’
--What do you want to say to finish this? ' .
-——How does the story end? .
As the students develop their ideas, record as many de{ails as pos-
sible on the chalkboard. When they decide that they have finiﬂﬁed, read ~

the "story" back to.them, making sure that you have noted all the impor-

tant pcints. (As soon as possible after class, type a more-polished '

draft.of‘the story, fleshing it out with any.details‘that you didn't heVe‘g

time to record. Use a pri‘ﬁxary typewrit and then make eoﬁies for all

the stddents, to be passed out th'e following day ) . &~ N
Step 3: Seatwork. Point to.some of the key words in the story anq

ask each ‘child to pick one word and make a picture about it. (Some key
words might be chopsticks, tatami, kimono,'cit} ) As the children finish
their pictures, call them_up to your desk one at a time and ask each

child to make up a title for his or her picture and make up one sentence
that tells about the picture. .ﬂging a primary typewriter, type the title
and the sentence as ?%e child watches.¢ Then ask the'chiid to read'alpudl

.
.




the title and the sentence. (Depending oa their reading abilities, some

children may need to rel§ on their memories.) This step is important,

because it helps young children learn that their thoughts can be written

.down on paper in words that can be read by other people.

. ¢
Step 4: Followup. Pass out copies of the typed story and ask the

class to "read" it aloud together. Then let iQ&ZVidual children éake

turns ''reading" their sentences and telling.about their pictures.

Encourage the children to take home their piétures and stories and "read"

~
them with their parents.

Evaluating the Progress of the Class N
) . .
gjﬁ/order to determine whether students are making progress in devel-

oping“coherent stories and in using language that corresponds to speéific

pictorial examples of experience, teachers should periodically evaluate

the picture-story lessons they conduct. This can be éccomplishedi%y

videotaping and then reviewing a lesson, by having a colleague observe

the lesson as it progresses; or by refléqﬁ}ng on what happened in the

lesson when time {s available to do so. Regardless of whiph approach is
used, certain criteria need.to be cogsidered. (\dié
The matrix in Figure 3 offers useful guidelines for uvating the

quality of student discussion and stories generated by lessons based on

the mod®l descgibed above. Keep in mind, however, that an achievement
h Ey

level of only 3 ar 4 may be_a reasonab le expectation for young children,
%

since the purpose of the activity is to provide opportunities for chil-

dren .to begin to practice discussion and to follow the logical develop-

~ment of a story in a pressure—fre%§ risk-free environment. The evalua-

" tive criteria merely set forth for the‘teacger some reasonable and pos-

.

sible outcmes. N .

Teachers who use this appr;!’; to introduce writing in primary-grade

social studies find that their students grow, in the abilities to discuss

{eality—based topics and to dictate stories about these topics which are

characterized by increasingly greater coherence. (Such lessons represent "

deliberate instruction designed to provide foundations of exﬁository

writing in elymentary’ social studies.fl - ‘

»
. ]




"Reads' stoty aloud when complete’

Figure 3
CLASS EVALUATION CRITERIA R

Criteria for ﬁvaluating Class Discussions:
L7

all children all the time .
most (3/4) children most (3/4) of the time o

many (1/2) children much (1/2) of the: time -

some .(1/4) children some (1/4) of the time .

few or no children seldom or hever. ‘ . /)

1
2
3
4
5

- v x

Criteria Performance Levels

Com¢ributes ideas during lesson . d
z _——mm5 ~
*grasps main ideas : .
*gtays on topic

Uses simple sShtences and apprOpriate English
*uses "reality” vocabulary .
*uses "social studies" vocabulary

Listens attentively -
*rezcts to ideas expressed
*apegars to comprehend

EY
Average .

Criteria for Evaluating Stories

»
’ . -

= outstanding (true for entir? story)

above average (true for 3/& of story) o
adequate (true for 1/2 of story) ‘ i
below average (true for 1/4 of story) ~ CT
poor (true for very little or none of story)

.
¢

Criteria - Performance Levels

N
Relevang@/coherence ' .
*id are related to topic . *

~ #ideas are related to one another

'ization ’ '
*story has topic (main idea) sentence .
. *gtory has detailed sentences .

' a
*®gtory has concluding sentence [

=

}Development “ L.

*gentences dascribe reality -,
.*concepts are related to social studies °
¢ gevocabulary, is related to, soclal studies

v

N Average

68 73 _ ) .
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. . 1. Barry K. Beyer, Back-to-Basics in Social Studies (Boulder, &
. . Colg.: Social Science Education Consortium, 1977) . - )
' f : » . ‘ ’ ,Q
- . «‘ ‘?\9 ¢
»
N ' L L~
< ’ ’
N . &

1
[ ] e
“
-
- ’ ’
- . .
* . *
"
- . LY
- a
L]
.
-
v -
N - @
- *
-
J
N
-
.
.
-
'
'
"
. - .
. .
. »
.
- X

~J

\‘1‘ . 69 . 1y
ERIC . . - -

.
. .
v 4 . .
Aruitoxt provided by Eic: .




-

« . ’

8. EXPLORING THE PAST: WRITING ABOUT REAL STUFF

) By Kristin Smyka ' .
) . . - . .
Y, . -
, Our ‘first-grade class journeyed into the past one day when I trans-
formed the classtoom into an old "attic." I arrived at school in old-

fashioned garb that I had accumulated from auctions, rummage sales, and

the closets of indulgent friends. §tudent enthusiasm was noticeably high,

and I was greeted with a barrage of morning quips ("Hey, geacher: it's

not Halloween today") while variations of '"Ms. Smyka, you look pretty"

Spa .
filled the classroom as the children tugged at -and unabashedly examined
. ~

my c¢lothing. o ) ' .

I wanted to involve my class in writing that would iht;igue them

while simultaneously promoting other skills. Young children comonly use

the past tense in their “writing, so a historical context seemed a natural

choice for this lesson. To accomplish my writing goals, I knew that I

would have to develop a series of activities that integrated all the

senses and included a variety of prewriting experisnces. I would nedd to -

prepare concrete examples. These conditions would provide a useful con- -

text for the writing we would do. Q. o

ﬁy six-year-olds clustered around me as we gathered to begin our

day. First I explained that we were going to think about a long_ time

ago. We wbuld do things to help us see, feel, hear, smell, and talk about
a differeat way of living._ ’

I asked each child to find a quiet, private place in the classroom.

§Lme children curled up under tables; others stretched in more-obscure

corners, clutching pillows or with-cherished toys in tow. I turned the

lights off and we listened to a Zecorded vexsion of the song "Today;

*
Yesterday, Tomorrow." I played the song twice so that children could . -

listen to the lyrics.. . )

LY

. = - -
” * From the ,album Imagination andjgé\fiustom Records Productiof, St.,

Louis, Missquri).
a L

v
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Wevpégrouped on our carbet and discussed the notion of-time. J.C.
co@hented that "there's different kinds of time" and that 'some are
gone." .John observed that he hadn't always had his Tigey and Tigey, Jr.,
but that he would "keep them for lots of tomorrows."

We also briefly role-played some situations in order to help clgrify

simpl& time distinctions. Julie dramatized her play activities of

- "yesterday," as a two-year-old- toddler, and today, as a first-grade stu- -
. dent. We talked about how 'yesterday" can mean more than %the day :
‘before." We d{stinguished between the past and current events, Tecog- .

nized a$d.'"now" or "today." Kirsten thought that '"we change: when time
- . goes by." John ﬂasn;t sure whefﬁer Tigey and Tigey, Jr. would change,
“ bp: he dfd acknOWledge that his beloved stuffed animals were "starting to
go -old." ' -

I had moved out most o% our clasgroom chairs and tables the evening .
before. I hﬁng crepe paper and explained that it repreéented cobwebs. I
carried in an old chair, a fan, a box of books, and an antique trunk
stuffed with old-fashioned paraphefnalia. This was the "attic' we were
about to explore. hd ! . . .

After the children paired up with partners, eagh team came to the‘ﬂ L)
trunk and selected an item while other, children walked th;Bugh the, cob~ )
webs and examined the other attic f;rnishings When alltfhe teaméLhad
objects from the trunk, they quﬁx\? few minutes sharing their ideas

abou® how they might have been used.

P .

We reconvened as a large group and‘talyed about how the children had
felt when they looked into the trunk or reached in to take an article. I
asked questions about gmell, sight, touch, and sound. Soon we had a list
_of collectively descripglve words, which I recorded on a large sheet of

paper visible to everyone. The words ranged from ''squirmy, tingly,"”

énd "breath-holding" to "icky;" "yucky," and "aargh." I'hointed out that®
some words described peopie's feelings, while: others i&en:ifie§ smell,
touch, or appearance. Deanne reported that her grandmotﬁér had a trdnk
filled with "old stuff she loves and keeps." Connie said that her mom

-

h"doesn't_want old junk-" . t L ,
The teams’ rejoined and each pair chose a place in the room where
the partnérs q%uld talk with one another. I had typed some questions and

run off copies for everyane. The children read the questidhs silgntly'

Qo - / 72 :765 )




..\

&hile I read aloud: '"What eo you think the object is? When do -you think
it was made? How do you think it was used? Who do you think owned it? T
Do you think this could be used today? If so, in what manner? Why was )
it in the trunk? Who do you think put it in the trunk?" ///
The room exploded with chatter as teams discussed new ideas/in
\ response to the questions. The children were eager to share tieir’
theories, so we reassembled as a large group and the studente described

their hypotheses. )

Linda and_Shaun related a long story about'"theae two kids who got
some pennies from their parents and went to the story, and"bought this
bottle of medicine for their sicﬁ'uncle, and brought it home and smelled
it and almost threw up because it was so rotten. They threw it out in
the barn and some other kid found it years later and washed it out and
kept it because it was such a beautiful ngge bottle." Other versions—-
equally rambling but predictably- fascinating—-were volunteered. .

Up to this point ‘the children ‘had been using numerous skills. ™

Verbal ‘expression, storytelling, conversing, imaging, decision making,
_creating, and sharing-;all seemed to be f10urishing.‘ Equally apparent
was every child's active perticipation in the prewriting process. HNow we
were ready to transfer that rich, vibrant, kinesthetic talk to paper.
Students picked up paper and pencils and moved ‘to areas where they
could write privately and comfortably. We closed our eyes and "made
- - movies in our heads." I talked through the simulated attic trip, cueing
children with words from our groﬁp list. We recalled class members'
descriptione of smells and fetlings. I teminded thé chHildren of the"
' hypotheses that were suggested during the group discussion. I asked the
children to make up_ "movies" about their old objects and write them down.

I circulated to offer spelling assistance.' -When-a clild asked, "How
do you spell. . . 7" I said the letters as I wrote the word, providipg a
mo“k for the writer who then copied it onto his %or ‘her paper. Kide .
wrote, erased, crossed out, erased, taped ripped papgrs, and kept on
creating for a solid half-hour. We stretched, did some deep breathing,
and then rejoiged partners to exchange stories )

oo Sharing ig an important part of the.writing process. Each child -

read his er her completed writing.to a partner. I asked each student to

say one godﬁ thing about the cother person 's paper. Our room filled with

s \ ’ - vy ' . .-
, : F . ; C o
g

r - -

o . . ~ 73 '




!

"warm fuzzied as listenérs reacted to writers with snch' feedback as "I
liked how you told about the boy-in ghe picture” and "You used a lot of"
good ,words in your story.'
Then we formed a large group, end some childr H volunteered to real’
théir stories aloud. We listened; laughed, and o;}ered more responses,
such as "I never thought ‘of that" and "Good idea, partnerL"
Finally, to conclude our morning, we listened to‘the gong again. It
was a nice way to summarize our work. It helped sli&eyus into the’rou-
#  tine of "today,” so lunch became a joyous prospect. )
Later that afternoon, the stories were leboriously recopied. I
burned the .edges of the finished papers so they would look old and | ‘?
weaéhefed. The children assisted, then mounted their stories for display
on the hallway bulletin board. A
The major goal of this lesson was to allow my studentd to get better Do
acquainted with writing. They were involved in each &t 'the basic stages
of the writing process-—prewriging, composing, and rewriting--in a way
that made writing fun and relatively easy for them. ,
Beginning. writers cannot be expected to express themselves‘well
withou{ concreee experiences to,whichlto refer. In order to hefp stu-
dents .write, teachers need to {)rovide situ;tions in whic}a young child
is able to agsume the role oflwriter, address a specific audiencej* use &
particular format, and consistently use time or tense. -
Developmentally, six~year-old children ace egocentric. They per-
celve the world from their own personal points of view, and each child, is
the core of his or her world. Ultimately,‘writing will refleet a child's
.* ability to perceive situations from varying pe;spectives; first-graders,
however, tend to react to occurrences from the standpoint of "me,.myself,
and I.J This is a delightful and natural point of view, so little people
can be difeoted to explore the phenomgnon of self from expressive class-
_ room activities. ' _ .
Young children also need* to participate actively in the writing
process. A classroom %ituation provides an acceseibie and nonthreatening
environment for individual, team, and large-grgnﬁ exploration. Children

experience learning in a variety of forms, Music, language, fis}eniné,

and rhythm are all infused into one experience ‘Digcussion clarifies .
thinking, ‘exposes the child ‘to diverse points of view, and péomotes
. ‘ )
» - .
? 6 { 1 L]

- ’ 74

—




) .
collective interaction. Kinesthetic participation can be a\powerfu}
_ strategy nhen teachers engineer eituations in which students draw on all
their serses to procges infarmation.
- Thus writing, for the beginning writer, takes a lot of beginning.
When children have something to say or express, the writing process can ’
. be enriched by situations that give/ them prewriting confidence.” Writing
. ‘ can aiso be facilitated by providigz a meaningful purpose or context. In
the lesson described here, students wrote answers to quéstions about the
objects tney had selected. However, other tasks might have been just as
3ppr6priate. The following variations on the task could.also be tried
with students: ) '
. __Snift rotes, while griting, and inggine that you are the piggun in
A an old picture. Write about where you were when the photograph was taken.
--Imagine that you are the old spoun in the trunk. Write about
three of the people who used you. Explain how you ended up in the trunk.
’ -~Using a book that illustrates a hiétorical happening, describe one
of the illustrations by writing about the colors, artistic media, special
features of the illustration, and’so oh.
-~Pretend that you -are a creature from history. (We studied dino-
saurs, and children selected pterodactyl, stegosaurus, tyrannosaurus Rex,
. etc.) Someone wifikgsk ym}Q§mstions about your life, (What do you eat?
- Where do you live?) Write the answersf ”
" ==Read aloud the clues from the preceding activity. Let the stu-
dents guess, i% writing, the identity of each "mystery history character."
" ’-~-Listen to .a reading of an old newspaper clipping Then rewrite
the; situation, substituting details that would be plausible today.’
*-Identify historical references encountered every day (in adver-
tisements, clothing displays, restaurant decor, eté.) and write about the
/ - "oldnese" in a “now" environment.
=—Put on different old hats and imagine.that you are livipg in a
past time. Write about the person who would probably wear that kind of
headgear. : ' '

- ¥

- ==Find an old shoe. Write about where it he§ been and whose feet

. ‘ haveibeen inside it.

‘;-Pretend that you hjwe in 1881. Write .about your thoughts as you

»

\

bu;{‘a message for ‘someone to find 100 year&vlater Write the messd‘s\\

. ‘ 7Y
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.- ‘ Support is also essential for youngsters\)hen'they begin to write. // ;
In this lesson we supported each other's perceptions by verbal collabora- | -
tion (partner dialogue) and positive reinforcemedt ("Say one good thing <
about your partner's paper"). . ) !

'vf—aigglay the children's written work because youngsters need to
see, litérélly, that writing is talk written down. Finally, I encourage
- them to give the gift of self by sharing their creations and recognizing
- " the value in a peer's creag&gy, \ .
. o~ 3 ‘
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9. BRAINSTORMING AS A PREWRITING ACTIVETY .
-~ . By Virginia Pfotenhauerl ‘ . Q?

z’ y a
Research suggests that an important variable affecting the quality

of student writing is the amouypt of time .devoted to prewriting hctivi-
ties.1 These activities are crucial,because they‘hélb students solve the
perplexing‘(for them) problem of what to*do once they have been giwven a<
. writing assignnent. For, our assumptions to the contrary, good student
writing does not begin with an assignment. It begins when students have
- something of thefr own to say. And helping them discover this something
is the prime focus of any prewriting activit?
- " Us prewriting activities come in many forms, but probably one of
S the mostieful is brainstorming. At times an unrestricted, almost free-
association type of sgearch for a topic, brainstorming can also :be a
‘ deliberate way of evoking students reactions to or ideas about a sub-
) - ject.l'Brainstprming can be used td elicit reactions to reading, pictures,
or field trips. Whatever form it takes, it serves as a catalysf for -
!i, ¢ heiping ‘students find spmething worthwhile to write about. ;
Brainst8rming is not difficult to do. For a teacher, the strategy
essengtally involves stimulating students to.think about am old topic in
nev@ways. For example, consider a recent classroom dialogue in which my
. fifth—graders and I ‘were brainstorming, trying to discover a topjc that
" intérested them--onme that would tap their resources rather thdn mine or
.those of dome outside authority. We had begun withp"f&vorite places,”

moved to "admired people in American'history,W and ‘fin ly settled on '

~

ob}ects or possessions . important toégus and ‘ad . by others.

. ~ 1 knew at the time that I wag working with an intelligenb group-of
10~ znd ll-year-olds, but what I had not accurately. assessed was' their '
i level of gsophigtication. I was in for a big surprise arnd an interesting
~revelation. It was not long before I discovered that these youngsters
) understood the meaning of the term "status symbol."

Our prewriting discussion was focused on valued possessions. "I asked

¥

"What is a status symbol?," expecting wide-eyed stares_and silence.
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From the far corner: '"Well, something you have and prize that makes -
&pu feel. important." . ‘

Other definitions were fast in coming. - -

"Few otHers have it. Something different. It attracts attention.”

"I know a kid .who has arthritis, amd that's unusual ioi a kid: . . ."

"But nobody wants that!"

T "It's something someone has that others might want, too. But nbt
¢

ﬁan& can have the same thing. TIt's too expensive or too hard to get."

‘Sinée it was apparent that we wouldn't be able fb_agree on one gefil
nition, we tried for some ‘examples. wé would have to fully understand
‘cheAconcept before we could ;rite‘about i;.

+ "What dre some possessions or objects people your’age--or younger-;\\\
might consider status- symbols’" I asked.

"For kids younger tha&’us they might be some of those toys you see
on television--a Big Wheel or a fivé-speed4bike."

* "Or.owning a 'Star Wars' lunchbox . . . or'if a kid can swim or "
dive." . S

"For kids ouf age it ﬁighr bé having a minibike--not just a ten-

speed 'regular' bike because they're getting common." .-

"Having youf own phdne number listed in.the book after your parents'

€

" number."

"Candy underwear! They have it for kidsf and grownups’ My“grandpa
selis it." e -~ ‘ '
."Playing in a rock band '

"Owning a footbalL autographed by a famous player like 0.J. Simpson

or Joe Namath."

LY

© "Taking priva;e tennis iessons in a building somsﬁhere, not in a /°
city park. And not in a group, either.' -
" We decided to pursue the discussion. We had everyore's attention:
"How, about teenagers? What are ‘their status symbols’" I asked next.

"Levis or pantfs with a special name on the back pocket, like 'Calvin
Klein.'

"Real leather jackets." . ; -
- 4 5 g - .
"Oh, those are tads, not status symbols,” someone objected. '"Fads

S Xi

change faster and go out of style“" . ' v
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"It's more like having your own car."” . , ‘
" '

"Or 'your own telephpne . ! . or ‘ch‘eéking account.,

~

“Having an’ expensive stereo set: -, S ’ '
~ 'Oy owning an electric guitar." ' ' '
- "0r getting your drivér's Lice‘ﬁge before any o‘f your friends do."
* " The- childreﬁ were much more knowlédge le than: I had thought'

"Wh*?} about’ college students" * ¥hat “do you see as their status sym~-

>

v bols"" : * -8 o . Y
o~ . ' \ & . -
"Driving a Corvette. Or maybe a soyped-up Trans Am.". .
"Having thefr own apartments.” . - ’ ™o )

"Going s%iing or hunting out West. And wearing one of thbse base-

‘ /ball caps with A visor that says 'Purina.'" ' | . -

-

"Owning a customized van with stereo music‘ a si‘.\k curtains, and
@ carpet{ng a11 over the floor and-walls. And’ maybe there's a picture of a

sunrise in pink ayd orange painted on the side." . ) “
R ’Ifhis' was wor<h® pursuing. Now we ‘movél to adults. - B
e "™What about adultg?’ Bo adults have their own statug symbols"" ‘

“Oh yes. There was much nodding of heads.’ "Even moré than teens

~y .

or kids. v .. ’ ‘ ‘ .
. #Sach as"" I asked. - < ‘ - o : ) .
a“ ‘"Weli it used to be big shi‘ny cars with lots of chroume, push—
T~ buttoms, and a‘ll those gadgets, the kind tHat practically took two parking .
' spaceg. But now w a little shiny car with some of those same gadgeta, -

but that gets dore mileage than your neighbor s car."

: wng’_d livﬁe-in maid 1likg at the governor's mansidm. Wow! That , ?
.. woubdd be neat." : .7 ’ s . )
O ! "Owning a great big diamond ring.' ) L - ' C g
- "Taking a trl.p to'Africa ‘and going on a sa;fari Or taking a cruise )
. in winter en Qne of those great big ships with swimming_ pools, dining
~ roomﬁg. and decks." . | " ey ; . : :
‘,,A' +'Having the “same license ‘nhmber ?s yout address., or hayldg' a lows °
‘ numbered liéense nuniber-—although my dad says that’ isn t hard get-.,, ) :
. . “Gr havi,ng sm&ething on yaur, car 1icense instead.iéf a number. I saw '
/his cas.,m my v‘acatfa& last summer, and all it -said ‘ii 'Pablo.' Nq )
number at all.y Lol s L8

- = & - ,’
ST
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50wning a edndominium’in Florida that you only use certain months

"Owning a fa.ncy fur coat, like mink, dor those who don't min@wear-— .
ing an animals. Ch' having a big, fancy house high on ‘a’ hill, looking

3

. 14
the year." . . b

.

"Having membership in a tennis or country club. "

'-"Having a dog so special that he -drinks only,distilled water, I

read about a dog like that who's on television." ) ' @

“J».By now, we had jgst about exhausted our supply of answers. The stu-

dents had :been most intetrested, and it"seemed that we would Jh'ave some-=

thing to write about. !!hen one more question came to mind.

"Can owning a Status symbol make you happy?" 1 asked

*
Thoughtful expredsions appeared There was some nodding, some

dissent. ‘ ‘ ) - .

*

"Well, I suppase ﬂ It might make. you feel important.”

"I suppose for a while it"could_, unt T you outgrew, it. Then maybe.

{
ou'd want something elge*
y g €.,

"Deperids. - Depends upon why you wanted ic."
"I'd take a'minibike any day."
Then, from the back of “the robm, came this contribution: .

"™You know, I was just' thinking All the status symbols we've men-

tioned.so far cost money. Well I have an uricle who t‘/els all over the .

United States on his bicycle with his ‘dog He's even "had his picture

taken and there Was an, article about him ia a paper.. People have-*gott

to know him. .He doesn t own much, and he takes everything he needs T ght -~

with hin wtapped up on that bicycle. He writes stories and poems
doesn't’ have a regular job. . He's against poll_ution and al}f&f

advertising, so he doesn't take‘ any work connected with thal. <He leads a

very simple life, and he doesn't envy the things pther pégle_own. And'I N

think that. for him, living without a lot of things an

+

g pretty well
without them" is a sta'tus symboil ." : )

» Silence. Then heads__podded The studenﬂt"s'obser‘@tions had been -

ui’fﬂerstood, accept’ed The discussion had rang‘e’d from -diamond #ings to

”

fancy houses to. an almost complete lack of worldly possessions ?ach

i

L
might be a status symbol to sox;xeone. . ; T
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’ "Can we write "about this?" I asKed.. "Could‘we put it down on paper,’
for someone to read?" ; : ) . .
' p -+ We had found a topic. Ideas had been generated. For all c_f us it
. was an interesting topic. The students’ began to pitk up their :pencils,
having a senge of what)t’ney were thinking and begimning to get it laid
out. "I'hey’could forget word choice and Spelling right now. The job -
involved just getting the general ideas into words and onto paper. Later
N\ there would be fleshing out of ideas, expanding, arranging, eliminating,
narrowing of the topic. Because individuals write differently and better »
whert _they write for an audience--a'\built-in Eotivator-l asked the chir-
dren to keep in mind for whom they ¢ere writing. .
. Later, during the rewrite stage--because good ideas need correct
] . spelling and punctuation as well as special attention to word choice~~ ]
' students would work on \clear, pcrisp diction; they wauld develop the o ‘
details and attempt to say ordinary things in extraordinary ways., They '
h wayld "polish until it shines" ‘and think of "titles that would "grab" a
B ~ reader. ., ’ i ’ . . ¢

4 e o= —n

* " "For some youngsters wi‘iting is painful “perhaps_ because it is
personal ,and indivgdualistfe. \'§ others it is difficult because it is *
hard to put into writing"what one’/thinks. For all students, writing may
/ be a real chore simply because it is often hard “to get st'art_ed. Brain--, o
storming is one effective way to get started--to think up a topic, to '
2%r0 in on it from many d¥fférent perspectives as illustrated here, and ° ~o
y- «to -think of something tg say about it Prewriting helps.lstudents accom- ‘
plish these "thfee goals,* and brainstogping {s one of - the most usg8ul of
all prewriting activities. T ) .
£y . .' ’ . Notes
’ e et . v

. 1. . YElizabeth F. H¥ynes, "Uging' Research in paring to Teach
v Writing," English Journal, January 1978, pp. 82-88. .,

.
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J 10., USING A WORD CACHE TO DEVELOP VOCABULARY v
£ K
- By Beverly-Chadbutrn

LT

The film about Chief Joseph Was well done. It tied in exactly with
the Indian unit, a subje¢t with which the kids were really idVolved ‘
The class was enthusiastic, full of’ ideas, new i formation, and insights. .
It was time for these stg;ents to put down somg/ of their learning and

feelings on paper. ’ -

ell. Epthusiasm suddenly seems drained fdfm students who moments

befofe been bursting with energy. Often, their main résponse to*
such\an assignment is to squirm with frustration. Blank expressions
over faces; blank papers Stare back from desk tops. What has
happeged to thése youngsters? How can their moed - change so quickly?.
What have I donq wrong? — o o .
Teachers, a ministrators, and, most important, the frustrated stu-
dents in such setting all need to realize that, up'¢o a point, notidng
is ‘wrong. The problem N that an important part of theiteaching /process
needs to be expanded. Something has been left‘out.' But what’is the
vital omission7 Students have no idea what has.causéd the breakdown in
their interest except that they "cannot think of amything to writs "
Teachers, too, ﬁay bs at a loss to explain why an exciting lesson has
come suddenly to a halt Moreover, even 1f cqu have é’clue to the
reason, they are-pot sure.of the r y o ’ . 1
In many dgges the trauble stems‘from lack of ability on'the .part, of -
students to put together all of the ppsks which are required to write
even a single sentence. choosing a topic, narrowing or broadening that
topic, giving accurate and interesting information about thé .topic.
_What are, some special descriptive words to electrify a "blah" statement?
How are such words spelled and put together to make a readable sentence?
%louding all these issues ip the nagging suspicion of most youngsters in

"school that they'do not have. the Ability to perform the functions that

. ° .
« - .

'
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Jim Sabol of Sehtkle Pacific University presents\in;his writing
workshops some methods to stimulate the development'qf»creative writing
. skills and help people gdt their ideas into self-satisfying, even excit-
.ing, writing.1 His methods work well in sqcial‘studieq, One of the
.prewTiting activ;fies‘he recopmqnds’is designed to get kids ready to y
_write and to help them feel confident that they tan write. In the begin- -

. uing it is highly teacher diredted, with much class participation. -

ch—

§ﬁ If a class has been studying a unit on Indians of the western half
of ,the United States, for example, h6ﬁ many tribes can the studegts‘name’
As the‘clagg thinks about possible answers, the "teacher posts a;large
piece of butcher paper on the wall. (Reco{ding ﬁhe_list on butcher
paper, instead of on the chalkboard, permits.the feacher to preserve the
o list for use on spbsequent days{), At the top of the paper, on the left
side, the teacher writes the word "naming" gs the heading for a column.
Under this headiﬁg&'the teacher lists the names suggested by the stu-
dents. Any name that is. a correct” résponse to the question’shoule'be
written down; value judgments should be kept to a minimum. This process
" has two irmediate benefits: (1) the étudents have some concrete terms
, _to think abqut ard (2) the knowledge that they can chesk the list for
the correct spelling of a name or’term will give the students confidence
in usirng the terms in their writing. 7/ ‘ -
After a good list of names has been developed, a second Qolumn of
tegms can be stag‘sd. This column willl record "attributing" terms. (It
is a good idea to use a different-color marking pen for each column.)
For gexample, the words "tall" and Yextinct" might be attributing terms
for a certain JIndian tribe. Any word tzét refers to a distinctive fea- ‘ 8 "
ture of any of the terms in the naming colupn can 52 added to this list.
The students should suggest at least.one adjective for each term in the
first coiumn Since an attributing wo;d might apply to severel;terms in
the naming columm, and vice versa, it will not be feasible to print@gach
attributing word across frogp the name it describes. However, the stu-

dents™ can develop their own lists of names and matching a%tributing

.

)\words e . ’
When ‘both columns are ﬁull, the students will have deyveloped a word .

k\\ . bank, or®ache. ("Cache" is the term that was used by French trappers

4 to refer to the storehouses of provisions Which they hid in hollow<trees
.

/ _ o N
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) or caves, to be révisited when they needed to repleEiEh‘their_ijplies.)

o This word cache can‘be left posted on the wall for reference durdng the
) writing process. " . . . -
The word cache &an be expanded by adding a column of "predi:ating
or "doing wqrds-—active verb phrases Fo; a unit-on, Indians in the
western United States, this list might contain such phrases as "fought
neral Custer," "lived in the Great Basin," "found new animals to hunt,"
"tished for salmon;" and‘;traded blankets " A fourth column might be
devoted to renaming words-—nouns or spec1ficﬁphrases that can be used
as appositives to words in the naming column. The r®naming column.might
'y include the names gf individuals--for example, Crazy Horse and Sitting
4 Bull--in addition” to tribal subdivisions 'and terms- related to roles and
relationships . . ) o
- The expanded word, cache can be used as the basis for a composing
activity in which'each.student writes one se;Zence, using as many words -
féém £he” cache as can be appropriately put toget!er. For example, a

' sentence about the Paiute Indians might read: "The poor, simple,

wandering, hungry (all attributing words)_ Pajute (naming word) Indians .

