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INTRODUCTION

The ideas in tkis publication are based on (a) the Piagetian theory that
knowledge, cven social knowledge (including reading and writing), is
constructed from within by each individual, and (b) the psycholinguistic
view of literacy that Icarning takes place best when viewed as holistic and
when instructional autivities and materials for students ate authentic and
purposeful.

This nublication describes our ideas and the ideas of other teachers
_and researchers who focus on the constructive nature of students’ think-
ing, reading, and writing, and the natural development of these process-
es. Chapter 1 discusses a2 model of literacy learning and the role of teach-
ers in creating sound literacy programs for their pupils. Chaprers 2 and 3
present instructional ideas that support the literacy development of mid-
dle grade students. We include only those ideas that are consistent with
what has become known as a whole-language view of literacy develop-
ment. Goodman et al. (9, p. 6)* describe whole language as *‘curricula
that keep language whole and in the context of its thoughtful use in real
situations.”’

One of the most basic assumptions of whole language provides our
theme: reading and writing in school should be natural and enjoyable
for students. Teachers can create environments in which students use
reading and writing in ways that are authentic. Instcad of directing stu-
dents to complete exercises from a language textbook or to read a story
from a basal reader or literature text, teachers can plan so that students
learn and use language for real purposes that touch their lives directly.
For example, teachers might encourage studenss to write friendly letters
to real people, or to write business letters asking for free materials or in-
quiting about a topic they ate studying. Reading need not take place
only in groups, with students reading every story in a basal reader or lit-
erature book. Instead, students can read self-selected literature and then
have conferences with their teacher or interact with a small group of
peers about a book all have read. In other words, reading and writing
should occur during the entire day in all content areas; it should not be
limited to specific time slots.

*Numbers in parentheses appearing tn the text refer to the References beginning on page
59.




It is not easy for teachers in the United States today to maintain class-
rooms that reflect current knowledge of how studenzs develop as think-
ers, readers, and writers. The emphasis on skills has had a powerful im-
pact on school curricula. As a result, teachers are pressured to make sure
that students master skills and perform well on standardized tests. This,
in turn, has led to a fragmented curriculum in which students spend
much of their school day practicing skills that are isolated from meaning-
ful contexts. Performance on tests has become the purpose of schooling;
schools vie for the ‘‘*honor’’ of having the highest test scores.

Teachers tty to keep up with the skills checklists in reading and lan-
guage arts 25 they document skills taught and *‘mastered”” and as they
plow through the tons of ditto paper and workbooks used to teach the
skills. It is no wonder, then, that many have come to feel more like file
clerks and bookkeepers than teachers.

Nor is life in this kind of classroom pleasant for students. Often they
perform tasks that are meaningless to them in order to please the teacher
or just to get through the day. They spead much of the school year pre-
pating for state-mandated tests that, in some states, include a nationally
standardized achievement test, a state minimum competency test, and 2
locally developed basic competency test.

Although school life is not bleak for all students and teachers, there
are too many joyless and lifeless classrooms where “‘learning’” is pointless
and methods of teaching defy what is known about how students learn.
When reading and writing are fragmented and isolated from hroader
contexts, students will not experience languags as joyful. For the devel-
opment of literacy to be enjoyable, students have to engage in real,
meaningful, and whole learning experiences. They need access to a wide
vatiety of print materials and time to personally interact with the
materials.

There is no set of blueprints for a whole-language classroom. Whole-
language teachers create the curriculum in their classrooms based on
their personal understanding of theoty and research, their cwn goals znd
values, and their understanding of how students construct knowledge.
Teachers who have been most effective in implementing a whole-lan-
guage curriculum are those who hold the following beliefs in common:

L. Students construct their own knowledge from within. They use
their prior knowledge to construct new knowledge. Knowledge is
nct something poured directly into their heads by some external
source. Teachers, therefore, continuously provide opportunities for
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students to use knowledge they already have and to take an active
role in their own leatning.