(renaming word) lived in the Great Basin (predicating phrase), found few

animals to hunt (predicating phrasqg, and couid got farm (predicatlng
phrase) the dry land." L ] R -

-

. . , - The whole class might work coopesatigely to compose a paragraph,
given‘an “initial __gp\ic gentence; for example, "The Indians of the Y
. California-lntermountain area had a variety of life™styles." A sentence
: : about each tribe of the region could then be compiled from the word
A : cache, creating a paragraph full of descriptlve words and information.
' This paragraph should be recorded on butcher paper and posted. Under-
liniqg the words taked from the cache helps students understand how they
dcan‘use a word Gache in their individual writing activities.
’ Word-cache’ 11sts can be made’ collectively by the whole class or by
assigning'small‘groups or individual students to compile the vaticus
nolu;ns: Once the students understand this process, they can work inde-
péndently to make their own word caches as a. prelude to-individual writ-
ing projects  Going over these individual lists with gtndents As, ;an

. effective strategy for revigwing conient as weii as for checking on each

student's progress.

r
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Word caghes areialso useful for other kinds of writing; for example,

blank verge or rhymed poetry. One pattern.fog:writiﬁg blank verse 1s to

start with a naming word follow it with threé attributing words, and
end with a predicating phrase. Using this model, a fourth-grade student

created these poemS'
The Sioux: )
¢ organizing, . ‘ - .
: planning, '
triking,*
ght and died at Little Big Horm.

Nez Perce: ﬁ o7 '
friendly, '

gentle,

peace loving,

chased to extinction at Canida's border.

@ . The Clatsop: o . <§\
building, : .
hunting,

. fishing,
i vanisheqd forever at the Pacific's edge.

¥

A word cache can also be psed to "take apart" a poem. -.As thegoem

ead, the students list names, words, and phrases in the appropriate
columns of a word cache In addition to serving as an’ exercise in.1ite¥-
ary composition, this proisss .helps students understand the message and
meaning of the poem.

" All word caches shoyld he saved for future-reference 1n “recall and
review sessions or for incorporation into subsequent teaching units., If
there 1s not sufficient wall space to leave them posted v the butcher
paper can be rolled up and labeled by topic.

The word—cache method of stimulating thinking, organizing thought,
and developing oral and wrltten vocabulary ig* applicable/{/{all grade
levels, although the com%lexity of the writing activities will vary.
The strategy ;grks especially %ell in the social studies ¢urriculum.
The availability of alrick store of content—related words--all sp’ell&da
correctly--will add t:riety and fluidity to students' writing, and
teachers will begid notice less resigtance to writing assignments.
No more squirming bodiﬁ'@d blank sheets of paper--students with access
to a word dhche.?re re to write, and before long their papers will be

£f{11ing up with words. . ! . _ ;///
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L b N )
1. The word cache, or naming exercise, is.the first of nine steps # 3

in" a process taught by -James_Sobol, directop of the Writing Northwest~ - ’
program at Seattle Pacific University. ‘ : ‘
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IIT. USING WRITING TO'LEARN SOCIAL STUDLES CONTERT

+ -
. . . )
L3

- Through the use of social studies as a vehicle for learning how to

) writé or for practicing writing, writing and social studies can comple-

ment each other in the elementary classroom. The use of Writing as#a
tooi for learning social gtudies content is another way in which writing.
and social studies can imteract. In‘the former approach, learning how
to write receives major emphasis, whiie social studies content serves
primarily as a vehicle for such instructibn. In the latter, learnipg
social_studiesereceiyes nmajor attention while writing serves as a major
vehicle or tool for accomplishgng this learning. The ideas pre§ented in
the articles in this section stréss ways of using writing to learn social
studies content. *

The first four chapters describe specific places in a social studies .
unit where w iing can be‘used-ta help students ‘learn social studies
ipformation or develop social studies generalizations. In all instances,
writing is merely one--albeit an important one-—of a number of techniques
that can be woven'together to achieve the subject-matter’ learning objec-
tives of the unit. In each case writing is hooked to a commonly used
ciassroom resource—-visual aids, news media, liﬁrary reference books=--
and to. a particular social studies learning tool; for-example, library.
research\ . . .

"The authors.of these articles are all experienced classroom
teachers. In the first article, Ann Gibson describes a way to combine
poetry writing with current events and local history. Bernice Grane,d
Dorothy Lamb, and Jackie Martin then explain a procedure that ;hé§ use
to help intermediate-grade students write original mult;paragraph

reports. Letter writing in current events serves as thE’subject bf

% ! ' )

g9 31




w
‘ . S . &

Ellen Lazare Shatz's arblcle, shile Carol Palay dederibes how wricing

can be used to conduct simulated field trips in the social studies class-
. room. Whatever form the writing takes in each approach described here;
che process by whlch it is produced remain$ essentially the .same. Stu-
denCS engage in prewricing idea—generacing, chey compose a stacemenc
individually or with partners, and they shara'and revige what they have
wriccen: The ouceome? Improved writing as well as new learnﬁag apouc a
-specific social studiygs topic! . '

The remaining three articles in this section explain in detail’ two
different ways in which cﬁé systematic use of writing can be used as a
vehicle for in-depth learning 5% social studies information and knoql; .
o edge. Each=au§hor presenta a step-by-step p;ocess'whereby students use

. common social 'studies instructionil macepials in a writing task in order

to accomplish substantive goals.* In the process, these youngsters learn

+ important skills. Betty Dy’rmeec showe how scriptwriting can be used to

S

learn about the idea’ of democracy. Janet Cuenca's article descrioes_how
to help students construct a paragraph that d4ncludes only information
X which is relevant to the idea they wish to write about as che§ explore -
specific social sﬁ%ﬁ}es topics. Jim Willcock explains a procedure :or
"involving Students personally in the subJecc chey write about as a device
for develpping an empathetic undergtanding of social studies SubjeCCS ‘
i Each of these procedures may be used with a wide variery of social.’
studiés copica and ‘subject mascer'a;d at a numoer of different grade
levels. ) . . >
The procedures apqlideas‘presenﬁed here constitute only a few of
the many ways in which wriciné and soc%al studies content can come

reinforce the ®ther and how.inscrucci “in wficing can be provided when

;ogeéher in the elemeafary clasérooi¥£ They illustrate how one ﬁanl .
ic is imporCanc for students to write’ in’order to achieve social studies
learning goals. Such a combination of skill development and sub3ecc+
matter leariing may at first seem best suiced only for, intermediate- grade

socia® studies and wrlt:ing However, che ideas preseqcedt\ere may

- actually be appropriate for social SCudiesusnd writing 1nscruccion flar
beyond the elemencary school classroom. ' )
. . ) k ‘ > . ‘.,
¢ ‘. . L
' * * ’ '. l * * ) . P
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11. CURRENT EVENTS ANP HISTORY THkQUGH‘POETRY WRITING

-

By Ann Sibson

Can studenta learn about current events and history by writing
poetry? That's exactly what has been happehidg in'my classroom. My.
fourth-grade students write poetry in all areas of the social  studies:
curriculum as a means of learning and understanding the information and
generalizatiOns we study. That the experience has been a rewarding one
for the children is evidenced by an excerpt. from a letter written by an '
"old" fourth—grad‘r in May to be given to a "new" fourth—grader the fol-
lowing September:

Wisconsin hisgory can be fun, too. - You will write a
hole [sic] book. You will think you can't do it but you

will do it a little bit at a time and pretty soon it
will,be all done and- it will be a pretty. good book

3

&

[

The children in that fourth grade'wrote numerolis poems throughbut
the  year. At the end of the year each child selected 26 of his ,0r her
own poems to be bound in an individual book——one poem for each lett f

the alphabet. The technique used to -write poetry for_;hese books was

.4he cinquain, Although a cinquain may take any oné of several forms,

the model we used is shown below

,noun }

PR o two describing words i : »
three "ing" words

, a four-wqu.pﬁrase

a synonym gfor the noun)

£arly in September, the:clags began.to'learn the form. .They had
clagsrdiscdssions'on the mature and meaniﬂ% of nouns, .adjectives
(desctibing words), phrasea, and syhonyms Then they began to write %
cinquains gg a group (usually on the chalkboard), using topies familiar i
to all the children. Among their tries were these: .

.
i ‘ ’
¢
N !
.
.

f . FaJ
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recess . ) f~" - .7 - bus g , E
t»,' short, excitiﬁg big, yellow ; ‘
. running, jumping, playing . bouncing, s;;ying, stopping
! good time of day ' a noisy hot place ' B
fun ’ . - ) transportation sl
» . , R : lasagne |
‘ thick,. gooey . o o
filling‘ ngi:ishing, fattening ’
, good to the last bite v o
‘e, Lo . lunch o
_ Kure TN . . Mimi
blond, athletic ) . small, quick
learniﬁg,'grdwing, playing ! .smiliné, rﬁnnikg, asking )
.& \ver;>good in math ’ alvays cheerfui and>friéﬁdly
golfsr - o . ~ girl ! ’

After a few days, most children were feeling familiar enough with the - s

-

form to write poems on their own. During their first efforts, they used a -
" printed form with the following directions: '

, G-

P noun

. . C .

2 adjectives.

- /
\
S
' 3 ™Mng" words ° ]
- a four-word phrasel )
1}
R a synonym (for noun) : 2 ¢
Most of those poems wgré about pets, hobbies, family members, or
neighborhooa interests, for example: o .
ﬁSnoopXj-g _ . Sandy L
tan, furxy - . , dirty, white. | .
‘digging, eating, sleeping jumping, hiding, .wetting
i i .
’ a very good pet . Tom's best £riend

.gerﬂil ’ ) X - dog




i
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v

. with the subject. The -writing stage (actually putting pencil to paper)ﬁﬁ

‘Many of the students' cinquains were copied with marking pens on

cdnstruction paper and displayed around the room and in the halls.

Apprecia;ive audiénces did much to encourage further writing. Next year,

our parents' club will type and gssemble a literary magaz{ne in order to
provide our budding authors with a wider audience. "
After writing about very familiar subjects, the children had had
enough experience with the form to be comfortable with it, and they were
able to concentrate on content. They hegan by writing about current
events. They wrote agout the election and the camdidates. They wrote
about a bad thunderstS}m During the crisis in Iran they wrote an-abund-
ance of poems. It was possible for them to express fears and concerns

through their writing:

-

hostages prisoners

- ”
free Americans L men, .women
waiting, praying, hoping; _eating, sleeping, waiting -

wanting to come home all of them American

prisoners 1 hostages - f

i

Every time there was a writing assignment, I provided time .-for each .

stage.of the writing process--prewriting, writing, and'editing " During )

the prewriting stdge the class discussed the concepts mhey would be writ-
ing about, often listing vocabulary and sharing their own experignces

-often took less time that the prewritink stage, following it directly, a

f .

few hours later, or the next day. ' r ‘ }

The editing stage was done wiéh a part ér After an apthor checked
his or her own work,.a friend checﬁed Co see whether the assignment had
been -followed correctly, looked for spelling or other mechanical errors,
and read the poem for content. After .peer %diting, the worK was handed
to the teacher fr comments or display. TePching children to edit not
only saved the teacher hours of correcting, more imgortant, it taught
the children to take respongibility fpr their own work instead of trans-,
ferring that responsibility to the. tehcker. ’ ’

While the chil&ren were wricing§§nd editing,. I circulated among
them«to encourage ideas, admire work, 'and offer assist3nce. After a few

‘weeks of practice, ‘each child, compiled 26 poems "into a Wisconsin "ABC"

i

| -

i
|
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book. Because Wisconsin history and geog}aphy occupy a large portion of
the social studies program, this'project combiried those subjects witn '
part of the language arts and handwriting/zﬁgzj:ulum. ’ . '
.. Prewfiting.actiﬁicies included checking out every alphabet book in .
‘ the elementayy school librarj and studying their texts, themes, and a?t;
o work. Follii%ng this, the class, began a composite list of "Wisconsin
words," beginning with Abe (a famous mascot of the Eagle ‘Regtment during
the Civil Warj® Appleton, and Aztalan ahd ending with zoo (the class had ° T -
visited the Milwaukee z00). They brainstsrmed and accepted any word p
anyone could justify as.important to Wisconsin. They used their ﬁiscon— %
sin state history texfs:/maps, tourist brochures, and newspapers to find
additional words. ' e ) B ) h
When the class wgg ready to begin’the actual writing.process, they
- first selected a few tters that had ,man-y possibillties; for e;amp]:f
"I" (tohkacco, tomahawk,: telemark, Tomah, trees), "H!" (Madlson, mild,
moraine, Marquette, Mendota, MJ?tada), and "C" (cows, corn, cheese,
canoe). Each day, two letter groups were "mined" for poem 1deas. After
a child had finished his or her cinquain, a friend ®ould edit it for
form, spelling, and &ntent. The children became very careful ‘about

checking their own spelling before handing over their poems to friends, .’ -

[

They also tried to say something specific in each poem and to. 4void

generalities The only seriously overworked word was "big.' " When many -

"bigs" began appearing in poens, ‘a class discussion was held in\_n . )

attempt to find ways of handling this problem Synonyms were offered,

and children suggested other w% in which one might look at a subject

'without concentrating on ‘size. . T - / .
Once a,pnem had been edited, it was mdrked with the name of ' the

author and the initials of ‘the editor and given to the teacher. ‘This

identificatign gave the writer and editor a shared responsiBility f%r ’

- the work. The teaigfr(tnen gave the poem an "OK," m Cde minor correc-

. /tions, or wrote "Se€ me" and returned.it: to the*|lkh "See me" was .

3
used only when the poem needed major revision : . )
) The author would then comy the poem on tﬁg/gjttom half of a sheet M

> ‘of paper, saving the top of the page for an- illustration or a fancy t ) '

r

rendering of the imitial 1etter.' Authors could illustrate their own
poems or‘get help frodf friends, Some qhose simply ‘to design Yancy

,'f‘ " -\ - | 596 ‘ ) . " .
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letters for the top space and omit. rattual illustrations. A few of the

resulting entries axre reproduced below,

. Abe . ’ badger
' feathery, brave - furry,'brown -
'+~ flying, seeing, screaming running, - eating, digging
mascot in the Civil War - . Wisconsin's nickname
v . eagle . animal
¢ " heifer ’ - /'. Joliet ‘
big, heavy <. Freneh, man

running, bucking, puffing exploring, trading, canoceing
. -* always.¥ery hungry, '~ going down the river

: cow fur trader

tWhen all the pages in each student's book of poems were complete
.and in order, two blank pages were added to the front?of the book and
one biank page was added to the end of the book for a title page and
jendpapers. , / ’
Care had been taken to geave a large margin on the left side of
each page to provide room for binding. Each student collected pages A
through‘M (includi the two front Blank pages) and sewed them together,
using a scrong Yy needle and doubled, knotted.thread (so that ‘
the needlé/would not slip off thé thread). In ‘the same manner, pages N
through / and the blank last page'were sewn together. The two sections
were then sewn together along’ the same Iine of stitches (using many of

the same holes). = - < N

-

Once the booklet was segn, the writer was given two six-by-nine-ingh
pleces of posterboar&—weight cardboard and a piece of fabric and fabric-'
,bdcked wallpaper for the cover. Several children made covers from, thé
disearded legs of worn-out jeans. They removed the hems from the jeans,
cut 11 inche;\of fabric from one’ leg, and trimmed away one seam. (Thg
other seam was used for the spine of the book.) The process they used

to put the ¢tomplete book together ig &eecribéd in the accompanying box.

-

»
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Directions for Binding "ABC" Books

Place the two pieceg of cardboard on the wrong side

of the fabric, leaving ap&roximately L-inch space between °
+ them (for the spine of the book). Glue the cardboard to

~

the fabric, using white glue or dry mount from a photo-
supply store. Let ‘it dry'thoroughiy. Trim awey excess '
fabric from the corners to reduce bulk. Turn the, extra
fabric over the cardboard and glue it down--sides first, ‘ .

4
then top and bottom. The cover is now ready for the . s

// pages. . ’
) Open the cover and glue the back of the last b%gnk -
page to the inside of the back cover. The endpaper
should cover the ragged edges of the cloth. Position
the pages so that when the book is ‘closed, the covers
) are even: Do this by closing the front cover and lining N
up the book. Do not glue t;e front coser to the front -
endpaper ‘until it is even. Then glue the front cover
cardboard to the first blank page. Weight the covers
down until.the glue is dry. The extra blank page at the
" front of tie book is used as a title page. .
Using<a marking pén or stick-on letters, decorate
the cover of the book with the title and the nahe of the
author. i »
The binding of books has'‘been described.in detail s’
because the finished producis were so imbo;tant to the

children in TI classgroom. '

Because this projectiywas broken dOWn‘into many small tasks, nearly
every child was able to complete it easily. This fourth-grade classroom
contained six children, in the gifted ‘and talented program, four children
mainstreamed from learning-disabled, edhcable mentally retarded, and )

emotionally disturbed roomé, four children in‘speech!and,ianguage




therapy, and one bilingual child. All the children made Wisconsin "ABC"

‘ bookd of whitch thexfwere very proud. Every child except ome had all 26

pages in his or her book. ' .Y -
Cooperation in -the tlassroom was,excellent. Nearly every child
served as an editor for peeré} many children brougﬁt\fabric'to share;

some helped cut wallpaper books. Others were: gré;r needle ,threaders or
<

helped friends who were less able to sew, glue, or cpt. Some of the ' ,
children in the gifted and talented prggram gladly accepted help with
illustrations from a talented artist in the learning-disabled program.

Sevgral of the average children, who often received less attention than
/
. thpde at either end of the spectrum, were excellent sewers or book

‘asgemblers and thus were much sought after. -
' Some of the most inarticulate children had spme very successful
pages. John, a child in the reading lab who had a difficult time in <1
language arts, wrote: SN \ o
. *  tobacco . ‘
‘ big, green
" growing, planting, hanging K l
T ) a lot of work T _-*
- money ) )

A major cash crop for farmers in our area of.Wisconsin is toﬁacco, and
.John, had jnst recelved a $600 check for his share of the family'§ tbbaCCo
income. This brought the study of Wiscqnsin § economy to him on a very

‘

meaningful level. - ) -

Others learned a great deal, too. When these children wrote, they
were making judgments rather than just memorizing facts. They were eval-
uating which material to include in their writing. They were analyzing 3
and syntheqizing before arriving at a final written product. They were

bringing their own experience¥ to the written work. - Learning became

' unique and indiyidualized £or each child.’

Writingqjas great value in the social studies curriculum. This
tparticular use of. poetry writing is one way to capit@alize on writing as

§ ‘technique for learning in social studies.




12, WRITING A THREE-PARAGRAPH REPORT
. ¢ . )
. ]
By Bernice Crane, Dorothy Lamb, and Jackie Martin ’
s g' .

The’ chances that intermediate-grade students will be arrested for
plagiarizing the World Book Encyclopedia are slim indeed. quever, the

penalties in our olassroom for. copying ‘written assignments or reports

L 4

directly from any encyclopedia, or even paraphrasing a published article,

. fare almost as _severé; Admittedly, writing such reports could be h#lpful

-

L

as’an_ exercise in penmanship 1f c!lE is taken, and some learning -might.
take place as a class listens 40 the report prejehtéd'orally. However,
if pupils merely copy their reports‘word'for_word from existing sources,
their nottem that encyclopedia writing is clear, cencise, and accurate
(good) -while their own writing ileOnfused, disorgani;ed, and inaccurate
Chad) is reinforced. Eurthermore,'fheyiare encourag d to claim work

done by others as their own, and their time is wasted\+ These negative

results often accompany report writing in® elementary ) l social

studies because such writing all tao often is actually.nothing more than

1Y

report copyi g. ) , - .
Yet report writing is usually an important part of intermediate~
grade social st@%ies. *We use an approach, called the three-paragraph
report, whi%h eliminates the possibility of;copying and turns' repért
writing into an activity of interest to our students. Using this pro-
cedure, students can learn to' write using their own- words and thoughts
~ ’,‘and putting*information/together in‘their own ways. By doing this, our .
. students not\bnly learn con81derable socialxstudies content but perfect
their writing skills as well. - L » ‘

. Writing -a social studies report can serve a more valuable purpose
than simply sharing facts with cJaqsmates, it can be a usefulltool for
helping young students organize their thinking Instead of an_exercise .

. in rote leazning, copyingk and réciuﬁng, report writing can be a truly
creative activity. The’ sense bf pride. students enjoy when they produce':
' an original report is wgll worth the tfouble it takes to help them write ;

it. ’ The problems they encounter in choosing a subject, selecting

P - . LY . . - & % N
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sources, taking notes, making an outllne, writing a rWsgh draft, edit- )

-

ing, proofreading, and rewriting help them become better thinkers as
well as better readers and writers,

. : The three-paragraph report 1s exactly what its ndme indiéates--a )
report divided into three ﬁarts. Each part details one aspect of the
main topic. Such a repgrt can' be prepared in a 'number of ways; as we
have devised it, it consists bf nine steps divided into three stages’

prewriting, composipg, and rewriting. N ' '

The prewriting stage actually consésts of two different types of
tasks. The first three steps essentiall§ involve finding information,to ' .
write ‘about. The next two steps require students to process that infor- -
mation in order to produce significant ideas} The "composing stage
follows next, and the entire process concludes with the third stage—-
revising what has been written. We use the following guidelines as we :J '
. help our fifth-graders move through these .stages of the writing process' ‘

- Step l: Choosing a SubJect. Althqugh the teacher may be tempted o .

to gssign specific subjects for students to write about, we believe that

it is important fgr. students to select: their own topics. Part of the<:
N

learning process s discovering Wh;;per a topic 1is too broad or too _

limited and whether relevant informgtion is-readily accessible.

A student s choice of sub ect should be based on his or her own‘
interests or on those of the class as a whole. Certainly & report writ-
ten by a student who is not ifterested in his'or her tdpic will ngt be
received with interest by the class.- Thus, we allow as much latitude as
‘possible on the choice ofisubject. A subject that is of great. interest
to the class but only slightly related to the upit of study is a better . .
choice than a subject of little interest but absolute relevance. How~
ever, we allow no nore than two or,three‘reports on the same subject@ so
that the class will not become bored when the reports are shared.

Step 2: Identifying Sources. , Since combining information from

several sources is an important skill in writing reports, we require
that each student use a minimum of three sources. To &void. relying on
encyclopedias exclusively, we allow students to include only one encyclo-
pedia among cheir sources. Obviously, we use our knowledge of the stu~

dents' reading abilities to guide them to materials they can easily

+

understand. . ’ v
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" " Students should be encouraéed to use primary sources whenever pos;
sible, especially for writing in social studies.' Live television gover- ¥
age of news events can be an excellent soutce of up4to—data,information. e

, Interviews, too, provide interestipg information about recent history.
A report about World War II is livelier when, it is based on a writer's .
conversation with a participant than when it is based on books alone'
Surveys conducted by students to’ obtain information on various subjicts——
“for example, job satisfactionx\television viewing habits, and consumer

. preferences~-are also useful. 1In addition, public records kept at the

*

city hall or courthouse can be uskd to research such topics as community
births and deaths, population growth, and property title tfansfers.’ \b
Church records and cemetery lot records also.contain an abdndance of
infprmation that can be used in preparing reports on local history, as'

do local museums., Original documents, old newspapers, and letters are

also useful sources that should not %e overlooked.

H
ha
' Step 3° Taking Notes: We have- our students- take notes as -they

, gather their information. ~They write their dfotes on three-by~five-inch |
cards because later in the ﬁrocess'these nd%es*Will be sdrted, and.shuf-
fled gccording to subject.. 'As a practicbf freasure, sheets of notebodk
paper may be cut into small pieces ané used in place of .note. Cards. An

x envelope or rubber band is ‘helpful in keeping notes together.

Students also use note cards to record émeary sentences If stu-~
.dents have not had practice in writing sente ces, some time is devoted
to' developing this skill. A chalkboard demonstration can be used for -
this purpose, with the tedch®r reading brief passages and asking the -

students to supply the key words that will invoke the same ‘idea later.

Once this "skifl has been sufficiently reviewed the class is ready to
X take notes €rom tHe sources they have chosen for their reports. - - S

To diigourage students from copying a report word for word or sinply
paraphrasing, re do not permit them, to write camplete sentences oi;their -

‘ note cards, - The. temptation to copy is great, so at this step qe ireu-

eate among tHe studehts, marking out unnecessary words and phrases and

emphasizing bhat only key words or phrases should be used. "Eggs' about

the size of smali ma;bles" thus betomes "eggs size of marbles. )

It«is very f{mportant that each card contain only one idea. A mini-
" mim of 5%‘cﬁrds‘and”a maximum of 40 will usually provide enough informa-

4
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»}tion for a good report. Students may flnd slightly different informa- .
.tion on the same subject in different sources. ‘They should be instructed
to take notes from all ssurces, since they wil]l be asked to integrate
.allxﬁkls information as- they organize their notes. 1In addltlgp, they
should make a separate note -card ;containing the lauthor's name, title,
publisher, and date of publication for each source they use so, that they
can compile a simple bibliography for the reports. .
Once studénts have collected the necessary information about their
general topié, it is time to develop specific 1ideas. This aspect of
‘prewriting requires students to play with the information as:they search ///’
for interrelationships and big ideas )

Step 4: Organizing Notes. This step involves physically sorting -«

the note cards into clusters of related data. For example, notes on’

Abraham Lincoln might be placed in separate groups related to his birth,

family, education, early career, presidency, and death This® process - .o,
helps students identify appropriate subtopics. A teacher should give as -

much assistance as necessary at this stage in order to help students
'decide which three sybtopics widl be most useful. The choice may be

based on how much leormation ex1sts in_each category, on the‘ﬁxtent\of v

the students' interest in the various clusters, on how well the informa-

tion in the three subtopics fits together, orf on a combination of these

LN

considerations. It is.likely tHat several ‘cards -will not be pertinent
to any sdbtoplc Students should throy these away, no matter how pain—
ful the dlsca:ding procdess may be. '

Any toplc may be developed into a number of subtopics Displaying»,
some “of the following examples on the chalkboatd may be helpful to stu—‘

dents as they choose their own subtopics. ,: e o

L S

Workers: administratdrs, producers,  performers .,
F

€

?
City government: services, cost, control

+ Religion: need for, delties, forms of worship
.Battle of%Little Big Horn: reasons, personalities, outcome , ° .

Agricultugze: ' history, tools, products ‘ ’ . °
Vineyards: propagation, pruming, marketing )

After\lhe threeiSubtopics have teen selectegd, eacb student ﬁhould

organize the note cards within each subtopic. Students usually do not
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encounter much difficule with this stage of preparatign because by now ' -
they have become much gore familiar with their subJects ’ ‘

Step 5t Preparing the Outline An outline is written from the

note cards Each of the three subtopics serVes ‘as a main idea in th
owtline. The cards within each subtopic can provide details in the out- R
line to support the relevant main idea. Only rarely will it be neces-
Sarv to divide ‘these details into more specific details. For example,
using the subtopics described in the Lincoln report, a. student might
choose education, pre51dency,-and death as topics for his three para-,

graphs: An outline that might be*developed from these ideas is shown

below. - *
I.  Educatipm . { ‘ ) *
A.. Less than year ‘
B. Borrowed books ) -8

) ., II. Presidency
‘ . A.y 1861-1865 .
* B. Civil War )
C. Gettysburg Address

.III. Death
A. John yilkes Booth
”B. Ford"s Theater _
' C. Funeral train, 2 -
D. Monument--Springfield Illifeis : . b
E. "0 Captain, My Captain!" )

-

” -

The proeess of organizing note cards into three subtopié piles and
then producing annqutline based on these three piles of cards helps stu-~
dents organize their.thoughts. This activity also helps studefits come
up with ideas for topic senten;es. After they have completed their out-
linés, they are ready to put pens to paper.

Step 6: Writing a First Draft. This step in writing a report

involves developing paragraphs, using the main ideas and details from
the outline .To rehearse this process, the class can work together to
-write a class report from a givenvoutline after hearing a short article Vs
read aloud-. Each segtion ‘with a Roman. n?geral should become a fully '
* developed paragraph éth a topic sentence® based on the words or phrases
following each Roman numeral and with details supplied from the outline

and note cards. Students should be ehcouraged to add as much detail as

~
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) provide spacer for revisions, additions, and' corrections.

H

possible from memory; thus, one note card may produte several sentences.
On the other hand, if a ‘student is able to supply orly a few nissing
words to convert the information on the note card into "a recognizable
santence, this effort should be enthusiastically Jelcomed as well a

‘THe ugh draft should be written on every other line, in order to
To make the
corrected copy easier to read, students should write on only one .side of
the'paper.. They should acknowledge the help they have received from
their sources by including a simple bibliography.

A first drafe, it should be noted, by no means constitutes a final.
product., Much remains to be done before a piece of writing can be con~-
siﬁerqd "final.""

the f&¥edback ahd revision needed to polish 1n1t1al thoughts for final

The remaining steps.in the Qriting process Consist of

sharing with others. ) . R .

o s
Feedback from peers is often help-
To provide for
this kind of feedback, the tlass can be divided into small groups; each

Step 7: Ge tting Group Feedback.

ful to a young writer in improving his or her writing.
student can read-his or her report aloud to a group‘ This step ensures
that every report has an audience and permits the students to discover
whether their intended audience will understand what they have to com~-.

municate. The group can also offer suggestions for improvement, espe—\‘

'cially if each.critic is instructed to say three good things about the

report before making a suggestion for improvement. Authors may or may

not make révisions .on the basis these suggestionsg the decision is

theirs. - - Y

o~

Step 8: Revising.the Draft.

The writer then réreads the draft,
/. . ”

making whatever corrections or changes he or she feels are necessary.

This scratched-out, written-over, working document can be examined for

accuracy, clarity, and mechanics if the teacher wighes to do so. Such

S

‘examination allows the teacher an- opportunity to make suggestions without

tracking red ink all over a paper that the student might consider a

finished product, and it probably ensures that the f{nal draft will bée
better than it would have been ‘otherwise. By explaining the reasons for
any corrections, the teacher can provide students with valuable help in
developing the abilities to think and write clearly. Once the original

drafts have been revised, students copy their repdrts neatly in ink on

4
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notebook paper. By this time, they have. invested so'much /time, thoughx:, _
. and effort in their report that they shoulﬂ be motivated’to work as care- ot
N . Ay .

fully as they can. -
Step 9: Shaning the Report.- Pe}haps the ‘most fulfilling step in

' the se&é?hce is sharing the finished reports with others. This can -be
_ done by reading them?®aloud to the class, displaying them on bulletin’
< boards, bind1ng them for a permanent claserom library, reading them
. over the schol intercom,'submitting them to children's publications, ] \'
* “and sharing them at home. ' The sharing process allews ftudents to show
off their acconplishments and to receive -assurances that all ‘their work
has’been borthwhile A paper tucked.away in a folder, _even with an "A"
7+ written in the corner, does not give the ,same feeling of satisfaction,
‘The teacher should j&ggé each piece of writing according to the
'\\_ . individual student's ability level. Abler students see,the possibili—
) ties of such a report very quickly and tend to make more~sophisticated
choices of subjects Less-able students have more difficulty writing
. | note cards, so only ‘the simplest facts should be expected in their notes
and reports. Since ‘the requirement is three paragraphs instead of three
- ' pages, a teacher can accept very short, simple paragraphs from slow stu- .,
dents and demand more-detailed paragraphs from the ablér® pupils. THus,
in a heterogenous class even the slow student has a. chance to achieve )
© success, while the gifted student is challenged
,!g‘ Writing reports using the procedure- described here can be,as time ¢
nsuming as a teacher wishes to make it. ‘IS time 1is limited,vthe'folf..