2. Literacy activities should be a natural outgrowth of the interests of
students. Instead of engaging in predetermined language arts ac-
tivities, students select 2 s’gnificant amount of their own reading
materials and write about .opics of interest to them.

3. Reading is comprebension—that is, creating meaning from text. It
is not a set of hierarchically arranged subskills to be mastered. The
focus of teaching reading is on readers creating meaning as they
read. Growth in reading takes place as students read and write
whole and meaningful texts.

4. Communication is the main goal of writing. Becoming a good
writer requires engagement in the process of writing and the sup-
port of teachers and peers. Whole-language teachers let students
select their own writing topics, accept their attempts to express
themselves, and make certain they have an audience for sharing
their writing.

5. Learning to read and write is a social process. An exchange of
points of view contributes sigaificantly to students’ construction of
knowledge; they think critically when they defend theit own ideas
and listen to other points of view. Whole-language teachers at-
range for students to interact with one another about their reading
and writing.

6. Risk taking and making mistakes are critical to growth in reading
and writing. Making etrors is a natural part of learning as students
g0 through various levels of being ‘‘wrong."* In this way, they con-
struct their own coherent systems of written language. Whole-lan-
guage reachers encourage students to be autonomous, self-directed
leamers who view misiakes as a necessaty part of learning.

This publication explains the bases of these beliefs and shows how
they can provide the foundation for an effective reading and writing pro-
gram in the middle grades. As a result of such a program, students will
become competent readers and writers who find pleasue and satisfaction
in reading and writing.

11




Chapter 1

THE LANGUAGE ARTS AND THE
CONSTRUCTION OF KNOWLEDGE

Students construct knowledge of the language ants in the same way
they construct knowledge about their world, i.¢., they leam by construc-
tion from within. According to Piaget, children construct knowledge by
modifying their previous ideas (16). In other words, they put new
information into relationship with what they alteady know. ‘The Lan-
guage Arts and the Construction of Knowledge Model (see Figure 1-1)
provides a framework for thinking about how children leam and the
central role that the language ans play in the process. The following
pages discuss three elements of this model—sources of new information,
exchanging points of view, and claborating and clarifying knowledge
through expression and communication.

SOURCES OF NEW INFORMATION

There ate many sources of new information; the mode! shows several,
inclading books, objects, reference materials, and other people. Leataers
acquire information through experiencing, observing, listening, and
reading. During this process, they relate the new information to what
they aiready know about the topic and modify their previous ideas—i.e.,
they construct knowledge.

EXCHANGING POINTS OF VIEW

Piaget (22) and others (21) show that exchanging points of view
contributes significantly to learning; the exchange of ideas stin.ulates the
construztion of knowledge. Therefore it is important for students to
exchange points of view with others. At the same time, teachers must
teduce their adalt authority so that when they offer certain ideas stu-
dencs are free to accept or reject them. Many teachers we know
encourage their students to interact with one another and proceed with

10
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Figure 1-1. Language Arts and the Construction of Knowledge.
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their discussions in 2 way congruent with Piageiian theory. In a recent
visit to 2 middle-grade classtoom, for example, we found students dis-
cussing the country’s garbage problem, especially as it relates to landfills.
When the teacher asked what might happen if there were no mote emp-
ty landfills, part of the discussion went as follows:

Leonard: Well, just send the garbage to Mississippi.

John: Mississippi doesn't want our garbage.
Leonard: Well, send it to some foreign country.
Niki: Why a foreign country?

Leonard: Because they talk funny and they’re dumb.

Justin:  They may te'k funny but they’re smart enough to know gar-
bage when they see it.

Santino: They aren’t dumb anyway. They just know different things
than we do. And they speak different languages. My uncle
lived in Germany.

Leonard: Well, dump it in the ocean.

Mike: We already said the oceans are polluted and the fish are
dying.

Leonard: Well, send it to space.