-

lowing schedule might be used: i oL
Vs Day 1--Choose subject; visit'}ibrary to check out books
! . Day 2--Take notes in class ‘ -

- Day 3--Take notes from nencirculating references in library
-7' . t Day 4--Edit; proofread (teacher corrects, if time permits)

Day 5--Rewrite; share

™

. An expanded timetable might look like this: "L,

Day 1~--Discuss topics, choose subject

Day 2--Give lesson on ‘primary sources . ' N

4+

Day 3~-Review library techniqued
Day 4--Demonstrate and practice note-taking skills

5. L N ’
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Ddy 5--Demonstrate and practice iptervieding skills

« Day 6--Take notes . ‘ e Lo
’ Day 7--Take notes - _
- '_ Day 8~-Take notes " ’ - - :

' Day 9-;Demonstrate.organization of nofe cards
Day 10--Give lesson on choosing subtopies
-+ Day ll--Orgapize,nstes; choose subtopics; Qrite-outline
Day l2--Write rough draft 3 ] ‘ RN

»Day 13--Edit; proofread (teacher corrects, if time permits) °*

Whatever time is allotted, however, will be' time well spent. Once
students have learned to write tHree-paragraph reports using. this method,
they camr %easily use the same procedure forJQriting more-sophisticated

reports in other subjects or at other grade levels. .
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N e 13. TLETTER WRITING IN THE INNER-GITY CLASSROOM °
\‘\r\ | ’ “ . 3 Ty 1 ) )
r e Lo By Ellen Lazare Shatz - - , .
- - { - . ~ R i R .
" R \ A S .

Slax(a; Bang' Crash! The classroom door opengd with a clatter ahd

it really came.) He wrote to us!"
The two ﬂoys ran around the room, their joy unbridled by the fact -
,that they were' In school. “The rest of the class caught the‘)spir'it and

‘Whal: could mak,e generally unmotiva\tg ou;f sters, who were basically
turned off from learning, cheer in dle of a dull, rop,tine fifth—
grade morning" . ! . . ..

- Philip and Gabrie\yaﬁ received a letter addressed’ to them from’

United’ States, Seyeral yeeks before, the class had written letters to a
numberlzpf,prnminent ‘people asking how they ‘had'achieved the positions,

that ¢ ey held Here and now, at P. S. 89, two class members held in °
their hands a letter from a gongress ring their questions.
Philip and Gahriel read below Bragy el. They also experience

’difficulty in handling ‘the day— o-’day demands of being members ot a
class. Both boys are more capable than their records of academic
achievement indicate, but ‘they are embarrassed by the diffioulty they
have in reading. Class assignments and homework are seldom done. ‘When-

¥

ever there is a’roblem—-—in the classroom, on the staircase, id the

"1f they become intrigued by an activity and actually get invo%ved. P
-

tions and overcome, their feara Herman Badillo was a man reg:oved f*m
schobl. Writing to him was a*'important adult, not_ childish, cthing to

. York' City and a hero®to the Puerto Ricap community, so captivated these
youngsters that they worked diligently to write, revise, rewrite, and

two youngste-tsixplpded into the room. ¥t came! It came' " Mrs. Shatz,,

. _began cheering. What could cause such excitetent ,in a f’ifth-—gr@de class"

Herman Badillo, the first Puerto Rican .to serve in. the Congress ‘of the

lunchroom, in the schoolyard—-Philip and/or, Gabriel can usually be relied
on to be part of the problem. They don t like_school. They seem ashamed ,

However, our letter-writing project seemed to capture their imagina~

do. The thoqght of writing to Herman Badillo, a prominent man in New

“

»
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edit a thoughtful, qneétioning letter, How could a_poor Puerto Rican
kN .

boy i New York City become a congressman, a positiop of gréat promi-

nrence? How, in an establishment whose customs and languageawere so, dif-~

.ferent from his own, did he "make it"? How could what Herman Badillo

-

did influence the lives of two Puerto Rican, boys from the Bronx?
4
Congressman Badillo sent a careful, . caring response - -to the boys.
He told the the story of his-life. He talked about the difficulties of

being poot pnd having dreams. He told them abdut-really wanting to do

something and working to that end, no matter how difficult it might seem.

“He sent them his pictute and a Puerto Rican flag and told them to always
.,
. be proud of their heritage. s .
" This was -not-an instant sucgess story. I am not able to report

that Philip and Gabriel became model students’ ang successful adults as a

result of this experience. However, watching the youngsters.and under-

'.‘standing some of what' they learned from writing that letter~—and!!eceiv—
ing an answer--convinced me that this experience was a very important
part of their educatiom. Certainly it was the mgst educational experi-
ence. that they had had in the fifth grade up to that point, They had

write ey used thinking skills to develop -questions. They used,

research tectiniques to find out about Congressman Badillo. They read+.

newspdpers to learn abogt the local and national»political scends. They
even actually wrote. ' But, most important of all, they developed nggr,
because they had madé a connection to Congressman Badillo. All because
of doing'some writing as a part of a sagial studies course. . ,
When I planned the letter-writing project with that fifth-grade

class, I was trying -to inspire youngsters to write a well-planned,
thotghtful letter. It probably was a good writing*assignment but it
also taught me a lot about the pOwe§ of letter writing '

. We% as teachers and college graduates,‘probably were exposed to the
dpower of the U.S. postal system well before we were aware of writing.
As far back as T can remember, greeting cardsewere mailed and received

‘}for‘alL occasions--birthdays, Christmas, Chanukah;AValentine's Day,

graduations, engalements, weddings, and births. Letters were written to

{

aunts, cousins, friemnds.

& ¢
“

sharpenaheizr writing skills because they had something important to .
pot ) :
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, We write newsy letters, letters to record an event, and letters of
1nquiry If we are angry or. have acstrong opinion, we know that we can
_express our feeIingsxfn a lettey. We know that if we have something to
say to a mayor, a congressman, or even to the president, we have a voice
and.a way of reaching that persﬁn For°us, letter writing is very much -

. & part of our-lives. We know that letter writing giwes us power, a dpn-~ ‘
nectiog to anyone, even if we don't ever use 1it, . .
But not all people feel thi’ way. People in the inner city, people {
from poqI famllies, do mot always share this power Mail is not always ‘
a commdgplace part of theirylives. Inner-city children seldom receive
. mail‘addressed to them. Mg)t of them don't have friends who live far
away. ihey find it difficult to think of anything to say to‘someone
they don't see. Most are not encouraged to write letters at home because
stamps are expensivefandyletter writing ig not an important part of their
lives.

*  ‘Although these children watch a great deal of television, they gel-
dom watch the news. They often know the names of some public figures,
but they seldom know what these people do or how prominent peﬁﬁie éan be
connected to their own lived. The inner ~city poor. often feel thatithings

"just happen” in this world. They feel that they have no powet to change
these happenings and that they have no voice. o

s Letter writing in school can give a child a voiee. It can 't&ach
children that they have power‘as\Fitizens and they can make connection¥
to anyonef Letter writing is a pqwerfnl tool for conneeting~youngsters

to the outside world.. \ ‘ ) - 3

This does frot mean that yoqungsters can simply take pencil in hand
and yell on paper. Letters‘are really an exercise in thinking. Letter

writing is talking on papec. Letter writing;involvag becoming aware of
what's happening that is personally‘meaningful Letter writing require$f
thinking about why something evokes feelings and emotioqs as well as
offering’ an opportunity to express feelings. Letter writing often
involves trying to persuade someone elsge Lo change his or her mind.
fEtter writing also means that sometimes you will get a response “and
sometimes you will ndt.

' It is good for children to know that people, even important people,

do not alyagd respond to letters. A letter writer must lgarn to evaluate

Y
* .
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the reasons why a letter wasn't answer®d. Was the message unclear?. Was
the tome of the letter too negative7 Did the letter arrive at its desti—
wnation? Once éh\Idren leatn to consider these questions, they will want
to review and revise their letters to make them clear, he®pful, and easy »
" to read.° They will learn the?importance of proper, form, good hand-"
writing, and carefully addressed envelopes. _
Wniting letters gives children a clear sense of audience ‘They
know exactly who wIll read the letters, and they can adﬂress their
temarks directly to those persons. The¥writer's knowledge of the <-
"intended recipient affects what is said in a letter and how it is said.
Qne yeax my third-grade class was particularly fascinated with the
writings of Dr. Seuss. They loved hearing and reading his eloquent -~
silliness. His word games skipped off their tongues as they experimented
with reading his writing aloud. I suggested to the children that they
do something special to celebrate the birthday of Dr. Seuss. Being'very
much in tuné with Dr. Seuss, the youngsters decided to write to him.
The children wrote-letters and birthd&y/cards to send to their .
favorite aguthor. In their writings they used made-up words and rhythmic
sound Pattérns, just as Dr. Seuss does in his writing. The youngsters
had a very strong sense of Dr. Seuss as an audience; and they were abley, - B
to direct their writing to him. ’
Writing letters forces students to think about a specific audience.
It teaches them to use their inner‘voices to direct their messages to'’ "
the persons who are going to read their letters. As they continue writ-
ing letters, they become more aware that letter writing is inner speech’
written on paper and that eventually this principle can be applied to
other kinds of writing: They must think: What do I want to say to this ‘ het

-

person--what do I really want to say? . 3
When a lgtter is mailed, it is carrying a part of the writer.
Therefore, it becomes importantgto the writer to get it just right. The
writer has to look at the letter and think, "Who would write this? How
does it sound? 1Is that the way I want it to sound?" Often a student
will revise and rewrite until the letter sounds ‘just right. .
Then the child can address himself or herself to the way the letter

: ) )
looks. Youngsters can understand the need of proper form in friendly

letters as well as business letters. They can understand the necessity
<7 . 111 ' ' -
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of Including a clear Inside' address, if they want a response. Their-

,ietters are part of them--their voices reaching out. to others. Just as
Fd

a vfsitor triqg to make a good impression, young letter writers often
feel impelied to edit, to make sure that spelling ana punctuation are
correot. Goqd clear handwriting becomes important. Children learn that
when you mail a’ letter, sending away a piece of your writing, you are
sending away a piece of yourself )

) Letiter yriting gives’ children a voice: It makes them feel powerful.
They can say something by letter to scﬁeone whom they migh&‘not otherwise
touch Letzzrs are tools that are helpful in giving youngsters an oppor-
tunity tq wr1te about their feelings Letters give youngsters connec-
tions tg’ tﬁe outside world Letters help children become personally
tied"in to thHe 6 o"clock news and to their government and to the happen-
ings in their arorld. )

4 As a claglroom teacher, I try to capitalize on all events that' can
help the yﬁﬁﬁgiters reacggout fnto the world. When U.S. citizens were
captured and held as hostages in Iran, one class wrote letters to cheer
them up. Whéii the hostages were releasedfthe following year, my clags-
watched this event en teli&iﬁion The youngsters were very moved/b§

what they. séﬁ» They talked about their feelings and wrote letters.
- Deaf Friend, . .
I am so glad you're back I am wearing g Pellow -
- ribbqn At last,.there 1s freedom, at last there is,
Y happiness. T don't know why the Iraniané taptured yof,
but I am so.glad you're back. I will say it differently.
The way Dr. -Martin Luther King, Jr. said it "Free at
dlast, free at- last. Thank God Almighty we are free at
! lase.” .
” | .

[

s

’

o .Love,
S ) Nana—kofi

Dear Friend,
¢ How are you feeling? I hope you feel good T am
happy that® you all have freedom. It is good .to be free
and I am happy for all of you. I hope that you are happy
too. . I hope you have ,@ good home and a good life. -
o . e Your friend, v
4 - : Kim

The results. of ldtter writing can be surprising. During thé Iast
week of school, .Robert received the following answer .to his letcer, which
he shared with his classmates:

<. B
e R ] T~
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o T . DEPARTMENT OF STATE
~ - Washington, D.C. 20520
Dear Robert, ) : v
I want-to tell you how much I- appreciated your words :
of welcome home and to thank you for your support and
your prayers during all -the leng mbnths of captivity in
Iran. - .
Nothing has been so reassuring to meé than to see
how the young people of our country have found reason in
this experience to renew their commitment to the princi-
g ples &f freedom and liberty and human decency on which .
" our country's Ffuture rests. . \\\\
You make me proud to be an American and you make ‘me - T
"confident that our country's future is bright. I hope . :
you will keep an open heart and mind toward Iran so that - ' '
in time our'two countries can again be friends.
- Gdd bless _you and keep you.

e’

ot

b N

Sincerely, |
L. Bruce Lajngen - '

.
~

P S..Sorry to be ‘s6 long in replying to your nice letter.
I really enjoyed reading it and hope you will also
give my best regards to Mrs. Shatz and to all of ) 7
your classmates. ~ : ¢ '

Fi
In March 1981, President Ronald Reagan was wounded in an assassina—

tion attempt. The youngsters in class 4-40"watched television, talked,

and wrote some letters: ‘s : P ' "
* . Dear President Reagan: ro ‘ s
I was very sad when I heard that you were shot, but’ ‘
I hdpe that you aré feeling better when you get this
letter. % hope it was nothing serious. I hoperr. Brady
gets better too. .
I don't thimk people should hurt or kill anyone -
because the world was made to share and enjoy with
others. -

I'm hoping you get better. . '
- Ygrstnﬂy, ; . .
David - ’.“/D;‘* -~ £ . v
. Dear President Reagan: .
: ‘T hope that you are better now, I hope that yow
will be out of the hospital scon. I wonder why you were
-x  shot. It is dangerous to carry guns. Why do people
shoot people? <I Hope _you get better soon.
- Love,
Joy
) On‘Aprll 28, 1981, a second-grader from Rockville Capnter, Long :'
Island, became a nationwide celebrity. During his first public appear-.

ance after the shooting, at a joint session of the Congress, President
# \
' o . .
‘ .
. -1.1;3 \\ ‘? .-
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Reagan thanked the American people fo% all their good wishes and read a

.
- N s

letter from <young Peter Sweeney. ‘ . N
.The youngsters in my class had received a thank-you note f}om the o’

pres However, on the morning after Peter Sweeney s letter was

ent.
réad on national television, the members of class%if40 were elated
They, too, had made ai important connectioh to the White House and to. "
the president of the United States. Nothing better demcnstrates the.i

value of let'ter writing in’ elementary school social studies. L
-~ .
ES » M
- / *
» ) L4
¢ ’
q .
LS
- Y .
. . N = 8
' ,/ [} h J%}}?ﬁ;‘ * »
’ %
Ty ‘ =~ B 4
. . . . -
x .
% R
.
,»/‘ ¢
Y - ‘
. ) ‘ < -
N .
. ! o’ Ny N
. . 2 : -
“
; ~ L]
“Ew B . \
s ' . ¥
N B . ¢
, *
. .
v/




1 .

l4., USING WRITING TO CONDUCT A FANTASY FIELD TRIP
\ L3 . .
\ .

// 1 By Carol éalay . ’ ’

Field trips invo}ve the senses in ways that no textboak can. * After
venturing beyond the school grounds,' students often return to thelg,
classrooms more motivated to disqover what they can leamn from their
books and teachers. Recogniziﬁg this 'truism, I one day eagerly planned
to take my l1thygrade American Civilization students on a field trip to
Williamsburg, Virginia. Simnce our school is located within a four-hour
drive of Williamsburg, we /thought we would get an early start, spend the
day, and return that eve ing. However, we were sorely disappointed when-
the school administration denied our field];rip request'becayse of lack
of funds. We groaned and complained, expecting that our study of colo-

-

‘nial'life in America would have to be Telegated to a few dull chapters
in the text. _ oo - * '

” Fortunateiy, this did not happen. ‘I discovered that one of my col-
leagues possessed 50 slides of Williamsburg, purchased on a previous:
visit there. However, rather than simnly show the siides to the class
while lecturing ahput facts of interest, I decided td use them as "arti-
_facts" and let the students dig up relevant information which they, in
_turn, would present to the class. We would be able to u}sit" Williams-
. burg even though we could not leave the school.

Thus was Born our "fan%asy field trip." Although my experience
involved secoﬁdary stndénts, with some modification elementary school
teachers can readiiy adapt thig t@bhnique to their specific age groups .
and subjects. , e o ' '

First, I allowed my students to divide themselves into gtoups of o
five or six. Each group chose a leader and selected a place;in Williams- >~
burg that par;itularly interested them, such as the Raleigh Tavern, the
Gove&por s Palace, or the Apothecary Shop. I then gave each group apprd-

priate slides--usually tHree or four for each site--and\the following _

-
y
. L4

‘instructions. ‘ T
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Study these slides by observing them' and listing details ' ,
T that will vividly describe them. Infer the purpose and/.

. or fuhction ‘of the places you observe., You will addi-~

‘ tionaliy research a related topic of colonial life around
. 1750 which 1is relevant to your location. (For example,
o the courthouse group will be\responsible for researching
‘colonﬂél crimes and punishment.) \ oo

‘ Your objective is €0 write a script that ingludes -this
‘.’ information. You will later tape the script which, in
- its final fo;m, will provide a guided, informative tour
! through the slides of your Williamsburg site, =« ‘ ’/W

-

Essentiallx, each group was to create its own learning station. 'The
culminating event would bera visit to all stations and, consequently, a
tour of the, major gites in Williamsburg. "~ .

! The knowledge that their audience would coz}?st of their _own class— \ K

.mates fired a friendly cOmpetition between grou s which resulted in many

v

—

creative tomches far beyond my own expectations. ¢At ‘the begihning.of }
each class period, I'assigned specific objectivesrﬁor that day. Group .
leaders were responsible for guiding their fgroups in accomplishing ‘all °
‘the tasks necessary for the finished prbject‘as well‘as for keeping me .
informed of their groups’ progress. :
After“explaining ‘to’ the class what the final outcome of the project
- should be, I gave each group a list of tasks. The group leaders helped
their members split up these assignm/nts and then submitted Eists of
their members” duties.. Becduse some of the jobs involved more time and
effort _than others, people doubled up on'some tasks, Conversqu, it-wad F;
sometimes possible for one person to handle several jobs.- What was
important, however, was that the students, not the teacher, decided how
each group would operate, with. the understanding that the final grade
depended on sharing as well as accepting responsibility.‘
In additior to preparing descriptions of eachslide and doing the

related research, each group had to produce a sign for its location, a

coloni‘l culinary confection selected from a collection of authentic ‘ ';
18th— century recipes, and~a poster displaying the recipe and its source.

However, writing the script for the slides was the central task of. each o .
group., This" involved organizing the research, creating the script,-and,
finaily; producing a -clear tape récording. I encouraged each group to , '

" listen as one member read thesdraft Scriptvaloudw jIn this way, errors

in grpmmar,flogic, sequence, and content could'be'noted and corrected.~

A ’ ’ ]
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. / Moreover, I asked that all the scripts be uniform im length~~four
s . ;6 six minufes. This time restriction forcedwthe students to TYeread and
}4evise their scripts in order to'meet\the requirement. * As I circulated-
: // fn the classroom during this'phase%of the activity, I heard grodp members
' commenting, "Slow dowu-—you;re reading too fast" or "We need more..
material; this just isn't going to las% fOur minutes." This was a
- natural solution to the problem of teaching students to take a second or
even a third look at what they héve written. Besides, studeqts them~
// 5 selves tend to be the toughest- critics Aware of 'keen peer scrutiny,
the groups worked very hard on the revisions so that their final scripts
. would run smoothly and hold an atﬁen&ive audience.
The students showed off theirﬂabilities to entertain an audience by
'prese;é}ng their information in many imaginative ways. The Governor's
Mansi
Whén visiting thd Raleigh Tavern, tourists heard a rousing l8th-century

drinking tune sung by enthusiastic students. At thegﬁd&ltgerof w%ﬁiiam

group provided harpsichord music as a background for its script.

and Mary, the tour guide interviewed historical graduates who told’us of
challenging curriculum and difficult examinations. Even the sigﬁ making

"gaol" when our eyesimet a wooden post inscribed by a student in her

wood~burning class.4 The sign at the George Wythe house was a blueprint

of the home drawn by a student aspiring to become ag architect. He also

s brought information on Georgian architecture to his group which was inte-
grated into the script. '

In addition ‘to the 11 groups working on varidus Williamsburg loca~

tions, a 12th group waS'assigned the role of Chamber of Commerce. This

* group worked to unify the project and to provide background information
‘fox the tourists. The Chamber of Commercq learning station was different
in that it was solely visual. BB{ng charts, diagrams and draﬁing;, its
creators illuatrated the city history (how and when it was founded), its
population around 175Q, its leading citizens, its contacts with England
and other coloni%s, its ethnic groups, its major industry and crops, its
religious makeup, and the role of slavery in the community. A highlight
of this group's work was a wall-siée map of Williamsburg showing the

’ point?bof interesf on our class tour. The Chamber of Commerce publicized

our tour by extending invitatioms to faculty, administrator§, and other

-~ H
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became an eiciting opportunity.” We knew we Qhad come to the Wiiliamsburg e
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students outside of our own class, The group tackled this assignment by

"( first researching colQnial calligraphy, then writing invitations which

’ they duplicated, foldéd, and stamped with sealing wax, all according to'
proper colonial etiquette.

My stddents became totally involved in the field-trip productionp
thereby creating a learning'ei;erience marked by their own individual
-talents, ijorked with my students, welcoding their'suggestizns along

the way, so that the tour would belong to all of us. )

_Just as my students' ideas made our field trip unique, so.&pgld a

different class be able to design its own version. Although I taught in
an opéﬁ—spacelschodl and had a large area that could accommodate 12
learning station$, a regular classroom could‘contain five or six sta-
tions, which would.still allow for a diverse tour. Other ¢ asses‘could
contribute different stations, if they wished, and all students could
benefit from the work of students outgide of their own class.

* Finding time to prepa;e the: trip is not necessarily a problem. My
special circumstances 'includéd a two-hour block which enabled me to con-
solidate a schedule. However, since much of the research angd.preparation
of materials was done outside of class, the entire activity could be
cdmpleted in approximately seven regular (50-minute) high school class
perinsf :(Upper-elementary—school students might require somewhat more

* time.) I followed this schedule for in-class work: .
1 hour: selection of groups, assignment of tasks, pre-
view of slides
1% hours:-research in school library

1% hours: group coordination of research into polished
' scripts, ifcluding prattice readings a@d revi-
. . sions s

}s hour: se;ting up of statkons, signs and wall decora-
tions o - . .

2 hours: field-trip experience; all students circulated
through all 12. stations -

Y% hour: self- e»aluation

'?inally, e required certain materials. For each group I needed a
slide projectar and a tape recorder. My students supplied their own
blank tapgs, which I returned after the field trip. In addition, we

used:extension cords, construction paper, masking tape, and white paper

-
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were impressive indeed.

- On the day of our “fantasy field trip," the classroom bustled with
lagt-minute preparations. Leaders checked to be sure their stations had
all ‘the necessary items: slides, recorder, tape, and script (in case of.
technical difficulties with audiovisual equipment). Then we were*ready.
—_— With the lighqa out, we began our journey. After five or si%X minut s, a

flashing of. the lights signaled that it was time to move on to the next

- cation.
” [ - * *
g\ As a result of this experience, the students agreed, they had
learned a great deal about'Williamsburg. ~Some~were,even eager to organ-~

’was not so much in its outcome as in its evolution. My

of thisvproject
students sharpened their.research, organization, composition, and revi-

sion skills. - They learned hbw to cooperate in a group and how to accept

responsibility; if someone was not producing what he or she had promised,
group pressure clearly'communicated that this was unacceptable behavior.

More often, groups supported their members for tHeir contributions, thus

bolstering each student's kpowledge of his or her own self-worth.

1 am convinced.that the reason why the students felt comfortable in
the group setting was because of the diversity of tasks, each requiring
different kinds of skills. This allowed students to select éasks best
spaited td their strengths. Fot example, one boy, generally not academic~
- ¢ ally motivated, displayed his technical prowess by managing all thes AV

equipment for his group. Another student diligently practiced reading
B his group script aloud until he felt satisfied that he could produce a
professional-sounding tape recording. Others, more artistically
inclined, designed signs and recipe posters, while would-be chefs conbed
our library's historic cookbook section for exciting recipes. Inquisi-
+ tive 'students immediately headed for the library to research information
they needed for their ‘scripts. For’ the most part, my students realized
/ that some jobs required more work than others, and that the amount of

time and effort spent would readily show up in the final product. Hence,
i grades were relative with studénts, in effect, deciding their own grades

4

on the basis of how they had chosen to contribute to their groups.

P for screens, Hhen ve finally zollected everything we neeaeﬂ‘_the results

ize their own family excursions there, However, I believe that the value

«
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« I was pleased to watch all my students actively participating. /How

proud they, were when visiting--administrators and faculty members sat
down at thejr stations! They were even more delighte& when' another
social studies teacher borrowed their tapes and scripts S0 that//he could
set up the field trip for use in her own classroom. 7 a

I was even more pleased by the opportunities chis proaect provided

for students to use and improve- their writing skillg‘ When asked to

write a composition, students often lose sight of the process every
- writer must encounter; they became anxious about producing the final
paper. But writing was such an integral ;:}t of this project that stu-
dents actually became wiliing participants in writing without even rea%j
izing it. While looking at the siiaes, group members noted'end then
pooled the visible details about a room. Next, assuming the role of
docent,. they arranged those details into narratives so that their scripts
would guide the eyes of other students around the room. Furthermore, in
the process of researching topics related specifically to their slides,
students gathered information which they wove into their narragfves. '
For:example, one room in the Brush Everard house had a fine display of
children's toys. My students could clearly describe the playroom, but
they felgt that their describtion was inadequate without furtHer explana-
tion of how the toys were used. After some research, they expanded

their notes on colonial childhood pastimés into colorful sentences and

- -

added them to the narrative. .
The first drafts of the scripts revealed several common traits:
they were written in several.hands, in ink and in pencil; they were full
of scratchouts, from single words to entire paragraphsj they were marred
By'misspellings and grammatical errors, and they lacked transitional
continuity. However;'after wany practice readings of the scripts, most
errors were corrected and transitions from slide to slide were supplied.
Students who rarely took the time to.go over their written work were
recognizing the henefits of reading and listening .to it. They discovered
ant they could hear mistakes bettﬁr.than‘they could see them. There
was als¢ a desire within each group to create the very best script pos-
sible. Being thus motivated to excel, the students, becameleffective
editors of each other's work. They searched for the "right" word by
asking their fellow groﬁ% members for suggestions. Dictionaries and

grammar books were consulted with little proddiné from me.. One student
* g
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in each graup recopi?h the script: thch was once again criticized'and
tightened up by the group the next day. When a script was finalI§
acceptied by the grqup as the final draft, it was taped. 1In this manner
Jny students had practiced all the necessary skills which lead to polished
writing. - “ .
" The destination for a fantasy fleld tria\§an be anyplace--perhaps
an Indian resérvation or even the solar system' A trdp ‘can be easily
modified to_suit the age of .the students and the subject they are study-
. ing. Slides may be replaced by pictuﬁes, photographs, or real objects, v,
U Y or the students themselves can draw or rconstruct the "artifacts" that
v . }' will provide the basis for a script at ;hch statiqnf The “progess i have é
described is highly adaptable because any scnool-age child can benefit
‘frcm group interaction and prepare and éape a script. )

[
Learning centers are not a new idea. What is new about this idea

PUTeT LS
.

is that the teacher allows the students® ;o create them, thereby involving
. class members in an activity that calls apon their own resourcefulness, !
Our fantasy field trip engaged students %n all the major steps of the

"+ writing process. They actually enjoyed ﬁ;iting to learn social studies

contenthand they improved their writing in the process. " s
Py v

»

Ao -




-

-

3

" of the school librarian, to6 find out about ancient Greece.” " (A list. of
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15. WRITING TO LEARN ABOUT DEMOGRACY

’ . n *

By Betty Dyaimett . o<

A sea of puzzled fifth-grade faces filled. the classroom one Monday = #
morning. Why the puzzlement? Posters displayed' around the room
announced "Trial of Socrates Coming Soon" and.asked "Is- Socrates Innocent
or Guilty?" Thus began a series ofhiessons involving writing which were
developed for our fifth-grade basic social studies curriculum-unit on *
ancient Greece. The initial idea had" grown out of my work the previous
year in cooperation with a student teacher, Hope Strainer.

Our overall content goal was to compare and contrast ancient and
contemporary democracies. To make this subject more relevant to 9- and

10-year-olds, we decided.to have the students prepare and conduct two

«mock trials of Socrates--one to be set in ancient Athens and the other
LY

in the contemporary United States. Central to this unit were to be

.

student-prepared scripts. Our students would use writing as a basis for *
thinkini

and speaking about justice in antient Greece and the United
States today.

’,

Our writing could not begin until we had collected considerable

[

background information. Hope and I made charts displaying introductory

information related to the three branches of government in ancient Athens

and in modern America--executive, legislative, and judicial. . This infor-
mation_provided‘a starting point for an in-depth study of the two judi~-
cial systems’

We spent three days hearing orai~reports by several, students on the ;»f
workings of the U. S justicersystem Resource people from. the community -
also came to give first-hand information’ concerning .thé courts. -

Whrfney 8 father, an attorney, answered ,many questions about court pro-
ceedings. These people provided.the students with a basic understanding, .
of how our courts ‘operate and a familiarity with some basic legal
terminology. ‘

Next it was time to delve into reference books, with the assiSCance

useful resources for student regearchers is included at the end of this 2 4

L] . ’(
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p ? chapter.) The children gathered- information which would be transformed r

Anto their own informal script§ for mock trials of Socrates under the
' ~’Mhthenian and American systems. g h . 3 l v
In order™ to help students foc&s on the task, we assigned each one a .

' specific rolej partly on the basis of reading ability. (Because, of the
limited'material on Socrates wgitten at d fifth-grade level, the more
difficult individual roles were gfben to the bettgr readers.) All stu-

.. dents received roles which required summarizing some reference material,
and every member of the class had at least one role. Some were specific
o~ individuals. Others sat ¢n the juries. Some students portrayed individ-
qgal characters as yell as participating as jurgrs.

We developed a set of role cards to guide the st%gents in writing
their individual parts (see Fig;re 4). The questions on the role cards
were designed to help the students.understand their roles in the trials

K and develep ‘their characters' points-of syiew

The students spent two days searchivg for information and takiﬁg
notes. After they had answé;ed the questions on their role cards, the ' o
thildren met in groups to cogrdinate, write, and edit their scripts.
The class was dividedinto the following four groups: o

Group L (Amerift:%. defense witness and attorrey, judge, three

L& jurors.’ ’ ) ;

¢ -

-

- Group, '2 (American): wifnesses and attorney for the prosecution, .
Socrategfithree jurors, : ) ?: . & .
» ; p3 (Athenian)' Socrates, witness for Socrates, four -jurors. ' A

. . & Grou¥x4! Bailiff, witness against Socratea, four jurors (two Ameri- s
\»: ‘ can and two Athéﬁ?\n) - .A§:\ H - ot . f -
N ! The students did not actually write complete scripts for the trials,

each ‘one prepared a script- for his or her role. 1 eXplained that the
/astudents could refer to or even read from their.scripts during the e
g R trials‘ they did not have toimemorize their parts I also explained. ‘

o u“that they did not have to y other students parts. I did ask the
Va:torneys and witnesses to‘!irdinate and sequence their questions and

e answePs and to let the ‘judge know what they had decided. Our background

study and research had made the students sufficiently familiar with the | )
trial formats.so that they had no problems knowf@g how the various ﬁgrts . .