Justin:  That doesn't get you anywhere; you're just polluting space.

Mike: There are ways to burn things better so that they don't
make too much smoke.

Santino:  Butit's real expensive and dangerous because you have to
heat it up hotter than anything.

The teacher’s question stimulated her students to reflect on their pet-
sonal points of view and make new relationships. She did not intervene
with criticism or point out ertors in students’ thinking. The students
were learning with one another as they atgued over the landfill issue.
Students who feel strongly about their point of view will search for sup-
porting evidence. They will refer to reference materials or other texts.
They may interview someone more knowledgeable on the subject. On
the other hand, they may change their minds if they feel they are incor-
rect. As the dialogue about landfills continued for several days, a2 num-
ber of students explored the problem on their own and with peets. One
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student wrote to several conservation groups and government officials to
obtain more information; another interviewed a local government au-
thorizy. Others read and shated articles from the local newspapers. With
the acquisition of more information, the students’ prior knowledge of
landfills was modified as they related the new material to what they al-
ready knew.

ELABORATING AND CLARIFYING KNOWLEDGE
THROUGH EXPRESSION AND COMMUNICATION

Students elaborate their knowledge and clarify for themselves what
they know as they express their thoughts through writing, speaking, dra-
ma, music, art, or movement. When teachers observe these expressions,
they can make an evaluation of stvdents’ thinking that may be useful for
supporting further learning. The students wotking on landfills decided
to make posters illustrating the problems caused by pollution and show-
ing some possible solutions. They also decided to write a play. The
teacher asked questions that helped them construct a coherent and order-
ly account of the knowledge they wanted to share.

We visited the class one day when members of the class shared their
information. Some gave reseatrch repons, a few shared interviews, others
gave their poster reports. We also stayed for the play that was written
primarily by Santino and Angel. The scenety, constructed by Justin and
Mike, was simple, but detailed enough so that the whole class knew that
the setting war an alley by some trash cans with a city skyline as back-
drop. The dialogue included some of the same discussion that had taken
place earlier in class. The line, ‘“Why don’t we send garbage to another
state?’’ had a new twist, however. This time it was Leonard who was con-
vincing the others in a very confident voice that sending the garbage to
another state was not a good idea. Through the exchange of viewpoints
with Gthers and further study, Leonard realized that his original idea was
not a good one. He was thinking for himself as he took several factors
about landfills into account and made new relationships.

The play was interrupted several times by the mayor’s television ap-
peals to the community to help solve the pollution problem and to try to
help stop drug dealers. Even though the play dealt with pollution, it in-
cluded some action in which citizens told the police not only who the
polluters were but also who the drug dealers were. Undercover police of-
ficers captured the polluters and drug dealers acd uniformed officers
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dragged the offenders off to jail after a gun hattle. Then the mayor
thanked the « "y for its beip in the baitle against pollution and drugs.
The inclusion of drugs in the play did not surprise anyone because of
school and community emphasis on thrs probiem.

As students express then thinking, cven when they might not be
completely on tatget or correct, they exter’ and clarify their knowledge.
By expressing their ideas warough 2 variety of modes, they develop their
ability to think. And this is whar whole-language teaching is all about.

In summary, we invite |, ca to think about two of the important ideas
reviewed in this chapter: () students construct their own knowledge and
(b) the language arts L .y a central role in students’ learning. As you
read the next two chapters on reading and writing, we trust you will get
new information for jour teaching and support for what you believe
about students’ readi 1g and writing development.
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Chapter 2
DEVELOPING READERS

Reading has received more attenticin over a ‘onger period of time than
any other area of the curriculum. Federal, state, 1nd local governments
havc spent significant amounts of money on reading instruction. Nevet-
theless, there is still an unacceptably high rate of illiteracy in the United
Stases. In addition, there is a high aliteracy rate—i.c. -nany people who
can read do not do so.

There is no common agreement as to the causes or the reading prob-
lem and its solutions. We believe that one of the reasons for the high
iliiteracy rate and the lack of engagement in reading is the overemphasis
on testing and the teaching of skills isolated from meaningful context.
Too much instructional time is spent taking students through packaged
commercial materials to develop skill mastery rather than engaging stu-
deats in the reading of real texts.

The situation is now changing, however. In many <chools, teachers
realize that the focus of a read’ng program should be on comprehension
and that readers must engage in reading whole texts, both for informa-
tion and pleasure. In whole-language classrooms, students read to ex-
plors an area of interest or to find information on a topic being studied
in class. They read to learn how to construct a volcano or an electro-
magnet for a science project. They read for the sheer pleasure of it.
Meaningful reading occurs throughout the day and across the
curriculum.

In order to encourage students to read for enjoyment and to partici-
pate in their reading development, whole-language teachers create an
envitonment for reading and teach students strategies to help them
achieve these ends. When we walk into Jody Brewer’s middle grade
classroom, for example, we ate excited about the reading community she
has created. Jody realizes the importance of giving students time to read
books that are of interest to them. She understands the differences and
similarities in her students’ reading; she recognizes their special interests
and allows them to pursue those interests by selecting their own books.
At the same time, she knows the importance of reading books by dif-
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ferent authors and in different genres; therefore she encourages students
to expand their range of selections.

Visitors do not have to ask Jody’s students if they like to read; they
need only walk into the classroom, observe the students reading, and lis-
ten to them talk with Jody and with one another about their reading.
These studeats are enthralled with books. How has Jody created an envi-
ronment in which students actively engage in reading?

The remainder of this chapter shows how Jody and other whole-lan-
guage teachers create an educational community that nurtures the devel-
opment of readers. Their strategies include reading aloud, recorded read-
alongs, focus units, choral reading, time for reading, literature sets,
reading conferences, book talk, reading journals, book projects, strategy
lessons, enlarged texts, cloze procedure, and basal readers.

READING ALOUD

In far too many schools, reading aloud stops at the end of the primary
grades. It should be an integral part of the middle grade curriculum as
well. Middle graders too enjoy listening te their teacher read aloud. (In
fact, as adults we enjoy hearing a good book read aloud. Daily we tune
in to public radio to hear that superb reader, Dick Estell.) For many
teachers, the favorite part of the school day is reading aloud to students.
It is music to a teacher’s ear to hear students plead, ‘‘Please read just one
more chapter.”” When students are interviewed about favorite books, the
ones they mention most often are those their teacher has read to them.
An enthusiastic teacher who loves reading to students can cast a spell in a
classtoom by reading an enjoyable book by a good author. When we
find nonbelievers of reading aloud, we invite them to classtooms where
we work and let them see for themselves teachers who nurture students’
love of reading through the use of this method.

There should be at least one read-aloud time every day. You may
want to start the day by reading a poem or a selection from a favorite
book. A favorite time for some teachers to read a chapter or two is after
lunch. The best time, of course, is when teachers and their students most
enjoy it.

There are so many good books to read aloud. Only you can decide
which of your favorite stories you will read; your love of the book will
shine through to students. You may want to read your favorites to your
students year after year; this will make you a better reader of these
books. And your students will be the beneficiaries of such a practice.

16
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Sometimes we hear a teacher complain that colleagues at different grade
levels read the same book aloud. Interestingly, we never hear students
complain about hearing 2 good book read to them more than once. To
avoid repeated use of the same material, however, some schools compile
lists of books that teachers at different grade levels read. For a full
discussion of reading aloud, The Read Aloud Handbook by Trealease
(25) will be very helpful. It also provides an excellent annotated bibliog-
raphy of suggested read-alouds. For a list of new books that are chil-
dren’s favorites, we suggest *‘Children’s Choices,”” published annually in
the October issue of The Reading Teacher.