.- “ 'would fit together\ For example, in the Athenian trial the only speeches .

s . .
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. . Loe . '
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required were by Socrates and those’ speaking for and against him. In
the American trial, however, more characters were involved, 80 a sequence
sheet was develeped which indicated the order in which people would be
'participating, : 3, oo
After drafts of the individual scripts- had been completed, the stu- =
‘dents shared them with their groups for feedback concerning meaning,
accuv%cy, and_clarity. Then they rewrote their scripts, making revisions
on the Basis of*thid¥feedback. On the following day, the groups met
. again to check.theif final scripts for capitalization, punctuation, and
}?elling; I provdded assistance when needed. Corrections were then made
on the final{draft. After these final sessions, we rehearsed each trial.
We were then&ready to try out the trials on an audience. <
Visiting classes were greeted at the door and 1léd to seaté! in.the
crowded classroom. Teachers were given signs to wear identifying them
s as repre‘entatives ‘of "NBC News," "ABC News," and "€BS News" during the

e

American trial. ¥ ,

The Athenian trial began with a witness speaking im favor: of

Id

Socrates. Next, a witness speaking against Socrates acqused him of

corrupting youth and being d%faithful to the gods. As Socratgs, o

+Chrigtopher then gpoke in his own ﬂefenge, using quotes from the origi-

F 4
nal speech. - The scripts written earlier proved most useful to all
involved, B /) - )

Because an Athenian'jury'cdnbisted of between 201 and 1,001 jurors, g

everyone in” the room,’ including the visitors, became Athenian jurors.

By a show of handah a majority of the jury found Socrates guilty and

gentenced ﬁﬂp to death by drinking hemlock. Socrates was given a cup of

aater, and'after)asfag}ering around the room for several seconds, he

dropped to the floor. The students really got into the spirit of the
activity! ' A " ’

-

&

> Discussion followed. The class examined Socrates's decision to die ‘
for’what he believed rather than live out-his life in exile. We dis-

cussed what values the students would be willing to die for;® the answers

1 n " n

included "my mother, my family," "y dog,"‘"my country,"

b+

my brother,

“and "freedom."

-
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. Figure 4 ' .
ROLE CARDS FOR MOCK “TRIALS OF SOCRATES

’

X ‘Socratgs ’ - ,
(Athenian trial) . ' . .
oo . 3
1. |, Why are you on trial? ; P) . '
2. I;{!y do you feel about what people think of you?,
] . ‘ — 2
. 3. e Socrates' speech' from the textbook to plan your defense. )
L] ’ J -
& . : " T Socrates ‘ , ?
— ‘ (American trial)
1. Why are yo tri 17 ) ’ v-J
y are you on a -« - . ~ ~
2. What are some of the things you have been doing afd saying? )
) ’ ? ' ’ Ty,
b4
» i ¢
-2
Judge * :
(American trial) - .

1. What does overrule mean? , -

‘2. What does sustained mean?

3. What will you do 4nd say if the courtroom gets noisy?

4, What will ybur sentence be if Socrates ts found guilty? " -

l', N ' ¢ - )
5. What will you say if Socrates is innocent? ’ ¢
R .
125.
Q . 126
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X
\ .
. / i
. : tre - .&
) . . Attorney for the Defense 2
. ! (American trial) ' -
1. What does: attorney for the defense mgan? ~
2., "What.is the First Amendment?
. =
". 3. What are some questions you can ask to prove that Socrates is
g innocent? . )
' 4. What is your closing statement? Use the First Amendment to
. help you.- , ’
¢ . ’ '
5. When you are finished, meet with the defense witnesses in the
- American trial. . ,
: « '
’ B ‘ - 7
- « Attorney for the Prosecution
. o (American trial) . -
1. What does attorney for the prosecution mean? :
’ 2. What is Socrates guilty of?
.. 3. What are some questions you can ask to show that Socrates is
' guilty?
AT ) ’
: 4. What is ygur closing statement?
2 7 . _ ‘
: ‘5. Meet with the prosecution witnesses in the American trial
’ ‘ when you are finished.
i
L3
. ¥ )
. < Witness for‘the Defense : .
(American and Athenian trials; separate card for each)
- 1. . What does witness for the defense mean?
2. How do you feel about what Socrates is doing? ,
¢ 3.

What are some of/éhe things he has said and done £ : you to
be on his side? .

+

-
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: Witness for the Prosecution
(American and Athenian trials; separate card for each)

1. What does withess for the prosecution mean?
2. " How do you feel about what Socrates is doing?
3. What are some of the things you have seen Socrates do?
4. What are some of the things you have heard So s say?
/ .
3 - -/
Ay Jury‘
(Athenian trial)
1. What is Socrates acculed of doing?
2. As an Athenian freeman, how do you feel about what Socrates
has done? 1
-~ - ./'_ N f
3. How will you vote? Innocent or guilty? '
P N v
4. How will you show your vote? :
= Jury ’ -
' »  (American trial) _,
l.- ’What are your responsibilities in this case?
. ' ” . @
2. What does innocent mean? . # b
3. What dbes guilty mean? ~
4. How will you show your vote? : ‘
"
s - 1 2 7
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e ) okésman for the Jury
American trial)_

L

1. VWhat is your job?’.

2. What does innocent mean?Zs

4 & .
3. What Eoes guilty mean?.

4, Whatxwill you say when the judge asks for your verdict”

Remembér that there are two choices.

<

’ & / st

+

Bailiff
(American-trial) -

1. What is a bailiff? _
2. What are your duties during the trial?
P X

4. What prop do you need?

\\ o«

. R ‘
3. What do you s#® when-a witness comes to the stand?

7

128

129




N

The American trial began'with the/ bailiff asking everydne to stand
-as the judge’!’entf_red the ‘oom Kevin looked very authentic “ip his long
black robe.® Subsequently, witnesses were sworn in by fthe bailiff,
examined, and cross-examined. Judge Cox at times had to overrule an
attorney's objection, as when the prosecuting attorney asged a witness
for the defense, ['Have ‘you ever” gone around town talking out, of your
head 'like Socrates?” N T 7. ‘ .

Carl had written.Soérates's origipal spZech in today's language.
It included. such statememts as: &Q,was;just standin' on the corner
talkin' to a '‘bunch of kids. That's not against the law. I have the
right to freedom of speech, don't I?" The case was argued from the
" standpoint of upholding, the First Améndment .
. After clos;ng\a;guments by both attorneys, the jury was asked to
- leave the roofi to. re;ch\ifs verdict. This time only 12 jurors”were
involved When they returned to tbe classroom after several minutes of ,
deliberation, Judge Cox called Socrates te the bench and asked the jury,
"How do you find the defendant, guilty or not guilty?" o _
’ “Not guilty, You nor," responded Ernest, spokesman for the jury.

Cheers, shouts, and applause filled ?he courtroom, with only a few
scattered boos. , Banging his gavelk, the judge brought the court to order

-

and declared, '"Case dismissed!" p

buring the discussidn that followed, students compared and con~-

&

trastgd the Athenian and American justice systems, identifying the
advantages and disadvantages of each. The students concluded that in
the Achenian democracy more people could ,act, as jurors and represent the
public, while in the United States the judge knows the laws and is fairer
in passing~sentences, They also decided that the size of a country is a
factor in the operation of its government. Changes through the ceqturies
in people's attitudes toward individual rights were also discussed.

, The day after the American trial, epitaphs for Socrates were written
‘on construction pap%r cut in the shape of tombstones. These were then
placed on the bulletin board for all to enjoy. Two of the epitaphs were
"He died for’what he believed in" and "He only spoke the truth.”

*In the space of nine days, the class had researched and dramatized .

the trials of Socrates. More important, the students had learned about

. /

democracy.

W
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Writing played a centraf role in thisisocial studiesiﬂearning
experience. ,The process of writing the scripts not only motivated stu-
dents' research, it served as a vehicle for coming to grigaewith the
major subject of study and for forming and communicating ideas’ -about the
subject. Comparisons between ancient @nd contemporary demécracies were
made more meaningful to the students: The prewriting activities of
iresearching and answering questions enabled students to focus on the

specifics of the project. . ) : '

.

. §
Reading parts orally in peer groups allowed for constructive feed-

back to ea;i/&ndividual student. Frequently, errors in punctuation,
omission ) rds, and awkward construction were recdgnized By the
readers themselves. The importance of cléar and precise writing was,
made evident as peers reacted to each. plece of writing.

Peer groups-also provided aid in proofreading and revising individ-

final scripts. a{This process exemplifies the unit concept of individuals
together making a democracy work. . ¢

The writing of epitaphs required students to summarize their‘concep-
ﬁions of the life of Socrates. This activity proved .valuable in solidi-~'
fying the meaning of democracy. e o

Thus, student writing was the core of this unit. ‘Certainly the
activities we undertook had some rough edges—-&dges that can be nolished
as the unit is revised.and repeated. However, even in sheir,unfinished
stages these mock trials demonstrate a strategy that permits studeﬁts to
write to learn content in elementary school social studies and to prac-

.- ) tice some of the very concepts they are learning about. K

¥
* f‘—ff/
Resources for Students N

Bogtick, Nancy, et al. Greek and Roman Civilizatiod. Boston: Allyn
and Bacon, 1975. (The history and o7kanization of Athenian democ-
racy; the life and trial of Socrates/ - .

Brindze, Ruth. All About Courts and the Land. New York: Random House,
1964, (Organizatioh of courts and glossary of legal terms.)

Coolidge, Olivia. The Golden Days g§ Greece. New York: Thomas Y.
Crowell, 1968 (The life and trial of Socrates.)

- . Katz, William Loren, and Bernard Gauébran. The Constitutional Amend-
ments. New York: Franklin Watts, 1974. (A description of the
. - amendments,) -
N . >
—
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ual drafts. Students were then more confident and eager to rewrite their. -
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Morris, Richard B. The First Book of the Coﬂétitution. “New York:
Franklin Watts, 1958. (An introduction to the Constitution and

contents of the amendments.) :

" - “ / ' - '-‘"‘
- , Robinsom, Charles Alexandria, Jr. The First Book of Ancilent Greece: o
New York: Franklin Watts, 1960. (An easy-to~read book on ancient
. Greece and the life of Socrates.) .

Uviller, H. Richard. "Courts." 1In The New Book of Knowledge, vol. 4.
New York: Grolier, 1978. (Description of the proceedings of a
: ourt trial,) " i ' ' ’
/ Van Dyyan, Janet. The Greeks: Their Legacy. New York: McGraw-Hill, '«
. o, date. (Ancient Greek history-and the life of Socrates.) J
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' N " 16. LEARNING TO WRITE IN "SMALL BITES"
' . By Janet'Cuenca ?
- i - ! . « " =
. "In my 20 years as a teaqhe;(of lapguage arts and social studies, I - w
have spent much time trying to resolve the dilemma every teacher faces: !

- how to get the best results from my students without working myself to
death at home. I 'know what's good for my students: they should be °
encouraged to think and write about content ga;erial every day. They
should get immediate feedback on their efforts, and.they should be given °
time to revise wﬂ;t they have written and to correct errors in'mechanics

and content. ,But I know what's good for me; too: I should be able to

o

spend my even%%%g and weekends living my own life. I need to read, spend -
time with my family, travel, and tend my garden, not spend every minute
grading stacks of papers.
I have evolved aASequence of lesson-steps which has helpéd me to
resGlve fgia'dilemma. If 1 5; to use writing well, it seems to me that
‘ the Solu%ion is Fo break down a writing ‘effort into a series of short,
. easily learned, and easily’evaluated, tasks. Students can write each
day, but I don't have to carry the work home with me to evaluate it. It
is a humane sysfbm.for both students and teacher. The key to this sys-
tem is underlining. . N '
The set of tasks involved in underlining lessons should be carried .
out in sequence. However, it is not intended that the full sequence be
carried out every time students write. Rather, the sequence can be used )
step by step as a device to teach students each stage in ‘creating a good
composition. The sequence, in whole or in part, can also be repeated as
often as a teacher wishes, considering the time available or students'
needs for reinforcement. hFinally, this series of steps can easily be
carried out while é class 1s engaged in activities related to any social
studies_unit. ‘ o . .
Before beginning toxuée underl¥ning lessons, it may be helpful to
uhderstand thazéhswers to three major questions about them. First, with .

"what.problem is underlining deéiéhed to deal? Second, how are these y

N 32 /0 . )
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‘ lessons creatéd- and presented? And third, how can un&erlining lessons

be used in the classroom? . . -

Underlining lessons are designed to correct the tendency to include /

irrelevant material in an essay. I found that students included "every- Lo o

thing but the - kitchen sink" in their’éﬁsays. If a piece of information

yas included in, the reading which accompanied the questiag, sfudents

éeI% justified in using it, whether or not it pertained to the question. \ ,
< For example, ort one occasion my stugents werer;ssigned to.explain why

the ancient Romans had builg thadr exgensive network of roads. The read-

ing explained this clearly, but it alsé included material on the steps ¢ -

involved in actually cohsérugﬁéng roads: The vast majority of students }

devoted more space to telling how the Romans built roads than to the 3

information required bx the question. )

1 designed my first underlinini'lésson to correct this error in
thinking. I gave each student two identical -«copies of the reading. on’
one copy I,asked the students to underline sentences that told Egg.qqk

Romans built roads. On the other, they were asked to underline sentencés

that told why the Romans built roads. After discussion and correction
of errors, students could ray the two readings side by side and have a
visual reminder thatrﬁor%,than one essay could be written from a single
set of informationm. ?his process helped them to see that a text gives
information about many aspects of a topic. ) | |
To further explaih this coﬁcept, I used the analogy of a toy bpx.

In a toy box one might find Tinker Toys, :Lego bricks, Lincoln Logs,
dolls, and little cars;énd trucks. These items all belong in the toy
box because theéy are all toys. Similarly, both kinds of information ’
belongs in the reéding about ancient Roman roads because the reading is
all ahoﬁt Romag,;czﬁs. All the toys in the toy box are fun to play with,

¢ ., and all the facts about the Roman roads §ré interesting to know. How-

;;er, suppose a teacher gives ; young child the toy box Qith the ins;ruc—
tion to buyild something with the Tinker Toys. If the child then includes
some of the Lincoln Logs or Lego bricks in the project, the teacher has.
4 problem: < Did the child deiiberatély ignore the directions, or is it

’ th;t he gr she genuinely cannot tell the difference between Tinker Toys,

Lincoln Logs, and Lego bricks? 4 student who includes the wrong infor- .

mation in an'essay creates the same dilemima: Did the student ignore the

- { A o 133
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question, or is it that he or she genuinely cannot distinguish between

general information and that which Specifically answers the assigned
question? My students’ responded well® to ‘the toy-box analogy. Now, #hen
I give my students an underlining assignment, I tell them, "Remember!
Use only the Tinker Toys!" ' .\

Underlining lessons are not difficult to make and present. The

basic ‘steps are obvious: select a reading, type.it, and duplicate: it. |
However, the lessons might take various forms. One form is to give'eaeh
student two identical copies of the same reading,_ and ask the students
to underline material for, two different questions.'@ﬁnother’form is to
give each student one copy of the reading and just one question. A third
form is to present the lesson at different levels of difficulty in order

‘ to accommodate low-ability students. The majority of students get the

full reading, while low-ability students receive a shorter vefsion of
the same 8selection. .

Regardless of what form the underlining legson takes, the following
points should be kept in mind:

--The reading should always contain more information than is needed

to answer the question, so that the students need Lo think about what to

use and what to diséard. '

5~
--The passage should focus on a major point of the unit, so that it

reinforces content that you'd need to emphasize in any case.
. --The patterns of the lgssons sﬁould be.varied; one time a great
deal of information would Be underlined fﬁe next time very little. On

one occasion the material to be underlined might be all together in the

’middle or at the end; on the next day the material to. beeunderlined might

be interspersed throughout the reading. If only one pattern is used,

- 1] . . 3
students tend to underline. sentences according to the pattern they expect

- to gee. .

Underlifiing lessons may be used in a variety of ways in the class~

room. An underlining exercise is an excellent way to begin a writing

project. Papets can be evaluated very quickly by the teacher (at about
the rate of two per minute, with an answer key) or they can be discussed
as soon as everyone has.finished underlining and evaluated’ later.

In any céSe:,a*fdllow-up discussion is crucial. Students should

verbalize why a sentence is underlingd--or not underlined. (Explaining

o134
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'EEZ.ESE is as important as explaining why.) For example, in a discus-
sion about, the Tasaday's stone tools, it is inportant that students see'
that they should not underl%ne sentences ahout the device for making
fire. (That tool is made of wood, not stone, and the question specifies

Stone tools.) Stddents who made that error will read questions more

carefully in the future. On the sample handout in Figure 5, one sentence -

is enclosed in brackets. These brackets indicate a sentence which might
or might not be underlined. A person could give good arguments for
excluding it as well as for including it. In such a case, I count the
answer neither right nor wrong, and I try to get a good diseussion going
in the class. As the sentences dre discussed, each student should under-
line sentences which he or she overlooked and erase the lines from
wrongly underlined sentences. (That's why it's important to do the work

in pencil, rather than ink or crayon.) If students are going to go on

to write essays in answer to a question, it's important that they end up

with properly underlined readings to work from. \

‘tAn underlining lesson is useful even if there will be no follow-up
essay. The underlining process itself ?ore;s students to think about-
the material they aré reading; it~ is an excellent exercise in reeding
comprehension, and it reinforces whatever social studies concepts are
being emphasized in thae parg of the d;?Ei

. The sampie lessons outlined below illustrate each step in the writ-
ing process I have been using suéeessfully with fourth-graders. The
content wae taken from a fourth-grade social studies writing project on
"The Tasaday's Stone Tools." Teachers of older or‘younéer students can
adapt these procedures to fit the needs of their students.

Step l: Underlining Relevant Information. Give each student a cop¥y

of a short reading, taken from their text or fraqm an appropriate supple-
mentary resource. (The handout given ?o students at this point is repro-
duced in Figure 5. Only the answer key is reproduced here; the student
copy is not underlined.) Go over the directions with the class, empha-
sizing that the underlining should be done in_peneil.. As the students
complete this task, check, their underlined sentences againét’your copy
of the answer key. Whefi all the students have finished, go over the

reading with the entire class and ask for reasons why each sentence

1
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. Figtre 5
STUDENT HANDOUT FOR UNDERLINING EXERCISE

Directions: You may soon be asked to write a short yessay about the 1
stone tools used by the Tasaday. This assignment will help you prepare
to write. First, read the entire passage below. Then rereid it to look
for the 'sentences which give information on this topic. Finally, under- ’
line in pencil each sentence that contains information that you ctould
use in.writing about this topic. - ' :

’ *
Tasaday Tools Before Dafal

[When Dafal met the Tasaday, they were using tools made of "stone.
Probably, these tools were like the tools their ancestors had used.]
People thousands of years ago used stone tools. These people were called
Stone Age people. Some social scigntistisihink the Tasaday, were living
like the Stone Age people. . . .

" The Tasaday used a2 hammer ax to pound bark from tree trunks. This
tool was made from a smooth stone shaped like an egg. It was tied to a
short wooden handle. ' .

i Another Tasaday tool was a long, ‘flat stone with one sharp edge.
"~ If'm too, had a short wooden handle. The Tasaday used this tool to cut
rattan (ra tan') into’ stripst Rattan is & climbing palm tree. It has
long, tough stems. The Tasaday used :the strips of rattan to tie the
handles on the stone tools. <. .

The Tasaday also had a small, flat stone with'a sharp edge. This
tool is called’a scraper. Before they had bolos, the scraper was their
most important tpol. The Tasaday used the scraper to shape pieces of

bamboo intO‘nggigg_ggé%ks and knives.
’ To make the stome tool, the Tasaday would first Find a stone that
< was the right size. They might grind one edge against another stone..
This would make it sharp. <

To make a fire, the Tasaday used two pikces of wood. They put a
long round stick in a dent on a thicker stick. ;he men took turns
rolling the round stick between their palms until smoke appeared, Then,
they touched a piece of dry moss to the hot stick. They blew on the
moss until it flamed. ) . .

* . -
Repripted from Studying Culture$ (McGraw-Hill Social Studies), by
J.n. Tupker, R. Meagick, C. Cherryholmes, and G. Manson, copyright 1979,
. with the permission of Webster/McGraw-Hill.
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-should or should not. have b ¢ During this process, spu= e

deuts canﬁorr.e& their OWI}i »,i'
adding those thHat- they gggsed . . 4, ‘

—-erasing‘the wrong" underlined and A

. ki .
| ’ . Step 2: ‘Writing a Tépic Sentence. Explain that the handouts from . N

the* underlining.exeréise will be useful in writing a short essay(, and » .
that the assignment ‘will be "Describe two of the ’I‘asaday s stone tools." ‘ . -
Point out that 'this topic*is almo’st .the same as the one used in the
underlining activity, in this case, however, the students ill_ be writing
. "~ . about o only two tzo stone tools: ﬁll the students to begin % writing a
topic sentence that will introduce an essay about any two stone tools . *
) used by the Tasaday. (‘I‘his step 1is “based on the assumption that the
. students have already learned how.to recognize and >compose a topic
. sentence.) Announce ‘that every acceptable topic gsentence will be graded ¢
"A"; others will not receive a grade. When the students have finished

Q : writing their topic sentences. and gone on tg¢ other .seat work, 0 from
- desk to desk and g}ade their Sentences. -, - T e

Pl

*In gradipg the topic sentences and the "dgtail" s.entence§ that stu- ,
dents will write later, it , is iinportant to ient‘ about minor

-

mechanicdl errors in sentences that are ott'}erwise correct im’structure

. and content. Errors in spelling, punctuatioﬁ" and capitalization can be
\corrected during the final "editin@ process after the drafts of the

. essay are completed However, do not give eredit forv fragmen&s, run-on
\ sentences, or sentences copied, word for word from fhe reading. An

acceptable #opic sentence makes a declarative statement that correctty .

' responds to the assignment' in this case, .a topic sentence might be "'I'he

-4',,,,

Tasaday ‘had tw&j«dseful stone topls." . .,

M
’

kfter.all the pape&s have been checked' and: the grad’eé recorded, & -

Hliscuss the assi‘pmen‘t with the class. Students who received "as" T | Py

should read ‘heir sentences aloud while /?ﬂ 'write them on the board. -, .
. This/process shows the successful st;udents that there can be more than

s ' 'one acceptable topic sentence; Iess successful students can see’ what

. - _ they should have done. Explain that every student who did not receive’

-

an "A" should choose one of the sentences® on the bodkd and copy it for R

* - »

_use in completing his or her essay. o, e * . ,

. -~ " Step 3: Writing Major Suppqrtin&Detail Senten.ces. When everv .

oo studen,; has an accept’able topic sentence, the nhext task is to write two )
{ . ?’ " . . . ' N N . ¢ * '- . ) # ) -
T . . - 8 137 /

-~ oo +




' .
major "supporting detail sentences.~ For this +Iwsson, such a sentence |
+ might be "Their hammer ax was made from a smooth, egg—shaped stone.
Again, go around the room and check papers as the students finish. Use ~
d‘E Same crite?ia for judging these sentences that were used to evaluate
»
\d T the topic sentences. Debrief the activity as before, If a significant
‘ number of students do not succeed in this task, «fou might want to.repeat -
: this step after the unsuccessful students haveghad the _opportunity to
. see the acceptable sentences. e
‘ S )
Step 4: Writding Minor Suppor{:ing Detail Sentences. gn each stu-

dent has written two major eupporting deta{l sentences, t

ean go on
to write a minor supporting detail sentence that expands on the point
made *in each major sentence. For example, if a student's major detail '
- sentence was "Th ir most important tool was a scraper, 3 small, flat, .
. sharpened stomne pg,an. accompanying minor supposting detail sentence might<L
* f'ﬁ | ' be "The TasadayF‘?%d it for making digging sticks and ‘knives out of
- Yy bamboo. " - Follow the procedures used in- steps 2 and 3 for evaluation and
debriefing. - L ' ' ' .
" ‘At this point e.'a student should have a topic sentence anbtwo
pairs of major/mino?’gipporting deta®l sentences Pick two or three
good examples of this combination and, write ‘them on the chalkboard in .
A‘ . paragraph form. Allow some time for the students to copy their sen-
. tences ip paragraph form.
Step 5: Writing a Conclusion . Ask each student to carefully read

his or her paragraph and then write )\one-sentence "conclusio?." Point
* out that a good conclusion does not simply repeat the topic sentence.
SSuggest that,an appropria%e conclusion sgentence might refer to the out-
come of the events desc:ibed in the Raragraph. Th&appinion of the writer

about ‘the facts set forth in -the paragraph might also be used as a con-

clusion. Some ap 5riate concluding sentences for a paragraph on thkis
. topic might be "These tools are just like. tools people used in Stone Age
' times" and "The Tasaday got lots of work dome witb»theSe simple tocls."
Evaluate and debrief the concluding sentences using the same procedures
- @. | ' that were f,ollowed during earlier steps.
»

A -

Step 6 Editing and Correcting. Each\student now has a complete

one~ paragkaph "mini~essay" on’ the toptc of the Tasaday's stone togls.
- . At‘this point the students need to correct any errors in spelling and

- .
1 »
* .

. B39138




punctuation. Allowing the students to éxchange their papers with part-,
ners may help themeigzztify errors. The corrected paragraphs should
then be neatly copi ink-for final grading.

*If the studgnts-seem'rtady to write at greater length, the activity
can be exaanded after step 5 by asking the students to copy the,top
;entencé,'each major/minor detail senZence, and concluding sentence iS?
fouf separate paragraphs. Ongv?; two additional supporting sentences
can then be-added to each paragraph. A fifth paragraph can be added by
discussing a third tool. The possibilities for expahding this activity
are limited only by the facts provided in the student reading. Not all
steps need fo be folt%wed; the series could be ended at any‘point;‘
depen&ing op‘the needs of stgdepté and the amount of time available.

-

I 1ike to use underlining lessons because'théy are short, they are

. . .
easy to grade, and they serve several important educational goals. 'They

also serve as an important springboard to a series of activities culmi- .

. . Y
nating in .improved compositions. .

‘ .
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v ' 17. AUTOBIOGRAPHICAL WRITING TO LEARN SOCIAL STUDIES

5 s - ,

By James Willcdék» . %

. One Ehildigits quietly'alone, contemplating her future. She is

o;ly 10: years old. Another tentatively tastes snaké‘ﬁeat for the first
time, discovering that he may like it after all. Elsewhere, two heads -
"bend tpgether, whispering coﬂspiratorial plans for escape, as another .
mumbles to hersglf numbers representing a code that may lead to her free- .
dom. All these&ldren have either made their decisions or are about '
to make them; no'matter what choices they make, they know that they will
face hardgﬂi%s, the unknown, and possible death--just as they have
throughéﬁt ‘thefr lives as slaves\’ .

'These th-grade students are in the’grocess of determining their
futuresﬁigﬁiierican slavés in the 1850s8. They are participating in a
social*stu&ies Writing unit designed to give students .a real sense of
the Jives of sI@ges, rather than just facts.about~slavery. During’ the
previdus foyr eks, they have written about their lives in Africa, their ’ .
capture, the séiggpyage, their sale, their jobs, and their treatment and, l'.

lives in Amegica s . h
o,

- -

The, basic purg%se of the unit was to find an effective way of teach-

b

ing sl ery'which included the experienCes of slavery as well as thé
factg. ﬁE is imp%rtant in this unit that students realize how blacks

£
%ecame infieasingly separated from each other and from their African
’ s

cultures, how they lost their rights and freedoms, how they lacked con- P

trol over their own lives, and why some-8laves accepted slavery wh ’
others fought back ag's best they could >

¥ %he autobiograpﬁical approach. used in this unit involves each stu~
dgnt in writingx as a series of -seven successive chapters, what is in .
effec#a book'of his or her experiences as an African caught up ig,. the

slave trade and slavery. These chapters progress from life in:Africa to _

the efid of slavery. . ) ' <

* .
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information into their writing. 1In the‘excerpt above, Mark uses African
% beliefs in animism (belief that spirits.exist in plants and animals),
taken from his first chapter, to explain the disappearance of people
-into slavery. . .
Students enj6¥ doing the seCOnd chapter because it involves action
~ writing. There is potential for Suspense in writing about how Africans
changed their ways of life and their laws because of the slave trade by
s either becoming warlike, cowering in their huts at night, ceasing to
farm in order to concentrate og defense, or even becoming slavers them-
selves. The actiomiwriting comes in describing their capture, and writ-
l, ing aboutwfeelings is required in describing the misery of the march to
the sea and imprisonment, This chapter requires more iﬁaé{hation than
the.first, but it is An opsy type of . creativity for students because- it
involves action raﬂher than chagacter development. This chapter is
enhanced by shOWing pictures, and drawings of slave forts, types of
restraints, and glaves in chains; such pictures can be found in many

resource books.

Chapter 3; The Sl¥ve Ship ° .

i They led us over to a pole and chained us to it. Then
i? i they took a large iron out and put it into the fire

until it became red. - They said something, but I
couldn't understandy what they were saying. They took
the iron and pressed it on Tattdo's shoulder. Tattoo
velled with paid until one of them took out a whip,

Then they came to me. I tried desperately to get away,
but the chains were too strong. They pressed it on my -
shpulder. I tried to yell, but the pain was too great.
1€ was like puttimg your shoulder in the fire.—-Chris M.

The horror and misery of the slave ship is the most commonly founi
type of slave information. One excellent selection from Rum, Slaves; g
* and Molasses, by Clifford L: Alderman (New York: Crowell-Collier, 1972),

‘" is a good introduction to read to the students. This chapter requires

yet another type pf writing--descriptive, personal accounts of slaves as
being essentially alone in their misery, yet aware of misery all around
them, ’ ¢ " . - P
In working on this chapter, students should share what they are
ting, either in small groups or wirh the whole class, This 1is a
. Ppivotal chapter because the students?move from story writing into per-
eonal parrative, WHere their fee&ingz and actions are the nost important

- . » N
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aspedt. By sharing, students getrsnppdrt for this type of writing and
feel more comfortable expressing ﬂeelings or writing detailed desorip-

_tions. Collecting and reproducing the\ftrongest passages for class

distribution is a good idea before students rewrite their drafts, since

pu
these good examples can be used as models.
i t

»5

Chapter 4: The Auction

We walked a long time and then we reached a thing with
boaxrds nailed together. About a hundred people were_
standing there. Some white man pushed me up onte it.
My knees were shaking like I had knobby knees, and then
some mey started yelling something in some weird lang-
uage. Some man came and grabbed me like I was a banana
or something. He took me somewhere, but I am not sure
where at all.--Laura B.

By now the pattern of introducing inrormation and then discussing
it before writing has been well established. At this.point the students
can be gi ven information about how and where the slaves were sold. The
discussion that follows can center on what an African might understand
of the auctiop process and what it would be like. Students then write
about the experience of being auctioned. Midway through their writing,
before they get to the point of being sold, each one stops and rolls a
die twice. The die in this unif represents the uncertainty of a slave's
life; the two rolls determine to which of 1l different states each slave
will be taken. (The meanings of the numbers should be withheld until
the following chapter.) The students suddenly realize that Xhey are
being separated from one ‘another. Until now, all the students in the
class have shared the sagg-experiences since leaving Africa. Now, they
discover that they are being separated, but they are not.yet sure where
they are going. This chapter evok¢s more-personal narratives becausé it
lacks the mass of descriptive facts used in the slave ship chapter. The

' . -
students must create more of bh§ sense of the auction in their minds.

Even-more-effective writing occurs if this scene can be dramatized.

A colleague led her students in a FImple but very'effective play depict-
. . o
ing an auction in progress, The lights then went out and a spotlight

was placed on each cast member, whg answered questions posed first by .

'newspaper reporters' (also caséﬁxembers) and then by the audience. The

wititing ‘done after this play was personal, descriptive, detailed, and
\\ .

. \1‘ -
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T , . Chapter 5: My Job .o .
. Suddenly, in an instant, I heard a whip cracking. I
< . looked up and theré was the same man. He threw me some
: old rags. I didn't know why he threw me those rags, but
- " -i ¢ then I realized he wanted me. to put them on. . Then he ¥ ;
gave me wooden shoes. When I stood up, they huyrt my
]? ' feet, ' The man pointed but I didn't know where, so I .
- % Just followed everyone else; Then'I wondered whit to
’ do. I saw what they were doing, they ‘were looking for
¢ rock-like plants. I wasn't very good at it at first,
but I got used to it.  The day seemed never' to end.-- .
Mike W,
N Before the students write chapter 5, the teacher distributes hand- '\
outs containing information. (from encyclopediasf about the climate, work-
ing conditions, and méthodé‘gf gro&ing crops in 11 southern states. R
. Before writing, the students again roll the die. The lucky ones who
roll one certain number become house slaves, the rest work the fields.
¢ With this chaﬁter, ‘the emphasis feturns to description and facts because
¥ of the thousands of possibilities ‘for jobs, treatment, and.living condi-
tions. , - o
ta ] ' . » ‘
. Chapter 6: My Life as_.a Slave L
As the days went by, I saw some of my friends being,
sold down the river. It gcared me<that maybe I
would one day be sold down the river. Then, yester-
day I met up with a house slave. We gave-each other -
" © dirty-looks. At first I was scared and then said
. to myself, "Why?" I almost started a fight then, K »
but my overseer came by and I left quickly.--. }
Karen B,
A roll of the die provides students with information for this chap~-
" ter. The first type of information deals with treatment. Actual quota-
tions from such books as In Their Own Words ‘and To Be a Slave‘(see list
of reéources at end of chapter) can be used to provide this information.
: Another roll of the die provides access to information on such '
1 ] .
attitudes or activities as being hired out to work, going. to a slave
breaker, being married, attendiﬂg,a jubilee, singing songs aﬁd learning ’
their meanings, learning how to act around the siavemaster, the inter- _
. action between house and field slaves, bad times and the selling of
friends or family, and dealing with fears, slave codes, and family life. ‘.
Students can incorpdrate this Information into their characters' lives. ¢
It is with this chapter and the next that sharing of writing again
: g 5 e N EEP
! ‘ '\ l 5 . [\ ~
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" becomes essential because of the wealth of information about slave life
- tpat is scattered throughout the classroom.. Ekéerienoe indicates, how-

ever, that by now students are already gha?iﬁg the informa¥ton anyway.

Chapter 7% The End

One day I was sitting down to rest my bones and I heard
.-~ . someone singing. I looked over and it was a white man
studying the birds. He told me about the Underground
Railroad and taught me the codes.--Suzie M.

- & “ . s

After I was sold to a plantation in Kentucky, I was made
. . a house slave. One day our master Game.to talk to us. -
He said, "Congratulations, I hear you both are getting
married.”" Then we both exclaimed, "What?" "Yep, you
., are getting married, I just arranged it."--Indra K.

". This final chapter requires considerable preparation through dis-
cussions that «€ollow the showing of filmstrips on Nat Turner's rebellion
and on . Harriet Tubman and ‘the Underground Railroad, information sheets
“on the slaveB' perceptions of escaée taken. from the writings of €rederick
Douglass, and readings about the perils of escape, including slave codes,
patrols, catchers, and the Fugitive Slave Law. A selection from Rum,

Slaves, and Molasses déi%ribes runaways in the swamps and their life

there. Constructing a gtudent-generated list of a slave's alternatives,
along with the agvantages and perils of each choice, is“helpful at this
point. l

b —

fhe students can-then choose what they wish to do with their lives-~ "
stay on the plantation; run away, or rebel. After choosing, each rolls
a die to find oﬁt the consequences of his or her choice.

Those who rebel have a very slight chance -of success and a very
good chance of' dying. lThe information they receive basically involves
how they might'brganize a rebellion, how it might proceed, and the out-

-
- come.

‘ Those who choose to run awa§ roll a die to find out whether they
will go on their owm oi with the aid of the Underground Railroad. Infor-
b mation about the ﬁﬁderg;ound Railroad includes data about prominent
- conductors and their methwds and routes. For instance, Harriét.Tubman,

. following East Coast ro;teéf had several narrow escapes. (Calvin Fair-

banks in the central regions used many disgpises, and Alexander Ross in

the West’taughtisiébesfa code to use. For those on the Underground
Railroad, a fimal'roll of the die gives)a conclusion which might include
it ‘ * -
w ) s+ . .
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recapture, escape and a job in a northern city, escape to Canada, near
recapture, or even recapture years 1ater under the Fugitive Slave Law,

Fpr those running away .alone, a roll of the die determines whether
they will be recaptured; joig up with the Underground Railroad
somewhere, find refnge in the swamps or with Indian tribes, successfully -
eecape only to be kidnapped later, or escape completely.

Those who stay face either division of their families, no change at
all, the Civil War, being‘resold, repatriation in Liberia, or any number .
of other personal choices. g

Teaching this type of unit effectively requires quite a bit of
preparation and research, The students need background material to read
before writing eve?y'chapter, and the later chapters require a wide

dvariety of infornation. Most of this information can be secured from
any adequate school library{ The sqprceshlisted at the end of this ’

% chapter,‘along(yith encyclopedias, can provide all the information needed
in teaching this unit. Although- the volume of initia)} wofkK 1g great,
the Emterial is not con3qmed by the studenfs, and’ it can be reused and
added to in future'years: A file of piétures and drawings can also be
built over- time to help the students visualize the_situations about
which they write. Approximately ong month is required for writing, .
discussion, revision, 53& sharing of written work.

. During this unit, student writing proceeds from report writing, in .-~
;hicﬁ facts‘are merely reérganized and restated (as in chapters 1 and

5), to creative story writing and descriptive writing (chapﬁers 2 and

3), to a personal ndrrative, resembling a diary or journal (chapters 6

and 7).. It is important to allow sufficient time for sharing and

revising-~especially in the third and final two chapters, when the empha-

sis is on personal feelings and a largd variety of .informafion. This

sharing protessg inbroves_writing by stimul students to write their
best; it also gives students models of good writing to~emulate. However,
the value of this type of writing unit lies in the development not only
of the students' writing skills but also of their understanding of the
myriad facefe of the slave expetience. Sequential autobiographical writ-
,ing can help students learP history as weli as improve their ability to

write. ) ~

2
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Resourced for Students

~ ¢

P
Alderman, Clifford L. Rum, Slaves, and Molasses. New York: €rowell-
Collier, 1972. (Follows the actual voyage of a 19th-gentury - -

slaver, with excellent descriptions of the slave coast, ghip
conditions, and New World markets‘Q

. . Buckmaster, Henrietta. Flight to Freedom. New York: Thomas Y. Crowell,
N 1955. (Stories of the Underground Railroad, routes, people, tech-
niques, and history.)

- ‘ . ’
» David, Daniel S. Struggle for Freeddm. New Y%rk.‘ Harcourt Bgace ”
* Jovanovich, 1972. (Study of aboiitionist movements with some dis-
‘cussion of slave gonditions.)

&~

Douglass, Frederick. Narrative of the Life of Frederick Douglass. New
, York: Doubleday, 1963. (Descriptive first-hand passages of life
,//_ ) as’a slave; excellent source of information on treatment,)

Everett, Susanne. The Slaves. New ,Jork: G.P. Putnam's Sons, 1978. a
(Bountifuily i1lustrated book with photographs depicting .every -
aspect of slave life from the capture on.) .

Hughes, Langston, and Milton Meltzer. A Pictorial Histogy of the Negg_. .
in America. New York: Crown, 1963. (Fully illustrated subJect— .
by-subject review of all aspects of black life in America, includ-
ing free blacks and the era after slavery.)

Ingraham, Leonard W. §lavery in the United States. New York: Franklin
Watts, 1968, (Easy-to~read description of plantation life and y
rebellions, with good line drawings about slave life.) .

Katz, William L. Slavery to the Civil War, 1812-1865. New York:
Franklin Watts, 1974. “(Much Iike Slavery in the United States in

scope and subject matter, but concentrates more on history than on
slave life.) ,

Lester, Julius. To Be a Slave. New York: Dial, 1968, (Collecti‘ﬁ of
quotations from slaves on every aspect of their lives.)

Meltzer, Milton. In Their Own Words, 1619-1865. Ney-York: Thomas Y.
‘. Crowell, 1965. (Collection of slave quotations describing every
aspect of their lives and treatment.) o . .

In additien to the above books, a number of filmstrips can be used
in teaching this unit. Encyclopaedia Brittanica produces two sets of
relevant filmstrips, A People Uprooted, 1500-1800 (five filmstrips trac- ' .

_ ing the African greperience through the Blave trade to slavery in America)
and Chains of Slavery, 1800-1865 (five filmstrips on' various black
leaders and the black experience in America in the period before the

Civil'War). McGraw-Hill produces three filmatriﬁs:‘,one“on'the Afrjican
slave,trade and two orn slavery in'America.ﬁ A critic¢al-thinking film-

strip, Triangular Trade Route, by Modern Learning Aids, can be very use- N

ful in stimulating thinking in this unit.-
. {
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IV. COMBINING WRITING WiTH SOCIAL STUDIES

A

~ ,s

¥
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Merely using the techniques Suggested in Parts II and III will not
go very faf toward .improving either stqdent writing or subject-matter
learning in elementary school social sﬁudies. If we really wish to
achieve these two goals for most of our students, we must goffurther.
At least three spedific conditions are required, in.addition to knowl-
edge and use of effective classroom techniques, in order to successfully

.. integrate instruction in writing and gocial studies content in the ele-

1 N <

mentary school classroom. .
First, as'Nellie Quander points out in Chapter 18, teachers cannot
-effectively use these techniques without due regard for the basic factors
that make for ,800d classroom lessons. Quander writes as an experienced
elementary teacher and principal and past president of the Nationmal . ,
~ ) Association of Elementary School Principals Her concern is with the
L o quality of classroom learning and with students and their needs as well
as with lessons that have maximum meaning and purpose for students. The
considerations and guidelines outlined «by Quander undersqore what
teachers and students need ts know and do 1if the techntques presented in
Parts II and IIE are'to be productive in actual classroom use. «
Second, in order to successfully teach writing in elementary school
. ~social studies, classroom teachers need certain kinds of gupport.
. Language—arts curriculum specialist Betty Blaisdell and social studies
specialist Barry K. Beyer describe threé essential supports in Chapter
19=-a detailed curriculum guide, inservice teacher training, and coop-

»

erative teachér/administrator assessment procedures.

. p"diﬁﬁw’”* » Finally, effective writing instruction in elementary school social

studies must’be part of a coherent, systematic, developmental program of
, y P . prog

I - - .
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studies, As Barrﬁ K.rBeyer points out in Chapter 20, such a program has

three essential features: sequentidl development of specific writing
skiils, careful integration of writing with social studies instruction,

and provision for direct'skill instruction througﬁout the program. The

'ideal elementary sehool social studies/writing curriculum is-one that

q.ips students in each grade level reinforce skills 1earned in preceding
grades while developing new skills needed to carry out tasks that will
be introduced in subsequent grades, all in the context of contezx appro-
priate to the specific grade and subject. What students write about-—
the content they use and the ideas-they seek to commun}cate and develop--
is as important in social studies teaching ae'how they go about their
writing. Effective integration of-writing and social studies requires
attention to substance as well as to tecﬁnique. The final chapter in.
the book outlines and illustrates the basic substantive elements of an
effective elementary school social studies wrltlng program.

That integrating instruction an&gpractice in writing with elementary
school social studies content can be done--and is being done~-is illus-
trated by the articles presented in this book. Yet much reméins to be
done if we are to realize the full potential of this approach to skill
and subJectwmatter teaching. The'three chapters that follow outline the

most important factors that must be considered and some steps that must

be taken in order to realize the full benefit of the techniques described

" in Parts II and III. .

4
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18. BUILDING EFFECTIVE WRITING LESSONS

- By Nellie Quander

Teachers,often agk for new ideas that can be used in their class-
rooms. It is sometimes a status sydbol to be the first on a staff'to
bring a new idea into the school. But a lesson, to be educationally
sound, must consist of more than' the use of new techniques or materials.
A teacher must‘be sure that a lesson meéts the needs of the students,
incorporates sound principles of learnifig, and achieves the school's

-curriculupegoals before introducing it into the classroom. .-

How can a teacher defermine a lesson's soundness?  As a‘principal,
I usually suggested nine criteria that should be met in order t& have a
top-notch lesson. These criteria may be helpful to teachersﬂyho wish’to
use in their classrooms the ideas and techniques presented in this book,

Criterion 1: The Lesson Shotild Build on Students' Experiences. We

know that learning and experience are closely interrelated; Experiendes
of many kinds pr0vide a basis on which new concepts can be.built and new
' skills broadened or developed. Children ﬁho have lived on a farm, in
the inner city, in ‘suburbia, aththe seaside, in a désert, or in the
mountains have_probabl& all shared some common experiehces. We might
guess.that most have watched television, eaten cereal for breakfast,.and
* ridden or at least 8een-a bicycle. We can alsb assume that children
living in each of these varied‘nlaces have had experiences that may-notl
be known to or understood by other children in this vast groun. Even
children living in fairly close' proximity to one andther may have
significant differences in their past experiences. Thesq;experiences
influeticé the students' perceptions of new information and experiences,
In planning a lessdn, a teacher must ask, "What experiences have my

students haq, that I might use to help them understand this activity?V
It is difficult to forget the panitc that engulfed me during my very first
week of teaching. I had spent a significant amount of time studying the
teacher's guide and preparing the reading lesson. The first question I
was directed to ask was, "How many of 'you have: ever beén on a train

% ¥
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" ridé?"  When only two of the children raised their hands, I was shocked.

v I-certainly could not ask, the second question,‘whichgyas, "How many  of

you remembér the man who took‘your ticket’"‘ Somehow, I recovered quickly

s
enough to arrange a simulated train ride in the classroom before proceed-

t ing with’ the lesson. I learned a valuable lesson during that first week

-

of teaching' my students past experiences were critically Important

when 2 new idea was introduced. ! . . _— \
v -

Sometimes teachers assume that many of their students' ex%eriences

have no value in new learning, and they fail t&\use these experiences to

.help children undenétand a’ new idea. For example, many young children

in poor areas have had extensive experience in handling money. They may

be sent to the store several times in one day. They cross busy, streets,

" read labels on packages, and count change'accutately Their teachers

- are often unaware of the valuable nature of these experiences as they

K3

proceed“to cut -out pictd@es %? rabbits in an attempt to teach count'égf
h experiences of theit students. This ¥s

Teach9?s nee? to build on t

/\“}especially true in teaching’writing-—in elementary school sociagy
S/ &in any other subjeéx area.

.
e .

- Teachers especially need to use students ‘experiences as {;; basis

of written work wgfn students ary just beginnipg to lea¥n the writing .

‘ process: The reason is simple' learning basic writing skills involves

* considerable abstraction. When students begin writing, they should not

hY

have to deal 31muitaneously with strange new .skills and new content. If ,
students"

[
write about content with which .they are already, familiar, they

can concentrate on learning a new skill. But trying to deal with new

content unrelated to their prior experiences as well #s with new and

§ rathér abstract skills often proves to be too much for beginning writegs, N 4

. Criterion 2: The Lesson Should Be Related to Students' Interests. (

A
It is easier £o Lteach something new when the interests or preferences of

the learner are considered Students usually have a broad range of

- ,ingerests, and a teacher shouldpmake every efforc to discover ‘these

intggests in.order to use them in learning activities. I% sports, ani-

mals, aglevisiOn programs, comic strips, toys, fashions, automobiles,

detectives, food, and Space Invaders are of major interest to students,

teachers shou].‘ work these topics into legsons from time to time.

On one occasion when 1 visited a cléﬁsroom I, noticed that several-

children id the group were not paying attention when the teather intro-
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ducéd a new topic. When I talked with the teacher‘afterwérd, he said,
"Well, there:are always a few who don't pay attention. I will send their
parenti letters jimmediately to warn‘theﬁ of the c0nseququeé of the
children's inattentive behavior." . I suggested that\before 1etgsrs were
sent to parents ge should examine the lesson to see whether changes in

g the presentation ﬂighﬁ change student behavior. When we examineé the =
lesson, we agreed that the students might have. paid more attentiom if
‘the example§ used: by gﬁe te;chqr?had reflected topics of more interest

to the students. Within a fe@ minutes, the géacher and I came up’ with
seven or eight ways that tépigs of interest to the studeﬂts could be
included in the introduction of the lesson and the examples. Two weeks
later, the teaph%f told me, "I don't know how I could have overleoked’ .
et sGZh an obvicus techmnigue,, but it really helps td use the students' £
concerns. Come to visit'!géih soon and observe for xpursélf th%fghange ..

- :thgs has taken place.", \ _ A ‘
R Usingﬁqﬁﬁérial of interest to studerits is one way of getting their )
A attention, PPt’it Héﬁ additional rewards. When a tedgher is sufficiemtly
concerned to discover topics of interest to students and use those topics
" in the presentatfon of a lesson;(g feeling of carimg is transmitted to
stude ts. .The feeling that Epe eacher’really cares often seems @ make
a difference in student behavidr: This caring feeling is an important
part of a classroom climate that supperts and encourages yoﬁng children

. as they begin to write. & T .

’ - Writing basgh on students' intergsts differs from experience-based-
wrikiné in thég the former utilizes or reflgcts wH%t students like %F
prefer, Qhe&her'or not it is part -of their past ekperied@e. .Students

} ‘may be intereéiéd in prehist;ric animals, for examgle. Their interest

T . may or may not have led them to museums or books where they could see

renderings of such animals or to watch movies’ that depicted these

'Wa ’ creatu£23--all forms of expgrience. Even without such experiehces, many

children “tan conjuré up imageScof how prehiséoric animals looked,

behaved, or Lv!n felt! They_can write aﬂout these imaginéd creatures.
Sincé writing is an intensely personal act, it requires a trusting,

nonthreatening classroom climate. Lessofid that.reflect students' inter-

- ests help create and maintain the kind $& classroom climate in which

student writing can flourish. MG{ZOVer, students write more easily and
- ~) " their writing flows more smoothly if what they write about is'tieh”to a

T particular interest of the class or of individual children. .

o ‘ _ -
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Criterion<3: The Eesson Should Include Strategies for Motivating

Students to Participate. When a teacher reviews the curriculum for the )
year, iﬁ is easy to spot concepts or skills that must be taught but
which have never been special favorites of the majority of the students
During this initial review of curidculum, the teacher should begin to
.,» consider strategies for motivating students'ﬂinterest in achieving these
“ goals. " The more'abstract thé concept or skill, the more elaborate the
motivational dev1§§ should be. Many children need something special to
arouse their interest in topics presented to them. Students often do L.

not see a need to learn sbout Stone Agerpeople, or their own community,
or America's past. The skillful teachZS:)howerer, can make a difference

by presenting new content or skill lessons inh ways that motivate inter-

e -
Y

est. e RN N ‘

} Once, while observing a fifth-grade classroom, I noticed that the
teacher introduced a social studies unit by saying, *'This is difficult,
but all boys and girls must learn this inférmatién before they can be

promoted to the sixth grade." In_the classroom next door, the teacher
approached the unit by announcing, "In about 20 minutes all of you will
be able to answer questions about this topie that no one can answer now.
You will be so proud of yourselves that you will hardly be able to wait
to find out more about this tomorrow." #ach teacher used a motivation
strategy, but which teacher probably got the best Tesults?

Obviously, the secqnd approach encouraged the children to become’
involved in the lesson. They, were anxious to go on to- the next .day.
Learners enjoy the challenge of solving a mystery or making a discovery
or winning -a game or knowing something that others don't know, and
motivational techniques that appeal to learners in these ways. can inspire
participation.

When my own children were in.elementary school, they asked me
several times to buy the newest cereal on the market. I reminded’them
.0f our'rule: ."If I buy@t, you must eat it." On this particular occa-

sion the' cereal was awful, and they begged me to relam the rule..:At )
"that time I was an elementary school.teacher, and I was curious to learn = -»
how they had been convinced that they wanted that cereal. ThEy tgld me

that it had been advertised on'television. I began teo watch commercials, .

particularly those directed at children. 1 concluded that Madison Avenue

- had dong¢ #ts homework and knew how to appeal to children.. I deéided

X . ™ ,.' N .'l
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- ghst if a television commercial, could setl that awful cereal to my.chil-
v drén, I ought to bg able te sell any item {n the public school curric-

-

u%um. Since that'time I have pointed out to teachers¥that they might do
“well to borrow the motivational techniques ¥sed in children's commercials
as strategies for selling their lessons.’

«

‘v Motivation is- ah important part of effective instruction. .ﬁxamining‘
'ebjects from an old trunk, questioning one's grandparents, creating

”fantasy field tripg~-alt these activities sérve as effective motivators -
for~¥§iting instruction and practice. Not onl? do these experiendes
help students become quickly involved in the writing process, they also

p:ovide a mefningful context in which writing cgn take place. Effective

motivation doesn't merely draw students into learnihg; it also provides ST

a' purpose for learning whicH carries students through the entire experi-

ence., - hd : . 4 '

Céiterion “4: The Lesson Should Take Into Acéount, Knowledge About
Developmental Learning. We know that most children learn through a

" developmental or cumulative process. They learn step 1, step 2, step 3,
and so%om. Although most teachers seem to be awa}e of the cululative
nature of learning, teaching does not always reflect this understanding.

uStudents at apy level ‘are ‘frustrated when they are unable to connect

what 1s presented to ‘them with what they already know. Thus, choosing

and conducting lessons requires critical professional judgments that

<

should be based on intimate knowledge .0f the developmental stages of
students,aig every subject anea and at all levels of learning.
Moreover, teachers are sometimes driven by the desire to. cover a

k..
certain- amount of material, . to follow the curriculum for- a certain

grade, or merely to provide a lesson appropriate for a particular time
period. "It may. be that alday-of review:should precede the presentation
‘of new‘paterial; Teachers cannot assume"that‘students remember things.
from' last year,~last month--or, in some cases, last week or gven yester-
day. © '
Nor can teachers afford to overlook the red flags~that students
" wave to indicate‘that there is a problem. When many - nts are con-
fused, the problem cannot be assumed to be inattentive behavior.
Teachers must listen cérefull? to students' comments, observe their
facial expressions, consider reluctance to respond, and observe common ]

errors on compiééég tasks in determining whether the lesson being pre-
' senteg 1y appropriate for students and within their grasp.

. . ,o - 1%?1554 [
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This caution is eapeciali}\important in writing instruction. He

‘simply cannot assume that students‘Eﬁow'how to do what we ‘want them to
do. Teachers need to provide direct instruction in each skill that con-
stitutes the writing process. For best results, as Janet Cuenca notes

(see Chapter 16), they need to do so in "small bites." The wrising % ]

skills being taught,need to be bréken fnto small parts, each of which - ' -
builds from the preceding one to the next. Studentshnged to be expli- ~
citly taught how to do each step, and they need repeated opportunities .

to practice each step’' under supervision before trving the next step.-

Teachers need to demonstrate the various skills as well as explain them
and to provide group instruction befere sending students off to work
alone. X ‘ . %

For example, children should be given an opportunity to contribute
to a collecf&vely created sentence, paragraph, or letter before thew

make their own attempts at these forms of writing.. By doing thlS they. -_ -
.can Learn Che correct form, the kindfgf information that can be included
and the ways in which it can be arranged. Ehen, working in pairs, stu- o,

'dents can repeat the process and share the results. Only after they
have received the kind' of guidance provided by such cooperative activi-
ties can students be expected to work alone with confidence.

The exact deﬁelopmental sequence for learning to write may yet be !

in dispute; however, the idea of breaking the overall process into-:
sequential steps, to be introduced and reinforced slowly,over time, makes
sense in terms of developmental learning. The vast majority of children

need careful, repeated, specific instruction in order to develop skills: - ‘

&nd ideas effectively.

Criterion 5: The Lesson Should Proceed From the'Concrete to the

" Abstract.n Most teachers understand the need to present ideas with con-
crete objects or illustrations) Yet too often this step is missing when
a skill lesson is taught. Skills that teachers understand ,froh years of
experience usually are_new to their students. It is necegssary to.beéin
with the;simplest possible i%}ustrétion and to add details as the skill
"is practiced. Thus, in introducing any complex writing task, the best ‘ 5
results will occur when it is gradually introduced in terms of concrete
examples and experiential 1earning act!%itiiﬂ

The use of such content and experiences is extrémely important in
teaching writing to beginning students in elementary i'Pool social

"
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studies. . The "ald trunk in the atﬁic" (see Thapter 8) approach is ohe
example of a concrete‘learpiqgre§perience tna:\ié/useful in introducing
writing. Making and using word caches or word banks (Chapter 10) is
; "another. Providingiexamples of letters that other students have written’
before asking students to write their own is yet another (see Chapter.
:LT37\ ‘Ihg“importance of providing an array of sgpecific examples before
presenting»\k‘\BStract idea or a new skill cannot be stressed enough.

Criterion: 6: The Lesson"Should Actively Involve Students. As the

‘steps of a lesson are put together, the teacher-should consiger ways in
’ : whicn students might participate in each stepw In some lessons it.iignt
‘be useful to engage students in the introduction; in other lessons it
might be best for students to develQp examples; in still other lessons
the students might be expectea to provide conclusions. Many lessons
will present the opportunity to involve students in every step The
> point ,is that. teachers must be aware of 1.!-%eed to provide studenta;-

with opportunities to participate. . k4

Involvement is one way of giving students Hownership" of the lesson.
.When students are actively'involved,. they pay attention and realize the
. value of their contributions.» They understand that they have something
to pffer, and they'look forward‘toaparticipating in the next lesson.
Succéssful participation allows students to take risks and to go beyond
what is required.- Pgrhaps more important, involvement in’ an activity

helps studentsérememger/tne Tesgon. oo .

‘ However, scmetimes it is easy t; confuse involvement in a lesson
wigg_the completion of an assigﬁment; The- teacher introduces the lesson,
lectures, provides examples, and,makes an assignment. The teacher con-
siders the final assignment "involvement," when in fact the lesson is

over and students have splayed no active part. Whether or not the assign-

ment 1is’‘graded, what the téach;r'hasyessentially done is give a test on

e
*

the lecture. - I ‘ S ..

Active student involvement is eSpecihlly important in skill learn-
ing. Writing is an extremely active process that requires social as
well as physical ana intellecturl activity on the part of every student.
Such prewriting activities as brainstorming and building word cacﬁes,
which involve stydents actively, not only lead to the invention of some-
thing worth writing about but also stimulate creative thinking in stu-

dents. The processes of sharing what has been written, participating in

. 7> 15(7l 56 ‘
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peer reviews’ or peer editing, and compiling written work into booklets
also actively involve students and thus promote a sense of creative
ownership which sparks learning and skill mastery. -

"‘Criterion 7: The Lesson Should Take Into Account Variations in

Learning Styles. Af!hpugh more research on learning styles is needed,

we‘do know some things about learning styles. First, students use all
five senses to léarn; Second, some learners grasp new ideas quickly,
while others peed repeated lessons.

‘ ‘Many lessons are designed to appeal to the visual learner. 1In fact,
many. teachers assign most lessons as reading assignments: ''Read pages
37 and 38 and auswer the ‘questions on page 39." Students who are visual
(learners can be expected to do well with this type of lesson. When the
teacher spends 90 percent of the class time talking, the auditory
learners can be expected to learn faster. But what happens to the chil-
dren who learn best when they have an opportunfty to both see and hear
“widt is being taught? : - - .

»

- . In early elementary school grades, teachers seem to give their stu-

dents many opportunities to see, hear, touch, taste, and smell. As the
students progresse many teachews feel that opportunities to use senses
other than sight and hearing are not needed.

he In writing in social studies, teachers need to create lessons that
use visual as well as'written stimuli, oral as well as written composing,
and peer as well as individual feedback or evaluation. Opportumities
for group as well as individual practice'should be built into lessons.
Differentiated assignments, such as those used in creating fantasy field
trips (see Chapter 14), allow for varied learning styles as well as
varied interests and abilities. When a lesson is designed to appeal to
only one style of learming, it is safe to assume that many iearners have
been excluded. +If a new concept is presented with Severalglearning
styles\fn mind and repeated with alight variations, many students will

.

have an’ opportunity to learn the new idea.

¢

Criteri¢n 8: ' The Lesson Should Provide Opportunities for Practice.

When new skills are learned, they must-be practiced. Not'even the best

possible teaching techniques will ensure fhat students will retain what

they have learnesyif they are not given adequate opportunity to practice
Provision for practice should not be haphazard; practice must be

planned. 'When students have learngd a skill and the teacher moves on to

.
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qanother skill, seat work must include.opportunities to practice what has
been learned. Often, when teachers speak of students who' have "free
time" in the classroom, they mean undirected time. When some students
have completed an activity and are waiting for others to finish, that
time- Can be used for planned practice. -

Teachers should not be relu?‘ant to provide repeated opportunities
for, practice, especially in writfng. For example, studentsﬁcan practice
punctuation skills by punctuating dittoed, unpunctuated paragraphs from
a fext or ot’er source as they review a’ social studies lesson and by
reviewing and revising the punctuation of other students' paragraphs.
Similar kinds of practice opportunities can be'used in teaching most
writing skills. The value of such practice should not be underestimated;
however, it must be purposeful rather than just drill for the saﬁe of
drill. Teachers need to constantly remind themselves that practice for
which students'see no purpose turns them off and may well inhibit skill.
learning. _% . * :

n Furthernore,'mastery of a few gkills is much more important than
superficial understanding of many, especially for beginning writers.
i Teachers too often confuse quantity with quality. It is much more impor-
tant for students t Pproduce one reallv good sentence or paragraph than
to write a dozen sentdpces or'paragraphs merely for.display. Practice-~-
well planned and reinforced with” instruction where appropriate-~is a
vital part of the learning process in writing, ras it 1is in other skills

and knowledge areas.

Criterion 9: The Lesson Should Have Purpose and Meaning. Students -

should be given many opportunities to use what they have learned in mean-
ingful ways. Every time I observed one teacher s six-day process for
teaching spelling,‘I cringed The spelling werds werg introduced on
Monday, examined om Tuesday, pretested on Wednesday, reviewed on Thurs-
day, tested on Friday--and forgotten on Saturday,.rarely to be seen or
heard again that year. -New, knowledge and skills are not retained unless
students a¥e provided with meaningful ways to use what they have learned
Just as practice must be planned however, opportunities to use new”
skills must be planned. What‘have we accomplished if we teach studeAts
all- the rules of punctuation but psovide few opportunities for thosey _
rules to be used’ What difference will it make if our studenEs cemembe
accurately the definitfons of 300 words, if they have noaoppgrtunity to -

e

use those words in ,speaking, reading, and writing?
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. : Writing in elementary school social studies in order Eﬁglearn about -

social studieg topics er gkills gives meaning ‘and purpose to writing.
Such writing is not simply an exercise. Writing a ;cript for a simulated
field trip, writing a poem fpr an "ABC" book, writing a chapter for a
.. . larger stor&, writing a letter to request information--all are meaningful
-, uses of writing for content purposes. In addition to teaching new skills
.and thought processes, writing activities can reinforce what stuépnts )
. have learned as well as help them invent, use, explore, and evaluate new
information and ideas. When wfiting is used to accoﬁplish such content-
related goals, it becomes a purposeful and meaningful ac;ivify. i
‘This book presents‘sample lessons that will help teachers improve .
student writing and thelr learning of social studies skills and knowl- -
edge. However, in order to be most effective, these sample, lesson¥ must
be adapted to meet the needs of students in any particular classroom.
s If this adaptatioﬁ process’takes into consideration the\nine criferia
presented here, we can be sure that our eff;rts to use writing in ele- ‘
mentary’school social studies will result an the highest quality possible
in the teaching/learning ptocess.
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19. KEYS TO A SUCCESSFUL SQQ;AL STUDIES WRITING PROGRAM

By Betty Jefferson Blaisdell and Barry K. Beyér
. . -~

-

What 1s required for a successful writing program in elementary
school social studies? That question brings to mind a conversation
between Humpty Dumpty and Alice incLewis Carroll! 8 Through the Looking

*
Glass :

v

“When I use a wotd," Humpty Dumpty said, in rather
cornful tone, "it means just what I choose it to
mean--neither more nor less."
"The question is," said.Alice, "whether you can
make words mean so many different things." ’
"The question is," said Humpty Dumpty, "which is to

be master--that's all.”"
7

The teacher is the master of any successful”writing program,. Given
apprdpriate support, classroom teachers determine the success of writing
.programs in elémentary school social studies and, for that matter, in ‘
other content areas as well. ,

¥0 have a chance for success, however, even the most committed

teachers néed tHe support of a carefuily drticulated curriculum guilde,
e -

. an effective staff-development program, and a'cooperative teachex/

. administrator assessment plan. Each ‘dimension depends on the-other.

The ¢urriculum guide serves as a foundation for the program. It defines"
and describes the writihg'program.n It also ensures continuity im learn-
ing, with writing objectives for students gpecified at each grede level.
Such a guide is of little use, however, if teachers are not given the
opportunity an&ime to ea:plore their own teaching strengths and ideas
iz conjunctien with the curriculum guide. A staff-development program
that asgists teachers in implementing the writide program “as defined in,
the curriculum guide provides the link between.the guide and classroom
application. Administrators who support the teachers in their endeavors

3

* - . ' .
Reprinted with permission from.Alice's Adventures in Wonderland
and Through the Logking Glass, by Lewis Carroll (New York: Collier

Books, a divisien of Mfcmillan Publishing Co., Inc.; London: Collier
Macmillan Publishe;&, 1962). Copyright 1962 by Macmillan Publishing

. Co., Inc. . ) oot
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- to improve student writing and who cooperatively plan an assessment pro-
» gram with- the teachers provide the final suppart for a successful
F
Subject-matter writing program. ‘

- 1 -

»

Curriculum Guide

- A carefully si;&ctured and detailed curriculum guide is indisput-
ably an important kéy to the successful teaching of writihg in‘eleheﬂgéry
school social studies. This guide should be written by.expe;iencéd
teachers representing different grade levels and should contain five'
basic cemponents.

First, such a guide shaquld present a philosophy that articulates
the importance of writing and thé importance of teach&ng writiné; TLis
philosophy could .well be built around the importance of writing for -
discovering ideai, for organizing infoEPaiion, and for,learn%?g content,
much as is done in the prologue to this book.

P e ' Second, the guide néiﬂs ég clggify the nature of writing as done by .
beginners. Student growth in writing occurs gradually. Students develop

+ best in classrooms where teachers provide many opﬁoftun}ties for prackic-
’4n§ and exper;qﬁﬁting with a variety of writing activities for a wide
range. or purpogest-td organize ideas, to express opinions, to expiore
feelings, Eb\gééember information, or.to infQrm or persuade someone.

- As part of this description of writdng, the curriculum guide should
bqtiine the basic aspects of the writing process. A three~ or four-stage

e« process for teaching writing can be an gffective model for teacﬂlng stu- \\\
dents how to organize their thinking and communicate meaning clearly \to
others. Prewriting, composing, and ﬁostwritiug are the three basi;\\
stages ‘of' the writing process; a fourth stagé; sharing, is sometimes ‘
added as well. By using ‘this process when teaching students to write,
.we prqyide them with a framework tha‘bthey gén use as'they grow into
independent writers. -

Prewriting activities held students identify their audience and

underst;and '-purpose of the-particular.- writing task. These prelimin-"

ary activities stimulate students to generate, expand, and focus ideas.

v Composing activities proviae students with practice in organizing their . ‘
ideas fh;o written form.- Postwriting activities helplstudents refine

and revise their writing. Sharing activities allow students to develop

a sense of competency and a delight in their ability to write. The.

. ) -lf;l . B : ‘ ’
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S stages of the writing process do not necessarily follow a consecutive
order; they'are recursive in nature. For example, sharing and revision
. may oeccur during the composing stage, composing activities may begin

during the prewriting stage, Or the prewriting activities of generating

and expanding ideas may extend into the compoSing and postwriting stages.
Third, to be most useful to teachers, a guide should delineate the
specific writing.skills and concepts to be practiced at each level of
student learning. At each level these¢ skills should be sequentially
v developed and should build on and reinforce”skills from preceding levels.

- For‘example, at the primary levql, students may pragtice sentence devel-
opment in kindergarten by dictating one or more sentences that describe
pictures or objects, in grade 1 they may write sentences in response to =,
a simple question, in grades 2 and 3 they may write sentences that

* ' describe events or persons. At the upper-elementary level, students may
practice paragraph development in grade Z byﬁwriting four or five sen-
tences to support a given topic sentence; in grade 5, they can write
paragraphs that/;ontaiﬁ‘a‘tbpfe-sentencei‘several supporting sentances, R
and a loncluding sentence; and, f ally, sixth= ¢ 8_can be expected .
to write effective paragraphs which include interesting sentences that
vary in style and pattern.' ’

It is important that studeiits have ample opportupities for trans-

lating their thinking into clearly written expression. It is equally .
important that students have guidance in learning how to write effec~ -
tively. Teachers need to provide instruction for students in developing

and expressing ideas as well as in using the conventions of edited

American English. In fact, teaching the conventions,of edited Americanm

English should be done primarily during the writing process and only
’secondarily through related exercises. The most significant instruction

‘in writing should concentrate on generating, developing, and organizing

ideas effectively. \Writing’clear sentences and adhering to correct usage

~are next in importance. Ehoosing the bestﬂgg;is\to get across the
intended meaning and using correct spelling, punctuation, capitalization,

. indentations, and margins, as well as legible handwtiting, are necessary
to Pproduce a polished paper. ' ) -

Fourth, in addition to identifying specific gkills, a usetul guidel

should identify the di}ferent forms that writing can take; for example,

¢lass notes, letters, reports, journals, diaries, personal essays,

> . »

- . ’ . \\
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"stories, poems, ahd,scripts. Teachers can introduce and teach these
forms at spetified grades, and'students can continue to practice them in
? subsequent grades. For example, to ensnre a variety of writing experi- t P
ences during the eleméntary grade§4 the guide might sequence these writ- - ’
ing forms as shown in Figure 6. o ‘
Finally, the guide shonld suggest)writing activities that require
students to write‘fnr different reasons. Students learn. to use a
1» variety of words and writing skills when tney write for different
M © purposes and audiences. The skills used to transmit information,

explanations, or instructdions differ from those used to persuade or to

T
t  express an opinlon. When students record facts, they use and practice .

writing ‘skills different from those \used to express personal feelings. e

Different audiences also require different approaches, When students

write persuasive letters to classmates, they use more-informal language‘
and possibly a different kind of ‘reasoning thatd theyiéould use with the ) W
editor of the local newspaper. '

To help students develop varied syntactic skills, teachers neéd to ’//ﬂ
use a variety of ;riting activities. 'With guidance from-the teacher;

students may undertake the following projects: '

. .

—-Writing and illustrating stories or making books about themselves - -
for self-awareness units: ‘ A’

-*

—--Writing thank—you~letters after a field trip or following a visit
by a community resource person. '/ -
_ --Studying pictures of historical scenes and then pretending to be
~ . objects in the,pictures. (Discuss what historical event the object’may ’
“e_ have witnessed and the circumstances which led up to the event. Write a
lively'account of the event portrayed in jhe picture as though the obJect
is telling the story.‘ As an alternative, select two objects in the pic-
tire end make up a'conversation tney might have about the historical .
event and its significance. Share orally with classmates or dramatize °

-

the event.) R . !

--Interviewing family members to <collect information about life
during their childhood. {(Write a list of questions before the interview P
and record the answers during or after-the interview. In written form,

compare and_contrast the customs, tlothing, transpodrtation, and commuhi-

cation systems of today with those of earlier times. Compile the infor- . ) !
. mation into a class pui%%gationf) ‘
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. Figure 6 .
. : T FORMS OF WRITING IN THE ELEMENTARY GRADES . -
.y . :.,,, . 14

z -

Children should experience a variety of expository, narrative, and
poetic writing in the elementary grqg . Beginning in kindergarten and
) first grade, students  dictate sentences and simple stories, which are

. written down by someone else. Toward the end of the first grade, stu-

' dents may .work in groups to write simple stéries &nd copy class-written
létterg. The fioTurs listed below can'be 2ntroduced between grade 2 and

“ ~ grade 6. After a form has been mastere?f students should continue-to -

oL ", pracﬁéce it in-subsequent ‘grades. : : ) o '
s \ . ’ \
“ - Expository ° ’ . Narrative .. Poetic - -
. Form ’ Lgrade Porm - " |Grade|| rorm . ) Grade
’;/ P Personal experiences’ 2 Plays Poems-
T . Letters o] Script dialogue 3 Cinquain . 3
Invitation : 2 Dialogue for an 4 Rhymed verse i 3 N
Priendly 2 episode Concrete* 3
P, N : —you 4 seript for skit 6 . Patterned 4 -
‘ Social note - 5 | Stories ) 1 l: ui K g
L. Business 5 Simple story 2 |} riek
) B i r - Diamanté 6
- able 4 - -
Reports . B Myth 4 | Pree verse 6
- . logi : . -
. . ghi;;;': :39:: g Tall tale 4 Acrostics 4 ?
h Short report on given 4 Folktale g 3 ) "
. - topic Adventure . s | . -,
: Notes 4 Fantasy 51t '
Legend , -6 .
.giblioqrabhy : Eeroic adventure 6 R /, » -
- mel 4 Science fiction ) T 1 *
Book report 5 Personal experiencs .6 ‘ i -
. * Mews report 5 : ;
. X Cutline 5 = e
Biogr | s * .
Autobi hy 6 b i . - i
Peature. article 6 . . §
Interview 6 E q T ’ i
. Application (for job) 6 o,
L. Directions
Two-step- 2 . . )
- locatiqn 5 . S
Coxmercials 3 ) ,
Radio or TV 5 ,
Slogan or jingle 5 , *
4 ‘ ]
i Paragraphs -
. Explanatory .3 * e »
Ending for a story L 3 by
Descriptive 4
tial 4 . '
. Anscdotal E . . i ,
. Persuasive : [
» ¢ ‘ ’
L4 -
/ - .
N 4
. . * )
. oo Reprinted by permission from Guide for Teaching Writing, K-6, in-
: . — 1
. the Fairfax County Public Schools, Part 1 (Fairfax, Va.: Fairfax Coun
- - Public Schools, 1970). it ' \
- - 4 “
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b 2 --J.racing an imag’inary journey on a rom' a given, departure e

point to a specific destination. (Keep a urnal during the "trip,'

& describing places visited along the way ) - . :
‘ -—Pretending to be early settlers- ‘in America and wriqting letters to

friends to persuade them to emigr-ate to Ametica.
--Writing blographies or storles of imdginary colonial children. ’ o y

o (Include as much factual information ds posmble about events, ways of .

. living, an% real people who made history:) ] ’
-‘-Prac’ticing\ giving precise d1rect‘ions——fir\st orally, then in writ-

ihg.\ ('?'ractice how to give directions to school visitors to help them- -

go from the classroom to other places iln\“thd\schoof Use a community

et

map with cardinal and intermediate directioms to practice giving precise
o
oral and written directions,?(tlor going from home or school to other places’

in the community ) : ) e - +

~=Taking nqtes during media presentations and using them as souras%

“of information for class discussion or for-writing paragraphs or reports.

- v@‘ _ 0
—-Writing progress reports on projects. .(éﬁdicate when ‘he proJect . *
.. =g

was beégun, what steps are necessary to complet thei\:ask ’and‘ when the

project (will be completed..) T * L . .

g

——Discussing cur.re‘nt:?vents .and issues (and then writing persuasive .

statements of positions o iss?ues that ¢urr tly‘ face school thildren.

(During the study of hisfory, identify ‘issyes that faced children of -
adults in the pagt and write persuasive statements that person5§r “" 4

history might have written:) ) .
’ . -Writing_predictions faor outcomes of,current events or of histors =
ical events being studied. (Confirm or revise the predictions on the . L
basis .of new ’inﬁormation ) : ‘ » S ‘v:% @
--Writing biograp‘hies of historical figu es studied or discussed ig
clas: (Use several sources of information o gather the data and make

“a list, of sources. Dress’ up as the persons and have clgssmates read the "
?B(i/ogr hies- to the class.) ) . ~
--Brainstorming and lé.sting careers related to social studies.

(Choose careers for furthe; study and take notes for.an oral report. R A

Write a class invitation’ to a persan in one' of these career fi.elds7 ) .
reques;d.ng a career interview., Discuss dnd 1ist questions for a career
ﬂ interview which will help the person discuss the respopsibilities of the

job his.or her feelings about the job, preparation for the JOb, and

. - . 4 -
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‘Staff Devefopment

.similar topics. After. the intefview, eValuate interv1ew skills both
. Van [
\orally\andd,n writing.) .

.
-

. When the writing activiéy .dis a natural outgrowth of the:content .
being studied, learning in the con&snt area can be reinforced atgthe
game time that skills in writteh communication are strengthened ]
Some writing activitiesf;hould.be created and structured by the ) *\\
teachers Other writing gctivities should be initiated by the students
and based on tjteir interests. Whether writing is assigned by teachers”
or initiated by students, teachers should help students generate, ’
»develop, organize, refine, and share their written ideas. i

A detailed curriculum guide thus provides cruc1al support for

effective iﬂstruction in writing in the elementary school social studies

. classroom. ~Such a guide should communicate the program of study in terms

" of content .and skills to be mastered It also should provide much~needed

sets of Behaviorallzsstated objectives and potentially\useful snudent

learning materials. But it can do even more. A useful currrqulum\guide

in writing can also ptovide teachers with examples of study aids, sample ’
instructional strategies, suggested teaching téchniques, and evaluation
~proceduree needed’ to translate the program_of study into specific les-

sons. h truly -useful writing curriculum guide’ is much more than a-simple

educational,program outline. Such a guide serves in effect~ as an

'inservice training guide, for these added ingredients sctually show

l
teachers how to carry out the program components. Experience indicates

that such training.is indispensable to a successful writing program. B -

-
-

= 4

{ . . . ) ‘
Given| the virtual absence of preservice teacher preparation for

‘ teachigg‘writing,”inservice training is almost a peeessitp if the

ingredients of a gooderiting curriculum guide are to become a classroom

redlity Inservice training serves many purposes in addition to devel- v

_oping teachers skills gnd expertise. Probably its most important pur-

e’

/pose is to help teachers internalize the concepts of a writigg prqgram

’
- .

/ and develop a sense of ership of the program. . . ) . \

Effective staff—development programs in the "teaching of writingg can —”\’< ‘
be cooperatively planned with’ neamby universities. 1§ that possipility A
does not axist, a school district can establish its ofn program, drawing

. on both outside consultants and the taleﬁts of its best teachers of writ~




'ing. Teachers working with teachers can provide an invaluable dimension.
to a sEaff—development prograh. Schools can also take advantage of out-
sjde help; cdmmunity members who write well can share experiences with
teachers, as can master writing teachers from other school districts.
Inservice tmaining may involve purely individual efforts,~inf Tmal
teacher~-sharing efﬁfrts, and more-formal organizeiistaff development
projects. o :

& ’ Teachers may initiate and design their own training in feachiﬂg
yfiting in their social studies classes. A number of films, books, and
pdmphlets™afe valuable spureégapf&ideas and strategies.'2 Teaeners may
wish to try some of the specific .strategies described in this book or
demonstrated in college coursés or p:ofeSsional workshops. Working With

- colleagues, indtvidual teachers. can adapt these ideas for nse with thetxy

o, - own students. By observihg classes Where such strategies are being

tried, teachers can provide helpful suggestions t® one another. More-

over, by trying ideas generated by their colleagues, teachers can assist ) -> '
each other while at the same time adding to their own repertoires of ~
writing'instruction strategies. . Through 1ndependent reading .and informal .
\classroom experimenéation, teachers can develop a readiness for teaching e’
yriting in elementary school social studies. As th}s readiness is de

oped or while it is developing, schools can move toward more-for

' g 1nservice programs. . R QF_ R ) )
Opportunities to share ideas about writiné in their classrooms pro-
vide teachers with a useful link between self-study and‘inservize train- [f‘

ing. No matter how unfamiliar they may be with the technicalixies of :
writing, most teaCHErs can contribute tg such shatiﬂ% efforts. Teachers ‘
may meet, for example, to~share assignments that have prodered suceessful
writing. A well-constructed assignment helps students focus their ideas

, and produce better writing. Teachers®from one school dfstrict identified

~ 12 characteristics of a well—construc;ad writing assignment'
) ™~ -=It is meaniséful or significant to the students. ) ) e .
. --It is related to the program of studies. ‘L o -
--It concerns a sugject about which the students nave information -
or can locatehlnfofmation. ¢ - .o B
“-<It defiges and limits Ehe subject. CY _ c ) . -
" . - -~It clearly specifies the tasks_for the students. : .
- A .

, , .
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* :-It encourages stydents- to direct writing toward a speéific audi-
ence.
g ) . ¢
=-It encourages thinking and originality.

- -
*

‘“--It enables students to discover new undersGandinng
--It suggests a~fgrm (e.g., letter, script, speech diary, dialogue)

~

or lends itself to a variety of forms. -

--It provides for differences in students' abilities.

~-It enables students to understand\the basis on which they are

~being. evaluated. )

--It is appropriate to the gradeé level of- the students.

Useful gulidelines for making writing assignments in social studies.
can also emerge from such sharing sessionms. For 5xamplea}in planning
writing assignments teachers may want to proceed according to the follow-

ing steps ‘(with examples from a_typical grades 5-6 social stydies pro-

gram): . . -~
Step 1. Review the body .of knowledge to deéEz;ine the

or facts that are‘to be taught. ,

--If a unit of study, determine the generalizations tha old it
together (for exemple, southeastern ﬁnited States). .
) Aif a portion of a uniﬂg determine the information or skills to be
learned (for examé@e, life on a colonial plantation). g *
—If a generalization, determine the sections of the text that per-
tain to the generalization (for example, slavery):
Step 2. Identify logical writing activities that will add to stu-
dents' understanding of the conceptx .

Step 3. Considerve ‘purposes of the writing )

-=~If to motivate interest or to initiate learning, the whole class
can brainstorm data so that individuals can?write about the topic even
if théy have not studied it. - - . )

--If to determine' the present knowledge of students, ask students
to write about a.topic'prior xo studying it, N .

,?-If to.reinforce learning, students can write about their under-
standings of.a,given topic. ] .

--If to generate‘new knowledge or deizlop new understandings énd

8

insights, studénts can be asked to write out a topic that the& must

., research or to Lrité about known data with'a new perspective (for

R . ( ! ' . ' ‘j\‘\:
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. \' egample, wr;ting about a topic from the vieWpoint of two different

people or applying data to a new body of 1nformation)
. - ; Step 4. Use a variety of ‘writing experiences éﬁat offer students
opportunities to explore different forms, write for different audiences,
+ and write from different points of view. S ’
-=For grade 5:. business letter, social‘note, news report, outline,
x

bioérephy, commercial for radio pr,television, folktale, advenjpre or

fantasy story, factual paragraph, haiku, limerickv
‘\K\\.( ~~For grade 6, autobiography,.reature article, interz&ew, job
application, persuasive paragraph, script for a skit, legend, heroic

adventure, mysteyy or science fiction story, personal experience, dia-~

P > mante,'free verse. ~

Step 5. Increase the level of difficulty of writing assignments.

. »

~=Move frqp easy assignments to harder ones (for example, from
'descriptive and sequenced or chronological paragraphs to persuasive and
!analytical paragraphs). . .

—--Move from short assignments requiring simple skills to longer

-

assignments requirlng more-complex skills, - 2 ]
--Move from concrete to abstract ideas. ’ ! s\‘
‘ +=—Move from teach%r—directed tasks te student-directed tasks. . '
» - Step 6. Match content objectiveg with objectives natuzrally related
' to the writing activities. . s R

’

Step 7. Plan appropriate activities for edch phase pf the writing
process: " prewriting, composing, reviding, and shdring. '
8. MWrite the assignment yourself so that you can experience
J‘Eie thinking process that .the students will experience and idegtify any
%;_ problems related to the clarity of the assignment. ’
' Step 9. Revise tperassignment.— B ',
’ 'Teachers ma§ eiso wish to meet to:share writihg activities they
' have reade abougkor used. Depending-on the depthboé their-concern and
} - i;volveq@nt, égpy may wish to diseuss ideas about many other aspects of

writing as well. These sharing sessions can be informally organized

/

varound‘questions expressing common concerns. A series of questions such
as those that foliow can form the basis for an open discussion on manag-

ing classroom time and space, evaluating student writing, and encourag—

[y

18y - '
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ing students to write. . :
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$ ‘Managing Classroom Time and Space . “

--In wha§ ways can language arts and social studieélbe integrated 8
to aliow maximum use of instructionel time? ' f/

-~How can the classroom be structured so as to enkiahce independent
"student writing activities? . o
- -=-What cooperative studemt writing activities can be designed to
increase the potential of peer agsistance? , ’ &

Evaluating Student Writing

-

--How should student w9rk be evaluated?
--What are some different methods for evalueting papers? ;1
--Should every piece of writing be revised?

¢ ~-What are some productive ;lternativés.to hrading each piece of

L}

student writing?

--How ofteh should teachers have conferences with students?

Encouraging Students to Write ‘. -

--What encourages students -to write? ) \

--What inhibits writing? , «

~-How can teacghers motivate students to write?

--What are some ways to share student writing?

~-How often should students write? )

To ensure the most effective teaching of writing in the elementdry
sgﬁpol social studies classroom, however, teachers should go beyond
.sharing ideaiﬁggd techniques. They should also engage in organized
efforts to correlate writing with social studies learning ob}ectives, to

. design sequences. of writing activ1ties that can be .used in their own
.classes’ with their own texts, to develop ?pecific exercises through vhich
students can learn basic writing-skills using social studize content,
and to practiée creating‘effective wtiting a:iignments. These efforts
may well Ttequirée more~formal inservice training.

Organized,‘ systemati\c inserviee progrems comg in many forms, ‘rangin®
from a short one-time training session to a continuing series of sessions
over a period of weeks or months. Although one—éhot teacher workshops
do not as a rule bring about much significant classroom change, they ean
sometimes serve useful purposes, esperbally when they stimulate teachers'
interes%;in writing, make teachers aware of the possibilities for and

need of instruction in w}iting in their classrooms, and introduce

LY
.
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teachers fo some userul teaching techniques. However, the kind of train-
ing ‘that usually seems most valuable consists of continuing instruction

»

by and feedback from teachers who are experienced in-teaching writing in
’ their own classrooms (pernaps‘gradhates of major writing proiects or of
special college or university writing courses or programs) and curriculud
specialists in writing and (in this case) social studies. . . -
While such inservice efforts may take a number of forms, the most
promising share the following four featnres:‘

1. In these workshops, the teachers themselves write. Although
many are reluctant toxgdo so, they should write repeatedly, not only to
reaiize that they can write (and that they have, in fact, pr;nty of
things to write about, as do their sfudents) but also to“try out the
prccednres that they will be using with students. During this pfocess,
teachers begin to dezelop a feeling for what writing involves for the
youngsters~-a sensitivity to young writers' struggles to "find ‘something

I can write about" and the problems related to correct usage, grammar,

and spelling. - i

il <

z Practical techniques are introduced, practiced, and analyzed
. - s I} -

and adaptations are made. -
: “o3. Specific and varied teaching techniques are combined(!o form
- A viable teaching strategies that accomplish specific objectives.
'4._ Such workshops not only transmit information about thé curric-
. dlum and teaching, they invoive the participants in actually developing
- prdcedures, materials, and lessons to use in their own classrooms.
. This final point is most important. ifachers, like beginning
/ writers, must feel a sense of ownership of a curriculum if it is to
become a part of their classroom teaching. Thus, they need to engage in , .
workshop activities in wnhich they experience, analy:e, and discuss the
major stages of the qriting process. They need to learn a variety of
_techniques that can‘be used in the prewriting stage'to help students
) learn how to generate ideas, evaluate and accommodate a specific audi-
ence, ahd focus on topics. Teachers' study of the composing process
should'include-strategies for helping students organize written state-
° * ments and tips for making assignments that help students rather than
. coﬂ}using them. In working;with the revision stage of writing, teachers

need to focus oh ways to undertake,tne varlous tasks that need to be
<

- v
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goue at this stage, including providing peer as well as teacher feed-
back, revising a draft, editing final drafts, and evaluating g¢tudents’

a

written work, .

School principals and key teachers can provide instructional leaderf
ship in conductihg staff-development programs tnat incorporate tnese
features. A strong program can evolve if severah principals, and teachers
i@ the same school system jolintly plan a series of ‘inservice workshops
and exchange teacher talent from gchool to school

% Under the guidance of central-level supervisors and specialists, a
large school district may plan a standard inservice workshop model in
order to ensure consistency in the prograg. Such a J%rkshop can be
designed in advance and ,taught to princip§is or otner workshop leaders
in special training sessions. C1f they are provided with step-by-step
directions, a time schedule, and prepared handouts, princ1pals‘aky wel- -
_come the :pportuuity to serve as instructional leaders. ‘l-

One possible format for such an inservice program might be a sefies
of 90-minute teacher meetings over the eours®e of a semester, each meeting
planned to deal in depth-with a specific aspect of teaching writing.
Each session could consist of a general intrgguctory,péesentation by the
workshop leader, a carefully structured large~group discussion, and a
small-group activity. One guch meeting, on the topic of developing
effective writing assignments, might be organized according to the

following pattern. 4 -

Introductory Presentation (20 ninutes)

1. Welcome teachers and introduce self.

2. Revien Workshop goals: (1) to.establish good reasons for
teaching writing in the social studies program,'(Z) to provfae\teachers,
with strategies for teaching writing through social studies, and (3) to )
provide teachers with concrete help in developing effective writing
assignments, b '

3. ‘Present a brief rationale on tne*iqportance of writing for

disCovering;ideas, organizing information, and léarning content,

& Large-Group Discussion (35 minutes)
1. Discuss considerations for planning writing assignments i
2.'. Lead participants in brainstorming the characteristics of a

well—constructed ‘writing assignmedt List ideas on chalkboard.

l 3
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3. Distribnte handout with iist of characteristics. Ask partici-
pants to review list, add new ideas, or revise listed ideas.

4. Distribute a handouf of model writing assignments in Aocial
studies. Ask participants to analyze each of these assignments

Small-Group Task (35 minutes) )

1.' O}ganize participants into grouns of three, asking .them to
group according to the social studies texts they are éeaching :

2. Ask participants to write one or two assignma@ts (following
* the model) that the] can use with their students and their texts."

3. Have a recorder write the assignments on paper and hand them
to workshop leader. ’

’ 4 7
4. ° Ask the groups to share the aggignments they wrote.

)

Followup . -~
1. Distribute’ copies of all,ass&gnments made at the workshop- to
each «teacher participant. e

2. At a later session in the series, ask participants to describe '

their experiences with selected assignments and of fer suggestioné for

improving chem.

Such inservice activities require instructiona}l input by experienced

teacher/writers or by writing/social studies experts. They also require

sharing, hard work, and creative energy on the part of teachers., How-

ever, the results are well worth the effort and cost.
.

Teacher/Administration Assessment v ’ - .

-

»

¢ A third key to successful elementary school social studies writing
instruction is a cooperative teacher/administrator assessment plan.
.Teachers may' want to establish for themselves teaching improvement goals

jointly plan with their supervising administrators a method for

. -

evaluating their progress in meeting these teaching goals. |-
It is helpful to establish a list of questions’that will-assist the
teacher andethe supervising administrator in reviewing the classroom

program. Suzp a list may include some vf the following questions:

Provisi n' £or All:StageE of the Writing Process

'—-Ii there rrequent wricing in class? '

--Is emphasis placed on the importance of generating, expanding,
and focusing ideas? i% . ) oo T

173, -
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-—Are7students _taught to organize their ideas? . !

-~Do students patticipate in an diting process by pj!ofreading and ’
revising? g Y 1 I
--Do students share their writing? .-+

Provision for the Needs of All Students

-=Do assignments provide for the different ahili;ies'oﬁ students?
"=-Do assignments provide for the different backgrounds and interests

of students" . . . gg
.. ~=Are different types of writing assignments given? . ) .S
Evaluation of Students' Writing

’ - =~Does the evaluative instrument’'reflect the specific elements (
stressed in each assignment? v
~-Do students have a checklist of égeicriteria by which their writ-
ing will be judged?® _
-—Do students -have individual folders containing compositions that
reflect their growth in writing skills? .
g Assessing the School Program a

-=Is there béth pre-~ and post- testing g% writing skills° »

v ~=Are the results of the assessment used in détermining whether

objectives have been met? -

-~Are the results of the a%gessment used in preparing objectives

3

. for the following year’ _ .

--Is the suggested procedure used té assess the progress and needs

Se

of particular groups of students?
' Assessment of a writing program can perhaps begt be accomplished by
‘comparing papers wrditten at the beginning of the school year withcthose

*  » produced at the end of the school year. Using a general-impression or
holistic approach, three teachers can quickly read both sets of papers
(coded to concear‘students names and dates), ranking each paper in one ]
or three,or four categories (from very good to satisfactory to not-so- -
good to poor). The papers can ‘then be decoded to_determine how many
students improved and how much they improved bet;een the fall and the
spring. Appropriate instructional activities for the next semester £an

then be planned.

4 -
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Summary
. . » - N
And this brings us back to:Alice :

)

¥

. and dragged her along. y"'Are we nearly there?," Alice .
managed to pant out at Past. . ’
"Nearly there!" tke Queen repeated. "Why, we
-t - passed it ten minutes ago! Fasdter!,"-and they ran on .
" for a time in silence, with the wind whistling in
' -Alice's ears, and almost blowing her hair off her head,
- she fancied. . ,
"Now! Now!" cried the Queen. nFaster! ?agter!"
. . And they went so fast that at last they seemed.to skim
through the air, hardly touching the ground with their |
feet,.till suddenly, just as Alice was getting guite
exhausted, they stopped, and she found herseif sittipg
on the ground breathless and giddy.
e - The Queen propped her up against a tree, and said
) ’ kindly, "You may rest a little, now." -
" Alice looked roung her id Wreat surprise. :"Why, I
do believe we've been under.this tree the whole time!
Everything's just as it wasl!"
"0f course it ‘s,“ said the Queen. "What would you .

.and still thegzueen cried, "Faster! Fasterl'

) . have 1t?" N ) )
"Well, in our country," said Alice, still panting a #
i littley "you'd gegerally get to somewhere else-#if you . .
ran veryhast for*“d long time as we've been doing."
o "A slow sort of country!," said the Quee¢n. "Now,

' herd, you see, it takes all' the running you can do, to
keep in the same place If you want to get somewhere
elg¥, you must run at least twice as fast as that!"

Writing in" elementary school social studies need mot be a confusing

PNy
L T e

" .
wvonderland. Teachers can "run" with a writing program in this content
area, given the three basic supports noted here: a detailed curridulum
guide, inservice staff development, and an adequate teacher/administrator

assessment program—-—and, unlike Alice, they can get somewhere.

.

. . b
’ |
, . \
— N -

t
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Reprinted ‘with pwrmission from Alice's Adventures in Wonderland
and Through the Looking Glass, by Lewis Carroll (New Ye:k, COllisik\\
1

TBooks, a division of Macmillan Publishing Co., Inc.; London:. Col
Macmillan Publishers, 1962). Copyright 1962 by Macmillan Publishing
Co., Inc. - .
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1. From Guide for-Teachthg Writing, K-6, in the Fairfax County
. Public Schools, Part 1 (Fairfax, Va.: ?airfdk County Public Schools,
.. 1970). - ' . ‘

»

2. See the epilogue to this book for a list of some useful
sources. '

3. Based on materials developed by Betty Blaisdell and Doldres
Bohen, English curriculum specialist in the Fairfax County (Virginia) .
Public Schools.

. * ‘ S
. 4, From Guide for Teaching Writing, 7-12, in the Fairfax County

Public Schools (Fairfax, Va.: Fairfax County Public Schools, 1977).
. - ‘ . s /
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20.” THREE ESSENTIALS FOR A SOUND SOCIAL STUDIEé/WRIqING PROGRAM ~

* N -
. /\ ) . i .6 '

e~

By Barry K. Beye;
‘_ ) ' ! ! )
Attention to the prinodplés of good classroom teaching, aslNellie
Quander explains in Chapter 18, is crucial to the success of any elemen- ~
tary school social studies/writing program. -And, as Betty Blaisdell and
I point out-in the preceding chapter, an adequate eurriculum guide;
apptopriéte staff development, and continued assessment of student writ-.
ing .and classroom teaching provide indispensable support for the class-
gom implementation of such a program. Yet none of these factors—-as

portant as they are-—is as crucial to the success of a social studies/

,writing program as the soundness of the program itself, This article .

ahalyzes three essential features of a sound program.

Let me make clear what I mean by as"sound program." The meesure>of
any social studies/Writing program, in my judgnent: is‘the extent to
{which‘such a prbgram accomplishes two crucial goals: (1) student mastery

> of ﬁrogressively more-sophisticated and matune\principles of written

discourse in social studies subject-matter areas afid (2) student nastery
of basic social studies information, concepts, generalizatiOns, and

skills. 1In elementary school social studies, writing should serve as a
weans for learning social studies as well as a goal of learning. Con- - .
versely, social studies subject matter should 'serve as a vehicle for

learning or improving writing as well -as ésgoa of learning. A sound é7

social studies/writing program-leads to ased learning of both writ-
ing and social studies, as determined by all measures of student achieve~-
ment. These goals are not likely to be achieved unless ‘the progtam is
constructed in a way that deliberately fosters their achievement,

Three features distinguish a sound elementafy gchool socisl studies/
writing program. First, such a program must provide for sequential skill
development across grade levels. Second, it must ‘“integrate skills with
subject-matter instruction. And third, it muscgexplicitly provide for
direct instruction in both writing and subject matter. .

The claim that an’elementary school gocial studfes/writing program

.should_be sequential, integrative, and explicitly instructional is based

177 - 7
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on neither whim nor theory. It is based on what wgﬂknow both  about

writing and about the present state of teacher expertise in the teaching

. of writing in'the-elementary’sghool. .

/’

-

1

Writing is not a skill; it is a complex process that makes use of a
repertoire of discrete skills. Nor is writing something that is mastered
once and for all at a particular time in one's schooling and then used
4in qﬁchanging fashion thereafter. Writing grows and develops over time
as it is used for a variety of purposes in a variet} of contexts. &or
is there only one kind of writing to be used with all types of informa-
tion or for all purposes. A variety of writing forms and styles exist
for use in achiév1ng many different goals in many different content
areas. No single writing style or form is appropriate for all content
areas and purposes. Acknowledgmerit ‘of these three major characteristics
of writing must shape the teaching of writing,’ if we are to improve the
.quality of student writing and learning in our schools.

Furthermore, few elementary school teachers have had formal training
in the teaching of writing. Of course, most wrote’when they were them-
selves students. Freshman English composition was and still is an

inescapable'hurdle for most college students. The eVer-present .term

pageg@continues to rear its ugly heag in course aftet aollege course.

In spite of these writing requirement$, however, .most preservice teachers

-

received precious little instruction in how to compose--how to generate
ideas, how to organize and relate information, and how to put words,
ideas, and information together in order to accomplish a specific pur—y
pose for a specific agdience. With the exception of the relatively few
teachers who have had the, opportunity to become involved in such efforts
as the National Writing Project and other inservice writing ptograms,

\\\\\

classroom téachers in general know little about how to teach writing

’

effectiveﬁy to their students. ' .
School systems that are interested in improv1ng the“writing skills
of their students must thus consider both the nature of writing and the

lack of teachier expertise in writing if they are to achieve the.learning’

‘Jgoals_they seek. Benign neglect will not produce the long-run improve-

i
ment th NAEP" test scores suggest is needed. Only by developing

systemgide or building-wide curricula which carefully sequence and

integpate writing with subject matter and which provide for direct class=-

’
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‘ - " room instruction in writing can schools be assured of. making improvements
. ' _.‘in the learning aof both writing and social studies.
: Sequential WritingQSkill Devglopment s

No K—6 program of studies in"any skill or subject area stands alone. -

. Jot only must it relate to programs of study in other K-6 sub3ect3matter -
areas, it is also an integral part of a Larger K-12 learning program -
. , This“is especially true’ of a writing program. To"a large extent, a K-6
. ‘ writingoprogram seeks to develvp the skills and knowledge necéssary to , -
. achieve the skills, knowtedge, and affedtive goals sought at the secon-
' dary’ and higher levels. Thus, planning- a K-6 riting prograd involves

-~

dgtermining what a student should be ab!e to do by way of writing upon

graduation from high school and then planning backward to identify what

needs to pe done -at each preceding grade levél to introduce,-develop,

y T . " apd reinfbrce whateger is prerequisite to that goal If educators decide
that upon graduation from H!gh school,the average student should be able

T ) 'to write a coherent, error-free paragraphgaa research report, or- an ‘-

e

~ . analytical or persugsive essay, certain skills gﬁed to be developed.in -
. - t sequence at earlier grade levels in order to ensure the realization of
‘ these goals. Any K-6 program in writing needs to be developed, not as'
an end 1 itself,‘but as a part—-a very funddmental part——of a.larger

L 3

\ K-lZ‘sequend% of learning goald and activities.

For optimum learning, skills should be introduced when appropriatg
‘_ﬁd 'the ability levels of the studentsﬂ Instruction “in each gradé level

should build on skills introduced ‘in earlier grades and deve.op founda*-
e . "tions for sbills to be introduced in/later ‘grades. , Thus," for example,
“ - . . scudents uay move from dictating sentences to writing a $imple sentence-
to writing more-Tomplex sentences. ‘In. paragraph-writing, students often
E; SR dh move from writing three—sentence paragraphs to’five-sentence paragraphs P
‘ and then to three-paragrbph statements and so on They/ﬁay write firSt

® ) for entertainment or recreation, next “to inform, and eventually to pro—-

/~ ) : - o e
4 »~ N A

, A motesor defpndr A T ‘i , )
| /3. & To illustrate the. sequencing of writing skiLl instruction, consiﬁ%r -,
. ; : report‘writin ‘ The reporr‘is a common writing form in Social studies.
i. P Report writinggaq’g process consgbts of a numher of skills that can be

¢ BRI naught in seq;:::e as students move through the elementary school ;social .

. . ' - - . * \ . * .
» - - - -
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studies curricuium.

. second gx#fle and unfold as follows: Z . ¥

¢

-

:@.

The sequence of such skill learning might

*

i

\

]

ing the events in chronol¢gical Qrder

Y

Grade 2.- The students will write about persona%?experiences, relat-

e

Grade 3.
pleting the following tasks:

The studgnts will write short reports, successfully com~

P 4

e » v

Y S

- "+ ==Collect ‘and record important facts to be included.

. ==Organize the relevant facts in logical order.

L]

~~Share thq&written report with classmates.
The students will write short/&eports on given topics,

Grade 42 . °
successfully completing the following- tasks: ‘
~~Pose two or three interesting questions about the topic. N
--Find answ to the questions by gathering information from one
or more sources. = ' -~ .- ‘ %

-~Take brief notes while reading to find information

* --Organize the facts into logical order.
-=Write the'reportsnusing source notes.
--Provide a concisé¢, interesting title.

-

-;Prepare a brief bibliography, folfowing a model. \

) Grade 5. The students will write short fq.tual reports, success-—
. fully completing the following tasks. . ‘ '

" =~Pose questions about the topip
--Gather information from- two Or more sources.
e
. --Take brief notes to answer the questions posed and-:

?ﬁgzains topics and

important information. - ]
] --Organize information into an outline which

subtopics ' ) ., j ) ' A
-~Write the _report, -using the outline. é . -
” —-Provide a concise, interesting title ‘
» --Prepare a bibliography, supplying title,wguthor, and copyright
+ date for each entry. a N~ o ¢

wCrade §.. The students will write reports and biographﬂhh siccesg-

"

fullj completing the following tasks:
-=~Select 'a limited subject that is parsonally interesting

~

*-Research the suqupt, using several sources of information‘

! =-Take brief notes, summarizing’ information on note cards ,
N i . L - L. '
F - s \; % . - -t , -
7 .J / T * 1,"\ . .
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~-Plan.the report by organizing the notes and'depeloping an outline.
--Write and}proofread a preliminary draft. ’
--Rewrite the report, refining style and correcting errors.
"—-Illustrate the report with maps, diagrams, transparencies; or
other visual aids. . . ' ‘ ‘

\ -Prepare a bibliography, suppljing authvg, title, publisher, plaf
of publication, and copyright date for each entry. »

Such a sequence obviousiy does not stand alone but fits in tarefully

with similar sequential deve opment, §t sentence writing, punctuation,

. and other skills. Furthermoke, while every writing activity should
attend to the ‘three major stages of the writing process--prewriting, A-

composing, _and revising--instruction might weld be on only select g
aspeCts of each stage at each grade level. 1In the éarly grades, stu-
dents should receive ingtruction in hot to generate ideas to yrite about

(a prewr(ting "skill) and how to develop focus, For example, they might

~ move from learning hem to build wotrd caches €o more-formal "Brainstorming,

using focus&grbuﬁé and dq%;;gathering charts. Organizing ideas and
information in paragraph f should receive attention when students are
ready for it--perhaps’in the early intermédiate grades Such specific
skills as forecasting and’ sequencing should await attention until t
secondary grades. % -~ i

In planning”an overall. developmental writing program, teachers
should thus consider at least s Variebles at each grade ’bvel con-
tent, task, length, - skill focus, subject focus, and audience As a
general rule, studengs in the primary grades .write first about real

experiences or concrete objects, events, or places (but, as Kieran Egan,
oh

* argues, real" experiences may also include the products of youngsters'

,of these %ngs and to»more-abstract ideas.
i

very vivid imaginations ), moving gradually abstract repregentations
terms'or tasks, they may
move from ting descriptfons and narrativeds to explaining how and why
and to writing persuasuye arguments. Initial writing assignments 1d
be short, with tasks becoming longer and ﬁﬁ%a complex as students evi-
dence compe‘snce in the early writing tasks--moving gradually from

phrases to séntences, combinations of sentences, simple and then complex

paragraphs, short three;paragraph statements, gnd finally to short

essays. . o~ -

-~
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Youngjstudents can also attend to audience, at a simple level. In?

the primary grades, they &my write to friends, parlhts, siblings, and
even government officials or famous people. Research suggests, however,
that systematic analysis of audience ghould be 3Zstponed at Least until
the upper-intermediate grades. Finally, what we ‘ask students to writes

specific\individuals in

about may move from their own selves or othe
early 'elementary school, to groups of clos

general in-middle schoo" to society as

concerns, im turn: (l) cregting in the students a willingness to
and (&%kwlping them use writing for mean!hgful subJect—matte;-
related pi rposes. To accomplish the first goal, a writing program must
‘credte a classroom plimate that is supportive of writing., It must also
recdgnize and utilize the dozens of opportunities for writing that exist
in the normal classroom routine as well as in elementary school social
studies course work. Students need opportunities to see written words,

to hear them read aloud, and to see them written‘pown and then read

. . : * “
aloud. Young Ghil@;e%h:eed-to see others write--especially parents, .
teachers, and peers." y need. to write in conJunction with other media,

including pictures, films, music, oral reports, and)reading They need
to write even when what they write is undecipherable. Moreover, all

.these actilvities .need to be conducted in 2 nonthreatening atmospﬁere of

.- .,
trust and pupport.. The products of students' writing %ged to be shared ,

~

with their\peers and with adultsJ/%!positive wéys, | T

After the proper atmosphere established, students can write in
specific soc!&l studies areas for subject—matter learning pufpdses Tather
than merely for self- expression or #creation. They can write to develop

_plans for further learning by inventing ideas to study later. They can_
write from different peints of view in order to develop new insights
into what they are studying. And they can write to pull together ideas
studied earlier: ihe.writing skills taught or employed in such activi-

- ties must be appropriate hot only to the abilities of the students but
also to the content being stu\;/ed and the substantive goals thaa the

writing seeks to accompf'gh - .

Thus, a carefully sequenced writing program should movée students

from simple, basic skills. to more-complev one%, /;qm»skill-by-skill us

v -
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to conscious use of the entire writing process, and from competence in -
one ‘technique to f miliarity with a variety of techniques and fo¥hs,
Such a program mus;\hiso move_students gradually from highly teacher-
directed to increasingly seif-directed writing. Finaliy;‘in terms of
social studiés, it should,move students away from self centEred writing . .

¥and thinking toward othet-centerad and socially focused concerns.

9
-

Skill and Cotdtent Integration ! P

i ' A sound writing program integrates the development of. writing skills
. with other aspects of the program of studies. This integration can occur ,
in at least four areas. In elehentary school social studiesg, writing N
instruction should be combined with social studies learning objectives,
with social .studies content and subject matter, with other skill
development--especially reading comprehension--and with a variety of
other learning activities. Skill development and subject-matter learn-

— ing shonfd proceed tegether for motivational as well as for learning

purposes. - s .
First, writing skills objectives must be intégrated with social
studies 1earning objectives.é If, for instance, a major elementary
schdbiLsocial studies objective is "to identify the roles and contribu-
tions. of famous Americans,. a.writing skill objective that can:be accom-
s Plished simultaneously mighthbe "to expand basic sentences by.adding )

information that tells where, when, how, what kind, ‘and so om.” "An
*activity that seeks to achieve Ghese'two‘objeétives;simultaneously might

present students with a simple sentence about a famous American and ask
them to expand the sentence by adding appropriate .information about that . .

<0 : individual's roles-or contributions. Far example: ¢ .

* Given: George Washington was the first presi=
dent.

- “\ . * N s
\ |
L0 Expanded: George Washington, a Virginian and a .
. . plantation owner, was the firgt president
¢ . : of the Uniged States.

. ‘ * ‘ 3 * (,
- Many common writing and sdcial studies objectives can be combined
" in similar fashion. Eigmtntary schobdl students are ofteg asked to

identify anﬂ explain the significance of important evedts in American

' . history. .Combining several short.gentences to produce a single, more- B
A . ‘ N . #

h ] ! L1 .

L4 <

*
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A
complex sentence is a writing task that can be accomplished durfng this

o -y

process, as illustra&ed by the following fifth-grade assignmen;*»

. Match each item from Column-A with%he item in Column B that - %
) .- best-tells its importance in American history. . ) -

\" . " Column A * o Column B : ‘
N . ‘ 3

. 1. ‘Eli whitney invented .. A. The Louisiana Purchase .

‘the cotten gin. . more than doubled the ‘ 4
: . : ' q size of the United Ll
* - _ States. .

r

. 2. Jamestown was a colony. B. The cotton gin made
¢ it possible to grow

more cotton, and so

more plantations

sprang® up using more \
3 ’ . gslaves. . -
L3 - : 22 -
] 3. The United States €. This was the first -
e bought land from . pegmanent English
' France in 1803. -, - * colony inm the
Americas.,

- - - - — R e

. After you have matchied these jitéms, rewrite each pair
(combine them) into one sentence. You can add or change
words, but dp not leave out any information.

¥ : Example: Eli Whitney's inYeption of the® cotton gin made
it possible to grow more cot®®n, and so moxe planta-
tions sprang up using more slaves. :

o - . .
' ‘pombining writing with social stidies objectives is a crucial feg- ol
ture of a sound elghentaqy school social studies Qurriculum if studenmts
are td(giyelqp writing skills and4learn social studies in the process.
Students-call use writing to learn the information and ideas.they are
studying about. They can use &riting‘to invent 1ideas about a topic
5 which can_ serve as nypotheses for testing by further study. They can
also write about an event from the points of view of the different people ,
» involved in order to develop empathy for these people as well as to
acquire new insights about the subject.: This process is illustrated by '
. the following assignment: , )
D 3 .
.After reading the agsigned pages . in your text, pretend .
. ¢ that” you are a settler in Jamestown Colony who is living i
‘ 'in a batk hut during his figst winter'in America. Write ° .

a short letter your brother or sister im England, 4
describing whatr§bur life in America is like so .far. ;

You may wish to share how you feel about wiat has’ .
occurred or what you hope will occur in the spring

well d4s tell some of the thi,ngs that have happened{;f N y
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In more-analytical fashion, stddents'can write short paragraph§
¥ about a series of related topic; and then, using data from their para-

graphs, compare these topics and make generalizations.

-

fluenced thé -
in colonial -

1.  The natural resources of the South
: live® of the people whd lived th

‘ times.
.\\ 2. The *‘natural resources of e South influence the 3
lives of people ligﬂhg ere today. ' '
re 3. The natural resources f the Southshave affected
' the lives of people wfo.lived there in colonial ~

times and Southerners day in different ways.

1

’

Writing can be psed to teach basic social studies concepts as well'

as.to clarify insights into key themgs and topics. By writing specific b2

examples of ideas or concepts, students can develop important social *
studies generalizations.,

#

Writing instruction should be combined with efforts to develop other

skills, for example, skimming, observing, and ca?eful reading. Children

can quickly examine one or more study prints or pictures or wkim a brief

reading ‘and théf write about what these items seem to "say." lmter,
they can study

hese same items in depth to see if in fact they do "say"

what the students' though‘t they said. Students can then revise their

*original gtatements, changing their conclusions if necessary or using

their initial conclusions as topic sentences. . .

L 4

Finally, writing should be integrated with other learning media and

techniques as students seek to accomplish soclal studies learning goals.

'While the«writing process may serve, as the stryefhre of social studies

lessons, such media as filmstrips, documents, oxal reports, and texts’
canﬁbe used in conjupction with specific writing activities, as ‘shown by
the f£bllowing learning sequénce.5 ’ \\ .

l.+ (Students view the filmstrip Life on a Plantation to observe
what life Las like for whites and blacks.

. class brainstorms lists (recorded on the board) of what
fhey saw uﬁﬂhe headings "L,ife of Slave Owners," "Life of Slaves,"
and d}lantation Activities.)

—

3. Small groups evaluate the lists on the board to prepare two
ocher lists: "éinefits of° SlaVEry and "Erilé of Slavery." The ‘small
,groups then report to the clags. ¢

.
.
] - [
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4, .The class lists {opn the board) s é% arguments that a persom
opposed to slavery might have made. ‘ ‘ -

*os, Students pretend that they have just visited a plantatlon in
the mid-1800s. Half the class, as individuaIs, write letters to friends '
describing life on the plantation from the poiht of view or someone
favpring slavery. ' . ‘

6. Working in pro/con slgvery pairs, students read each othgr's
letters to learn the arguments used by the otheriside. Each student
suggests one additional item to be included in the partner's revised
Ietéer. . * * . .

’ 7. The class analyzes two documents*(; letter critical of slavery
and a newspaper editorial defending plantation slavery) ro"find examples
of arguments that might be used in.their lettefs. Each student chooses
one fact or argument to include in a revised letter. e \

8. .. Students revise their letters to include suggestzons made in
class and in’ che documents they anzlyzeds - -~ -

9. Students read each other's revised letters and suggest cortec~-
tions in<spelling, punctuation, and sentence-structure (by .circling sus-—
pecfed efrers). When letters are returned, students discuss reasons for
the-ehanges,and make changes that they believe should be made. /

. 10. After letters have been graded, they are posted. Each student
reads four letters representing each side of the issues involved in the
arghment over slavery . . . L, ’
11. Working with partners, students write a paragraph that explains ° .

. L4
three issues_involved in the slavery debate.
»

-

12. After a list of these. issues is posted on the.boar?, the class -
uses them to make threes generalizatiops about slavery. -Stfidents then
read the assigned pages in the text to Bssess whether theiréEEBErﬁliza~ !
tions accurately ‘summarize the major issues that led to the Civil War.

. This sequence of classroom activities illustrates iting can—

be integrated with other media and’ techniques to accpmplish social

studies learning goals and to develop writingaskill 3
o+

Direct Skill Instruction .
N N -, N A

Making explicit provisions for direct skill.instruction constitutes

the thiri and most essential feature of a sound writing program in ele- ' . e

. 1{'",\ ., . ¥
-

3

\ ‘- : Jf | . . - _\\ -
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mentary school social studies. ' Children do not fearm new ekills éimply

by attempting them to the best of their abilitiés when they are required

to do so.- They learn a skill when théy use the skill to accomplish a oo
meaningful substantive goal, when they attedd 'to how they execute the

sﬁill, and when tney receive corrective fegdback and instruction as they

do so. .Any effectine writing skill program requires direct instruction

in the various skills that constitute writipg as youngsters deal with i =

the subject matter of the program 3

’
-

. Direct 1nstruction in writing can be provided at every phase of the
writing process. Such instruction may consist of (1) using a strategy
specifically designed to introduce and reinforce skills, (2) Qroviding

. frequent superyised practice accomplished by immediate feedback and
reinforcement, (3) providing snpervised skill practice that is analogous
to as _well as equivalent to the ﬁorm in.which the skill is normally used,
and j4) providing such instruction at'each major stage of the writing

.o ,__.:processiﬁ.u_-m; * - St e e, - ' k
To introduce, review, or provide additional instruction a‘bout any
%riting skill or form, a teacher can use a five-step process-in which
the teacher (1) introduc®s the skill to be taught by label{ définimion,-
and/or example, (2) explains the specific steps involved 1dbusing the
skill, and (3) demonstrates (using appropriate subjecf matter) the skill.
The stJHents then (4) practice the skill repeatedly with other appro-

priate content and (5) féview after each practice how they did the skill

and how tHey engaged in the~various operations that constitute the : .
skill., This skill-teaching strategy cam be used repeatedly to provide
" direct instruction in amy aspect of writi g. v s
. While instruction, in writing shoul& be frequent, it should not be '
long and .drawd out. A;\Janet Cuenca notes in Chapter 16, it should be
in small~bites --lessons or activities requiring no more than 15 or 20 '//r
minutes. Students should recedve. immédiate instructive and reinforéing..
, feedback from the teacher dér their peers. Instruction can be provided
during'an;>predriting, conposing, or revising activity, deﬁending on the }
- emphasis of the program at each grade level. For e;aﬁple, students can
receive inscruction in- organizing ¢heir writing,ﬁy following models as
e they conpose-models such as those used in. the poetry-writing activity

descriﬁed by Ann. Gibson in Chapter 1. Teacher-made feedback models or

- ' .
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. . . Figure 7 {

. SELF-DIRECTED WRMING GUIDE "~ .
. *

1

Topic: The Jamestown Settlement

» ~ -
l. List three pieces of information about- this topic that you find in

-~
. ¢

Chapter }. You’do not have to write them inksenéeqces. Just write
down bits and piecessof iﬁformation that you find as you skim the chap-"*
ter. Three sample items haye been provided to help you start your list.

—shortage of corn

.

~rmany people died of\malaria
-—fighting betwegn Indians and Europeans .
1 f ‘\ - /

— 1

-

Z. Now wriﬁa sentence that summarizes the information above. Do not
just copy theApéeces of information you listed.” Instead, put the
informatlon into differgnt wotds so that the facts are connected@;o

-one another, -
%

; /-\g\
- ‘ . P )
3. Hext write a pa;agraph Use the sentence from task 2 as your topic
A sentence. Add aentences giving at least three ﬁ!%ces of informa-

: tion fzem task 1. These sentenegs should supgort or explain*your

topic sentence. Be sure to show ¢how each piece of &nformation is

F 2 5 Y
fa te Jo. i
L .

- R )
' . ' . * » ’
; . . . - - . - ~ L
R CF . - B .

conngcted to your topic segtence.
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Write a sentence that sums up the importance of the paragraph you

wrote in task 3 (above). It should answer the question "So what?"

v

. ’ c .

Now reread Chapter 1 carefully to answer these questions:
a’

v

What facts can you find to prove that your last sentence is

» -
)
-

c. What three new ideas about this topic did you get, by rereading

4

»

this chapter? | o " *

&
true? ’ p
v * - »i . g
. - $ -
. » ) , M
. * “
- b. What, facts can you find to prove that this sentence may not ¢<ﬁ~ ’
‘ (completely) true? ‘




questions written on a chalkboard may provide guidance during the revi-
sion process, as can more direct instruction following the five-step
procedure’ outlfned above.-

Not all ipstruction need be teacher directed, however. Teachers-

’can provide indirect aSjéitance by preparing various types of guides for

students to use as they firite. The handout in Figure 7 illustrates one

form that -such a gui&e might take for use in fourth—, fifth-, or sixth-

- grade social studies. This guide leads students through the prewriting

and'composing- s of the writing process in combination with a read-
ing activity. The students use their conclusions (item 5) as hypotheses
to ‘be tested by further reading in their texts»and thén again as topic

sentences in revised versioms of their original paragraphs. When this

type of guide is used in the classroom, the teacher is free to mové from
student to student, ‘providing individual instruction as needed.

-Finally, instruction and prackice in writing can be provided in
forms analogous to but not equivali&\\to the way a particular skill is
used in writing. In order to learm how to oréanize a paragraph by
assemting details that support a topic sentence, it is not always
necessary for students to inveng appropriate sentences and details.
Stuaents can examine existing sentences to identify these parts of a
-paragraph and then resequence them in a more degirable order. Exercises

N
such as the following may serve this purpose:

-

.Which of the following sentefiges best includes all the
<. others? Dt

- »

1, Captain Smith forced settlers to make fish nets and
' to plant corn.

.2. He also ordered people to gather oysters and pick .
wild berrxies to eat.

3.- John Smith ruled Jamestown Colony with a firm hand.

4, Smith punished settlers who traded tools for Indidn .
corn. i ¢ -
y | .
Undenline whichever of the following sentences support.
(prove) this idea: Captain John Smith ruled the James-
town Colony witl¥ agp ironm hand. . . .

1.. John Smith ordered people to make fish nets and
animal traps.

1
4
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2. John -Smith made people gather wild berries and col-
- lect oysters.,

. . 3. Christophes Newport and John Smith aégued over how
best to deal with Indians.. . -

-

Similar activities can be developed to help students learn or prac- ' -

. ’
tice the skill of writing conclusions. . ’ .

Which qf the sentences below best sums up the importance 4
of this paragraph?

Captazﬁ John Smith ruled the Jamestown Colony with’an -
iron hand: He orderéd people to make fish nets and

animal traps when food supplies ran short., He also made

them gather wild berries and- dig roots. . .

1. ' Smith punished those who sold tools to the Indians, ’
. for corn.
< ’ .
' 2. Smith's main concern was that the colony survive.

— 3. Smith made the settlers do-as he ordered. ’
When content uéedlin such activities is drawn from content. current to . X
L e the social studies topic under study,swriting,instruction and subject-

matter. instructiOn reinforce each other,

*
4

It- should-be noted that instruction is not complete until students ) -
discuss and share how they identifded tdpic‘og c0ncluding sentences or
why they sequenced other semtences as they did. Mixing such analogous
activities as these with direct_ experience in generating, composifg, and f
revising their own paragraphs not only introduces variety into learning -
but also enables students to work with the maximum possible amount of
- subject matter. . - Y -
., Finally, instruction needs to be provided at each stage' in the -
writing process in the specific skills required to complete that stage. o
" When students are given a writing assignment, they must be shown how to ‘
generate something worthwhile to. write. Students need instruction in
-, how to brainstorm as well as opportunities“to do so, and they need =~
d instruction in the many other techniques they can use to tu®n a topic‘
. into a topic sentence Children also need direct instruction in how to,
organize their writing, Whether it be single paragraphs or three- s

paragraph reports. They need to be shown how to rewrite in order to

clarify their ideas, how to edit for grammatioal and content’accuracy, v

11

and how to evaluate their own writing.. Skill instructiOnrthat is'prd¥

# ' <

vided when the skill is needed to accomplish a suhstantive writing

- .




assignment frequently produces better learning than does drill-and-
practice skill teaching, because students have a reason to learn the
skill which is directly connected to the subject matter.6

Summary . ) .

- \
K] AR *

Anieffective writing program in elementary school social Studies -
must exhibit many features. Certdiﬂly ‘the principles of good classroom ‘
instruction 'must be employed. Detailed curriculum guides, appropriate N
inservice-trainigg, and organi}ed assessment of classroom instzuction '
and student achievement are. necessary suppOrts for such a program.« But,
behind all these lies the program that is the target of instruction.
For best' resu’ this prog;ﬁ” must follow an explicit sequence for
develbping writing skills, must integrate gkill instruction with social
studies subject matter and objectives, and must-provide for systematic

direct instruction in writing. The development and articulation of such

e b i e —— e e

a program is. an indispensable-”ingredient in any effort to &uprove both

e

instruction and .learning in writing and social -studies in the elementary

grades.

’ . ° - . v
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fewet than 50 percent of U.S. 17-year-blds in school can write an agcept=
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Clearly, we are not where many people--parents, educators, and even ‘
students-~believe we ought to be in terms of either writing or social :
‘studies in our elementary schools.. However, as the preceding pages indi~
cate, some classroom teachers are using strategies that can move us in a
direction favored by many. As noted in the prologue, this pook seeks to
stimulate and/or improve studept writing and mastery of social studies\
in elementary schools by suggesting and illustrating practicg} classrpoom
teéhniques for integrating instruction in writing with social studies.
For edugators who are interested in improving the quality of student
) ‘ writing and social studies education dt this level, the ideas presented ")
hére may be most useful. But these ideas wiil remain only ideas unless
they are tried repeatedly in the classroom and unless they are made an

"; explicit part of a coherent social studies writing curriculum taught by

. trained teachers across all elementary grades. To do this fruitfully
will require frore than rahdom, un%ritiqal trial of these techniques; it

- - will require thoughtful curriculum development and classroom teaching '

\\ ‘ . It also requires- further’ study gf the theory, research, and learning ‘/

principles W dergird these practices. / ‘ )

Ty’assist educators in conducting'such a study, we have listed some
sources that séem to us to be readable, informative, and immediately
useful. Study, analysis, and discussion of the ideas and information

+  contained in these sources will proVﬁde a useful context for the tech=
niques described in this book. Moreover, such a study can also lead to
the development of adddtidnal useful teaching techniques for improvipg
writing in elementary school gocial studies and to the construction and
‘implementation of curricula designed to achieve this goal. Oncg we have

% ( done thiss\we can integrate writing and social studies Bubject matter so

! . that each plays a functional roge in learning the other as well as Rerv-

ing a goal in itself. Accomplishing this goal is the challenge before

~

us today. - >

q
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¢ . RELATED RESOURCES IN THE ERIC SYSTEM ‘*
, 7 . ) .

. . . !
” ‘ * The resources desgribed in this section have been entered into the B

ERIC (Educational Resourcdes Information Center) system Each is identi-
fied by a six-digit number and two letters: "EJ" for journal articles, -
"ED" for pther documents. Abstracts of and descriptive information about
all ERIC documents are published in two cumulative indexes: Resources
in Education (RIE) for ED documentsrand the Cuﬁulative ‘Index tg_journals
in Education (CIJE) for EJ listings. This information is also accessible

through three major on~line computer searching systems: ﬁIALOG, ORBIT, «

and BRS. ,
’// Most, but not all, ED documents are available ﬁor viewing in micro- L 4
<,;S fiche (MF) at libraries that subscribe to the ERIC collection. Micro-
o fiche copies of these documents can also be purchased from ERIC Document
Reproduction Service -(EDRS), P.0. Box 190, Arlington, VA' 22210. Paper
copie C) of some ED documents may algo be purchased from EDRS. Infor-
matio:téiout the availabilig§ of every ED document listed is included at
the beginning of the abstract, along~yith prices for both microfiche and
{ paper copies. If a document ig not available from EDRS, the source and
price are provided. )
- ‘ Journ%l articles are not available in microfiche. If your local
' library doeés not have fhe relevant issue of a journal, you may write for
one_or more reprints-to University Microfilms, 300 N. Zeeb Rd., Ann
Agbor, \MI 48106. The following-. information is needed: title of the
\\\_* : periodfcal or journmal, title of srticie, name(s) ®f. author(s); date of

&» ] .
. issuef, volume number, issue number, and page numbers. All orders must
%

be accompanied by payment in full, plus postage. Contact -University

Microfilms foﬁ current price information. & .t

Beyer, Barry K.k "Pre-writing and %ewriting to Learn." Social Education
43, no. 3 (March 1979), pp. 187-89. EJ 198 671. ’

’ This articleXdescribes prewriting and postwriting activities
designed to aid students in submitting a polished social studies paper
rather than merely a first draft. Data analysis, questioning strategies,. ..
games, simulations, and values education strategies provide sources for
focusing on the topic. Rewriting involves evaluatiom, revision, and
editing. ) Te
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Beyer, Barry K. '"Teaching Basics in Social Studies." Social Education °
41, no. 2 (February 1977), pp. 96-104. EF¥ 152 384.
Beyer addresses the question of which basics to teach in the social ~

studies and how td find time to teach basics as well as everything else
required in the curriculum. He gives practical hints on ways to inte-
grate basics into conventional social studies objectives.

Beyer, Barry K.; and Anita Brostoff. '"The Time It Takes: Managing/ d
' Evaluating Writing and Social Studies.". Social Rducation 43, no. 3
(March 1979), pp. 194-97. EJ 198 673. { )
The authors suggest methods to help social stud;es,teachers inte-
grate writing into courses along with and in place of verbal activities.
They also suggest ways to decrease time spent in the evaluation of stu-
dent writing. One method is to focus on a few primary features of writ-

ing as tﬁéy are defined iam the goals of the assignments.

v
[Y 4

Brostqff, Anita. "Good Assignments Lead to Good Writing." Social
Education 43, .no. 3 (March 1979), pp. 184-86. EJ 198 670. PR
Brostoff describes principles which achieve good writing .assignments {

students Yo learn, ¢(2) devise assignments in which level of diffieulty
of task fits the level of the goal, (3) let students speculate on the -~
topic, and (4) present the topic so that students know how and_what to
do. . > .

in the ﬁﬂﬁial studies: (1) define the content and. skills teachers want
f

3

Diamond, Itrene M., Nancy S. Haugemy and John M. ®ean, eds. A Guide to . ¢
Helping the Gifted Student Write. Madison: Wisconsin Writing Proj- . * P
ect, 1980.. 5! pp. ED 193 657. EDRS price: MF $0.91, PC $5.30; :
plus postage. . . N )

This booklet on teaching composition tq gifted students in kinder-
garten through /grade 12 begins by defining the term "gi%ted student" and -
stressing the importance of a good writing curriculum to those students.

It then digcusses (1) guidelines for creating a writing program for - .
gifted studemts, (2) Benjamin Bloom's taxonomy applied to the wtiting .
process, (3) assessing growth in the gifted student's writing, (4) pur- ‘
poses for writing expressive, refeyential,.literary, ard persuasive

forms, and (5) essay writing for gifted and talented students. An anno-

tated bibliography lists extensive resources for teachers of gifted stu-
dents. . . -

Diamond, Irene M,, Nancy S. Haugen, and John M. Kean, eds. A Guide to
Helping the Reluctant Writer. Madison: A6 Wiscgnsin Writing Project,
1980. 98 pp. ED 193 654. EDRS price: MF $0.91, PC $6.95; plus

'« postage. ' ) h \
- This guide examines the characteristics of the reluctant writer and
suggests strategies for teachersato use when dealing with these charac-
teristics. "It also reviews the writing prooess, categorizes the reluc-
tant writer according to grade levSI, and provides appropriate writing
activities for each level. ‘Each activity Epntains‘(l) a statement of

its objective, (2) a list of materials needed, (3) the procedure to be

followed, and (4) additional ‘suggestions for using the ‘activity.

-
. ki
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Diamonj, TIrene M., Namcy S. Haugen, and John M. Keapy, eds.‘é_ Guide E_{

' . Tdiloring Writing Assignments for the Mainstreamed Student.
Madison: Wisconsin Writing Project,. 1980. 87 pp- ED 193 658. s
EDRS price: MF $0.91, PC $6.95; plus postage. R
Ihhs booklet offers teachers of mainsetreamed edpcationally disadvan-

- . taged and learning-disabled-students some practical strategies for
tailoring general writing assignments to meet individual needs. ‘The
concept lof mainstreaming is discussed in part 1, and general strategies
for coméo$itiqn teachers are listed in part 2, Part 3 describes 13 .

+ . 'specific writing aésignmenﬁs that feature extensive prewriting activi-

- ties .for, the ' elementary/middle’ grades, ordered from easy to difficult, '

’ and a nine-week expository writing course for high school students. The
last section sug%:sts using writing to improve. students' coping skills
.and presents' thred case s;u@ies to support that use. . . -+ |

Economics Cad‘gg Elementary: 30 Jumbo Activity Cards for Teécﬁlug Read-
ing/Writing Skills Through Zconomics. Bloomfield Hills, Mich.:
_ Sandra Schurr Publications, ®78. 32 pp. ED 152 602. -EDRS price: . -
MF $0.91; plus postdgé. Paper copy not available from EDRS; order
from Sandra Schurr Publfcatiops, 2800 N. Woodward Ave., Bloomfield
. Hills, MI 48013 ($4.95; $4.50 Wor 10 or more sets). ,
, ) These activity cards present supplementary ideas and resources “ .
' ' related 'to economic education for use by classroo®® teachers in grades /
K-8. The main purpose of the cards is to encourage student discovery of
bas{c economic and consumer concep#s rough activities which stress
reading and writing skills. ‘Students create bullqggn-boardS’and dio-
ramas, summarize jideas related toythe topics, draw charts and graphs,
take field trips to commundty stores and markets, define and illustrate
terms on flash cards, simulate consumer roles, and write product reviews. '

B

Fader, Daniel; et al. - The New Hooked on Books."NeQ York: Berkley,
1976, 294 pp. ED 139 021. Not ayailable from EDRS; order from
Berkley Publishing Corp:{ 200 Madison Ave., New York, NY 10016
, (31:75). T ’ .
I This annfversary edition '‘of "Hooked on Books" adds new materials
about the general educational context nece ary for the success of the™
approach degcribed’'in earlier editions. Discussions center on the dif-
ficqltiés of reading instruction, caused by the decreasing importance of
—_ - reading in a television era; growth.in.the importance of peer teaching
as class size increases; approaches to the teaching of writing; the need
for teachers to develbp a greater sense of professionalism; and practical
" guides to usingaand‘admiqisgering the program in.elementary’and segondary.
schools, ) 4 o . ‘

.0

»

Ferib,.Judy.' "Balance Conteht'andfskills in the Social Studies." Social
' Studies 71, no. 3 (May/June 1980), pp. I'18-120. EJ 226 491, :

? ; The author suggests .that fhe teaching of skills shoulﬁ be a major ¢ ° ¥
‘ goal of all social Btudies courses and presehts a list of activities . .
- *  which helE tq develap such skills 55 gathering and sharipg informa;;on. LT

Giroux, Heﬂry A, ."Teaching' Content and Thinking Through Writing.”
Social Education 43, no.:3 (March 1979), pp. 190-93. EJ 198 672.

4 This article outl%nes a ‘procedure for teaching writing-which_helps
stﬁdents learn the content and think%ng skills necessary for the reason-
’ f)\\ - . - - P * ! ) 5
[ . \%‘ : . * \
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. [
ing and learning tasks required in the social 'studies. Sample lessons

in a seconddry American history course involve students in discu551ng, /
reading, problem solving, and synthg51zing information.
Giroux,’ Henry A, "Writing and’ Crltlcal Thinking in the Social S;udles.

Curriculum Inquiry 8, mo. 4 (Winter 1976), pp. 291-310. EJ 199

416.

Giroux examines tradgc1onal theoretical assumptlons about the peda-s
gogy of writing and critical thinking and shows that -they are linked
dialeccically He 1lLustrates how a pedagogy of writing can be used as
a learning vehicle to help students learn and  think critically about any

4

given social studies subJecﬁ . : . . LI ]
; . L
Goolsby, Thomas M., Jr., and Joseph P. Stoltman. "Some Writing Experi-
" ences of Third Grade Students in Social Scientce and Reading." 1971.
83 pp. .ED 058 278. EDRS price: -MF $0.91, PC-$6.95; plus postage.
' Three séts of instructional materials were prepared’ by third- grﬁders
after working with and responding to similar experimental materials’in
reading and social science. The curriculum begins at a point when most
children.are able to read; however, supplementary listening passages and
other readiness {raining and assessment are provided for those who can-
not. The materi4l generally comsists ofrshort passages followed by -
multiple-choice questions.

Gregory, Emily, and Mary.J. Tingle, eds. Foundations for a Curriculum
in Written Composition, K-6.. Athems, Ga.: English Curriculum Study
Center, University of Georgia, 1967. 250 pp. ED 026 364. EDRS
price: MF $0.91, PC $16.85; plus postdge.

Background information on the cogp051cion curriculum prepared b
the English Curriculum Study Center,at the University of Georgla is gigen
in this book. Specific subjects gﬁiered include the theoretical basis,

. objectives, and structure of the jcurriculum in written composition for

grades K-6; the contributions of anthropology, sociology, and psychology

to the understanding of language; the structure of Eng&ish; and the

process of composing. -

Haley~James, Shirley M., ed. Perspectives on Writing in Gradeg 1-8.
Urbana, I1l.: National Council of Teachers of English, 1981. 131
pp. ED 198 565 EDRS price: MF $0.91, PC $10.25; plus postage.
Also available from NCTE, 1111 Kenyon Rd., Urbana, IL 61801 ($5.00
member, $5.50 nonmember).

Summarizing the best current thlnklng about what classroom
approaches produce sound writing experiences in the first eight grades,
this book offers teachers a means of checking on their own practices and
perceptions about how writing can best be learned. The first chapter of

the book presents a historical reviey of authoritative opinion regarding

appropriate instruction in written composition. The recommendations of
those authorities are distilled into 11 observations about effettive
writing intruction, and chese observations, in turn, provide. the philo-
sophigal framework for the remaining shapters. Chapter 2 cites data
gleaned in a random survey of teaching practices in use in fourth-grade
classrooms, and suggests that while some of the teaching practices
utilized are in concert with those recommended by the authorities cited
infchapter 1, other practices are in direct conflict with a substantial
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body of professional literature. Reports of gther successful classroom
hing practices and writing programs are “detailed in chapters 3-

thrdugh 6. These chapters discuss the importance of a- specific purpose

and audience for a piece of writing as weldl aé the necessity of prewrit-

ing, rewriting, and evaluating writing. Chapter 7 details the trends of .

writing-related research in the past 50 years, the role of the classxoom

teacher in sueh research, morg-recent developments in research practices,,

and future research needs, emphasizing the necessity of conducting writ-
ing research in cohtext. . X Lo
Hovard, Deborah Fox, et al. "Writing Local History: A New Look at‘0ld

Portsmouth.”" Childhpod Education 56, no 5 (April/May 1980), pp.

264-67. EJ 226 130. [ )

The aythor presents a learning activity for involving 9~ to ll~year-
old citildren in history writing. Children toured Portsmouth, New Hamp-
shire, interviewed residents, ipspected histotical documents and arti-
Facts, kept fiteld notes, and wrote a final narrative.: Applicability to
other sites is favorably assessed. Reference materials fon a case study

" of -Portsmouth are supplied.. . /a

e

.Integration of Content and Problem .Solving SEills. Schenectady: .\;

.Niskayuna Central School District 1, 1979. L1 pp. ED 179 479,
EDRS price: MF $0.91; plus postage. Paper copy not available. °
. This brief guide is designed %o help teachers learn how to infegrate

content and problem-solving skills in the social studies curriculum.
Problem—solving skills include analyzing an in-depth question/problem,
selecting a format for recording information, gathering and tecord ng
information, and writing a summary. Materials in the guide includ
chart showing the basic problem-solving fkille process and ' associated
subskills, an overview of one unit showing questions/problems, a sample
student guide sheet showing integrafion of content and skills, and a
gample teachér guide sheet showing answers expected "from students.
Eleven question/problems used to organize a unit on the American Revolu-
tion are presented. A student guide for one question provides detaile
directiens for problem solving. Students @nalyze the question throug‘
labeling nouns, verbs, and limitersy defining unfamiliar words,

‘restating the question. An organized form is devised by writing implied
and subquestions of the larger question. A list of resources for gather-

- ing information and an outline for writing the factual summary are pro-

vided.

.- Klasky, Chagles "The History Mystery. Social Studies 70, no. 1

. (January/Februdry 1979), pp. 41-43. EJ 197 113.
g This article describes a method for making the study of history

"> more intgresting. Based on student research and composition, the method
involves st§dents tn writing both- true and false "autobiographies® of .

famous people. . Students .then exchajge autobtographies and determine
which accounts are true and which are falge. .

. e
A .

~ Kroen,. William C., Jr. "The Here and Now." Teacher 96, no. 5 (January

1979), ;PP 82-84, 86-87. EJ 205 801. ,

Activities are described for developing students' interest in cur-
rent events through teaching about the news media, introducihg major
newsqggers ‘and magazines, encoufaging analysis and forecasting on'current

”iasues, ‘and teaching news reporting, interviewing, and writing tech—

niqpes, culminating in a mock presidﬁﬁtial press conference. k
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. Murrow, Casey, ed. Using Our Commnnities' An Outline for Action in
*}\ Vermont Schools. Montpelier: Vermont Department of &Education,

JL977. 64 pp. ‘ED 174 371. EDRS price: MF 30.91, PC $5. 30, plus

postage

Oucstandlng community—based\g»;k now going on in Vermont schools is
described in this booklet, ‘which also suggests ways to develop similar

in other communities. The term "community studies" isWused to
zﬁigﬁpass a broad range of activities carried qQut with the local com-
munity as the focus of and: location for sEuden% Work. The booklet
discusS@s ways of obtaining program gupport from school administrators,
parents, and the local community; outlines the wide variety “of experi-
ences possible in commyrity-based studies; and gives guidelines for -
planning successful field trips. The section titled "Community Studies
Activities" describes 50 projects undertaken in Vermont schools which
succeeded in the eyes of the teachers and children involved. Final
chapters cover student writing (often the most striklng success of
community-oriented work), record keeping, and local and- regional
resources. ' o f .

\ ; )

Page, Dorothy H "Yankee Doodle Noodle Co. Needs You.". Teacher 95, noi

6 (February 1978), pp. 82-93. EJ 182 636.

The author describes an activ1ty centered approach for an elemen~
tary language-arts project with a careers th It begins with exed-

cises -in which students identify different ds of jobs .and discuss and

practice techniques of interviewing and culminatet ia the study of a
specific Yob area--advertising. All activities emphasize the importance
of subject~area skills basic to most careers. - .

PR S

“\'From %putnik to Dartmouthf Trends in the Teach-
" English Journal 68, no. 6 (September [979),
6.

This article trends in the teaching of grammar and composi~
tion and. the impact he Dartmouth Conferénce and the "new English" o

the teaching of composition. . . «

Parker, Robert-P., J
ing of Compositidn.
pp. 32-37.- Bg+

People,.Parties and Politics: 35 qubo Activity Cards faor Teaching

Reading/Writing Skills in Social Studies: .Bloomfield Hills, Mich.:'

¢ Sandra Schurr Publications, n.d. 38 pp. ED,152 603. EDRS price:
MF $0.91; plus postage. Paper copy not available from"EDRS; ordex
from Sandra Schurr Publications, 2800 N., WOodward Ave., Bloomfield
. Hills, MI 48013 ($4.95; $4.50 for 10 .or more sets).

These 35 supplementary activities on Ameriean politjcs are designed .

" to be used by social studies classrodm teachers in -elementary and" junior
high schools. Topics includk voting, elections, presidential qualifica-
tions, presidential activities, congressiondl duties, pblittcal partici~
pation, terms of office, political terminology, candidateé gad issues,?
party affiliation, and political heroes. Students are involmed in a
variety of acti¥ities, many of which stress reading and writing skills.
Activities include creating bulletin-board and scrapbook displays of-
newspaper articles,” drawing voter timelines, inventing games around
political themes, writing letters _to congressmen and political party
ZEadquarters, composing essays, summarizing information ’‘gained from

assroomQSpeakers, making flash cards which define political merms,
describing the background of various presidents, and ‘writing rejsearch
papers. For each activity, information is given on the background -of

+ the topic, materials and procedures, and additional learning‘acﬁivifies.
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Roselle, Daniel. "Ten Basic Suggestions to Social\Studies Students for

Improving Your Writing." Soecial Education 41, no. 2 gFebruary )

1977), pp! 113-19., - EJ" 152 387.

This article presepts ten guidelines to help sth@énts improve their
writing: ; clear expression, specificity, originality, av01ding stereotyp~ ’
ing, 1inding papagraphs, setting time by parallel events, linking -past

+and present, using primary sources, giving evidence for generalizations,
and reading to increase sensitivity.

l ;
$cardamalia,‘Marlene, et al, Writing for Results: A Sourcebaok of Conse--
quential Composing Activities. Toronto: Ontario Institute for
Studies in Education, 198f. 166 pp. ED 198 566. Not available
from” EDRS; order from OISE, 252 Bloor St. W., Toronto, Ont.” M5S
1V6, Canada ($10.50).

Sixty consequential writing tasks are described in this sourcebook
to help elementary and secondary school students develop their abilities
in written composition. The activities foster thinking by posing game-
like writing problems that require students. to use their minds in the
ways that good writers do, and to solve the problems-that good writers
manage to solve. Features of this sourcebook; include a table oﬁgcontents
that organizes the activities according to genre, tobic development,
coherence, style, evaluaticn, and revision. An applications index cross-
references activities according to a greater vagiety of language-ants

« curriculum objectives, including spelling, grammar, reading aloud, proof-
reading,. paraphrasing, and writing topic sentences. Activities aré also

. cross-referenced for subject-matter fields to which they can be applied,
such as art, second languages, geography, and history. Detailed direc-
tions for each activity include its aim, the organization, procedure,
conseql&nces and feedback examples, ‘variations, and applicationms..

’ T . g
Smelst%r, Marjorie, ed. A Guide to Evaluating Students' Writing.
; Madison: Wisconsin Writihg ProJect, University of Wisconsin, 1978
. © 47 pp. ED 176 275. EDRS price: MF $0.41, PC $3.65; plus postage.
One of a series of guides to the teaching of writing at the elémen-
tary and- setondary levels, this publicatiom describes methods used in
the evaluation of students' writing. Two brief introductory sections
present quotations from educators which stress the walue .of positive
evaluative comments. The third section describes procedures, advantages,
and disadvantages of 11 major evaldation methods: traditional evaluation
using correction symbols and letter grades, evaluation of mechanics and
form, measurement of intellectual processes in writing, teacher/student
conferences, peer evaluation, self-evaluation, holistic evaluation, all-
staff grading, public evaluation (by an audience beyond the classroom),
T-unit evaluation, and computer analysis. A fourth section describes
three types of holistic evaluation scales--an analytic scale, a:dichoto-
mous scale, and a scale for assessing personal narrative writing-—and
presents a chart for recording mechanical errors, a composition rating
scale, questions to consider in evaluating writing, and a grading guide.
The final section § ggests evaluation ¢ savers, methods for creative

. correcting, and var§is#valuation gimmi . The publication includes a

list of resources #E teachers.,

T

Smelstor, Marjorie, ed A Guide to Teaching the Importance of Audience
and Subject. Madison: Wisconsin Writing Project, University of
Wisconsin, 1978. 29 pp. ED 176 273. EDRS price: MF ’s0. 91, PC
$3.65; plus postage.
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"This publication focuses on teaching the importance of audience and
subject. An introductory statement, on the need to make students aware
of the audience for whom they are writing is, followed by.a brief over~
view of the research concerning audience/subJect relgtionships and lists

" of pertinent student needs and instructional goals.] Nine suggested

-~

“provided.

learning activities are‘ then outlined; the activities-are designed to
instruct students in Such areas as identifying purposes for writing,
ddentifying types of audiences, and constructing messages fox given
audiences., Lists of resources for teachers, of possible writing forms

and audiencss, and of magazires that publish children’s wrlting ‘are also

Smelstor, Marjorie, ed. A Guide to Teaching the Writing Process From
« . Pre-Writing to Editing. Madison:’ Wisconsin Writing Project,
University of Wisconsin, 1978. 45 pp. ED"176 274. EDRS price:
MF $0.91, PC $3.65; plus,postage. . .
This guide suggests: actjvities to use in teaching the three stages
of the composition process: pi&writing, writing, and postwriting. The
first four sections discuss the steps invokyed in the three stages of
omposition, research findings an the composing process, and pertinent
studént needs ahd instructional goals. The fifth section describes
learning activities for the prewriting stage (1ncluding activities for

" motivation, listening, observation, and gathering and organizing materiv

Smelstor, Marjorie, ed. A Guide to Using Models to Teach Writing. *

.grades 4 through. 6, middle school, 'and high school. Other

als), for the writing or composing stage, and for editing and proofread-
ing. The final section suggests specific writing activities {fr use in
the content- areas of iscience, social studies, mathematics, English, fine

‘arts, home economics, and business. The publication concludes with lists

of suggested_meacher resources. . . ) -

P

Madison: Wisconsin Writing PrOJect, University y of Wisconsin, 1978.

87 pp. ED 176 272. EDRS price: MF $0.91, PC $6.95; plus postage.

This publication focuses on teaching writing through models that
introduce ideas, patterns, and styles through specific examples. Tim

‘"major portion of the publicdation describes learning activities,grouped

into seven categories according to purpose: stimulating interest f&r
writing; developing standards for writing; showing the relationships
among writer, subject, and audiefice; showing main ideas and supportive
evidence; showing idea order ang connection; shoying how precise obser-
vation leads to clear, concise wording; and showing how to draw conclu-
sions and make judgments. Within each category, activities are further
subdivided according to four age levels: kindergarten through grade 3,
ctions of
the publication suggest writing models for content areas fother’ than
English, present a brief overview of research on using models to .teach
writing, and provide lists of sources of activities -‘for different grade
levels, stories for young children that teach mathematital concepts,
"repeater” books in ‘which sentence patterns are repeated,| and recommended
readings to aid in the understgnding of models. . l

Van Nostrand, A.D. "The Inference Contract: A Model of the Writing

Process.”" ADE Bulletin 57 (May 1978), pp. 13-20. EJ 177 586.

This article presents a taxonomy of writing instruction, a model or
paradigm of the writing process, an application of this model to the
teaching of writing, and an explanation of the _empirical basis of the
model.
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Van Nostrand, A.D. "Writing and the«Generation of Knowledge," Social
Educgtion 43, no. 3 (March, 1979), pp. 178-180. EJ 198 668. H
The author contends that studeq@s gain knowledge through the act of
writing as ‘they join bits of information into"a whole. This article
presents a model for scanning students' ,written materdhl to determine
the way 1deas are ;elated . .

Ventre, Raymond « "Developmental Writing: Social Studies Assignments."
Séfial Education 43, no. '3 (MaFch 1979), -pp. 181-183. .EJ 198 669.

STHis article Ppesents guidelines for sdcial studies,. teachers and a
sample writing assigfhment to encourizge students’ developmental writing.
The author suggests that students emphasize the«significance of ideas
"and information rather than the information itself,” He establishes-the
relationship between thinking procesges and writing and the need to break
these processes: intp manageable’steps for studentg.




"'l.

’ rs
: ) CONTRI)}(UTORS AR

>

.
L]

i

Barry K. Beyer, a professor of - e&ucation at George Mason Universlty
in Fairfax, Virginia, is a specialist%in social studies'curriculum devel-

: opment and in writing. He has assist%d Schools throughout the nation in

developing social studies and skills programs. His most recent book is

for local elementary schools.

‘ sity. She has taught middle-school

Teaching Thinking in Social Studies (CKlumbus, Ohie: Charles E. Merrill,
1979).

.

) \

Betty Jefferson Blaisdell is the énglish curriculum specialist for
the» Fairfax County (Virginia) Public Schools Planning cooperatively -
with George Mason University, 'in 1977 she initiated the Northern Virginia
Writing Project, an extension of the Nauional Writing Project.

!

Beverly Chadburn has uaught at.evet% grade level in the Springfield
(Oregon) school district since Joining,ﬁhav district as a high school
English teacher in 1958. Currently a media specialist, she was a member
of the Oregon Writer's Prqject at the Udiversity of Oregon in 1980 and
is active in presenting writing workshop% based on Sabol and QWP methods

-

lv

Bernice Crane has taught in the Geprgia elementary schools for
twenty-one years and has served as instfuctional toordinator for the
Hall County School System for three yearys. She was a member of the
Georgia Mountain' ﬁriting Project at North Georgia College in 1979.

7 <

Janet Cuenca teaches'social studies and language arts in grades 7
and 8 in the Parkway School District, Stl Louis” County, Missouri. She
has also taught’ grade 6. Cuenca'was recd tly involved in a project whose
goal was to. develop composition and othdgr materials in social studies

-

Betty Dyafmett is a fifth-grade tescher at Fair Street Elementary

" School in Gainesville, Georgia. She was a 1978 participant in the

Georgia Mountain Writing Project.

Susan Florio is a teacher and-re earcher ‘at Michigan State Unlver—
nguage arts and social studies.

'4

Joyce Howard Frank teaches segond grade in the. Haslett Michigan)
Public Schools. She has contributed to several books and texXtbooks on
economics and has written numeroﬁs articles on economics education.

6” L]

Ann Gibson, a fourth;gfgde teacher in the DeForest Area Schools in
Windsor, Wisconsin, has,been teaching in Ohio and Wisconsin for 15 years.
She was a member of Wisconsin Writing Project at University of o )
Wisconsin-~Madison/in 1980. . . .

/

‘ Robert gxistrap is a professor of education at George MaSOn Univer-
sity, wherp-he teaches social studies add language 4rts methods, He is
currently asgoclate director of the Notthern Virginia Writing Project
and prpsident of the Association for Childhood Education International.
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. “ His most recent Book is Reading: A Guide for Parents (New York: John

-

L , . .
~ # Wendy Giordano is f first-grade teacher at Green Acres Elementary-,
S¢hool-in Fairfax, Virglnia. She was a member of the Northern Virg%nia,

) W;;Eigg Project at George Mason University in 1978. . °.

S

v, »
~ Joénge Goldén is an apsistant professor of education at the Univer-
sity of Defawawe, where she teaches courses in langudge arts and chil-

- dren's diteratuyfe. "\She is currently engaged in research on the develop-
imént‘gf writing,ia young children. ~ ] . -

s ey o o -

- Ada Marﬁgnﬂooper has taught primary, grades for 16 years apd cur-
rently teachés kimdergdrten ,at Lincoln Elemea&ary’Schgol in Wichita,
Kansas. She is a me;bgg of the Kansa$ Writing Project and the New Jersey

-~ Writimg .Project. C T - ’ s -

. a € .

,Dorothy kambﬂzs a seventh-grade remedial readihé teacher at,South
Hall Junior Higg School in Gainesville, Georg}a. . . .
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Jackie Martin'pgs taught kindergarte through grade 6 in the Geo;gia-

,Jpublic schools for 13 years. Her most ent teaching assignment has
been at the Flowery Branch, (Georgia) Elementary?Schogr. ' N
.. Mary McFarland i§ instructional coordinator of K-12 social studies
‘for the Parkway School Dist¥i<t)in St. Louis Cqunty, Missouri. She 1is
the diréctor of a federally funded project which is developing materials
for teaching writing and othef skills in elementary social studies. -
. . S « N
N Barbarg Brody Meyer, a member of the Northqrn: Virginia Writing.
* .Project, copducts teacher inservice training for the Fairfax County
(Virginia) Public Schools. Before assuming ber present position as a
. resource teacher, she ‘taught grades 1.th

Carol Palay has team-taught Eng}ishaan al. studies in ap 1llth-
grade American Civilization ‘class at Lake Braddock Secondary ,School in
Fairfax County, Virginia for.six years. She is also a teacher consultant
in ‘the Northern Virgimia Writing Project. .

Virginia Pfotenhauer is a fifth-grade teacher in the Middleton-Cross
Plains (Wisconsin) school system. She was a member of .the Wisconsin

Writing Project. in tWl} summer of 1979.- T ' .
/‘ -

" .- . Nellié Quander was an eleméntary school tedcher for 12 years and ap
elementary school principal for 13 years. She now serves as special
assistant to jhe deputy superintendént of the Fa County (Viggfnia)
Public*' Schoolsq During the 1978-1979 school yean -she was president of
the National‘AssociaEion of Elementary School Ptincipals.
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Ellen Lazare Shatz is a fourth#fgrade teacher in P.S. 41 insthe "

~~._Bronx, ¥ew York. Shé has been‘téﬁtbing in elementary.schools in the

Bronx since 1956, Shatz: is a member of the New York City Wriging Proj- .
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‘Kristin Emyka.is—the primary teacﬁeigin the elementary S&chool in .

.

- Pelican; Alaska. She’is on leave of absgﬁee from Missoula (Montana)

Schopl District\#l, whete she taught first and gecond‘grade for five
- +years., She was a participant’ in the 1980 Montana WEigingnP%oject at the

« University of Montana. y
Lo b .. ' : . >

" 5 . - . .
. . Carol Vukelich has been teaching in the College of Education at the
* ‘University of Delaware since 1972. Currently she is investigating ‘the

~riting ski¥ls. of youngsghildren.

-

James Willcockeis a fifth-grade teacher at:Lbndoh Towne Elementary
‘School in Fairfax Couhty, Virginia. He is a membgr of the ‘Northern

. Virginiauggit%§§§?;pject at George Mason University.

-

. - N
/¥ s :
~ /£ + B . . -
5 ¢ . tﬁ . . .
‘

R
‘/ }" . ~ ’ . -

[y