In addition to reading quality fiction, books that are relevant to units
of study in the content areas may also be used. Reading aloud can bring
some textbooks, as weil as nontext sources such as newspapers, maga-
zines, or library books, to life. For example, when studying environ-
mental issues, you may want to read aloud from the classic, Sien?
Spring, by Rachel Carson. Other possibilities include nonfiction and
expositofy texts, biographies, and historical fiction—any kind of book is
appropriate if it is related to a particular unit of study in the content
areas.

RECORDED READ-ALONGS

Recorded read-alongs should be a part of a middle-grade reading
program. Their benefits are similar to those of reading aloud. Listening
to recordings of good books, of poems read by outstanding oral readers,
or of interviews of politicians or other leaders can be enjoyable and
informative to students.

Some teachers use read-along tapes with accompanying texts for con-
tent areas. For instance, if a text contains good material that less pro-
ficient readers should know about, the teacher makes a tape of that
particular section to give those readers access to the information.

FOCUS UNITS: THEME UNITS, AUTHOR
AND ILLUSTRATOR STUDIES

A focus unit is centered around literature; it increases students’ in-
terest in literature. The focvs can be on any literature-related topic,
including theme and author/illustrator stuuies. In a classroom we visit
often, the teacher decided to develop a unit around the theme of sut-
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vival. She collected books on the subject, chose some to read aloud, and
made ovhers available to students for their independent reading. In her
discussion sessions with students, the teacher helped them understand
the similatities between Mafatu from Cal/ It Courage, Julie from Julte of
the Wolves, and Karana from Island of the Blue Dolphins. As they dis-
cussed the characters in the books they were reading, students’ under-
standing of characterization was extended. They also engaged in a num-
ber of activities, including webbing, writing, dramatizing, and
patticipating in readers’ theater.

When they focus on the wotks of an author ot illustrator and study
biographical information about that person, students develop a personal
feeling for the person. Journals such as Teaching, K-8, Language Arts,
and Horn Boo# provide profiles of authors and illustrators. The follow-
ing bibliographical sources may also be helpful:

Commite, A. Something About the Author. Detroit: Gale,
197i-—__. (A set of encyclopedias on children’s authors with new
volumes added each year.)

Hopkins, L. B. Books Are by People. New York: Citation, 1969.

Hopkins, L. B. More Books by More People. New York: Citation,
1974.

Kingman, L. Wustrators of Children’s Books. Boston: Horn Book,
1968, 1977.

Students in Jane Weygand’s class recently studied Katherine Paterson.
It all began when Jane read aloud Bridge to Terabithia. When she fin-
ished, the students begged her to read another Paterson story. To show
Paterson’s range of writing, she chose The Master Puppereer. Then stu-
dents started reading other works by Patetson, including The Grear Gilly
Hopkins and Come Sing, Jimmy Jo. As students looked for more infot-
mation about the author, Jane shared informarion about her. Excerpts
wete read from her Gartes of Excellence: On Reading and Writing Books
for Children. In addition to reading Paterson’s books and listening to
Jane read aloud, students talked with one another and with her about
the books they read; sometimes they read aloud o another person short
excerpts from books they found particularly interesting or exciting. As
they became more familiar with Paterson’s work and gained more infor-
mation about her, they continued to discuss the author and her
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books. Building on ideas they gained from The Master Puppeteer, they
made puppets and became puppeteets. Inspired by the race between Jess
and Leslie in Bridge to Terabithia, they scheduled a race between the
boys and the girls. Because of Come Stng, Jimmy Jo, they became in-
trigued with Appalachian folk music; they listened to it and then sang
several of the songs. In fact, they voted to perform for other classes. It
was also interesting to see the author’s style creep into the writing of
some students as they wrote their own stories during writing workshop
time.

CHORALREADING, PLAYS, AND READERS’ THEATER

Written texts can be shaied orally in a variety of ways. Students can
do choral readings. They can enact original plays or pliys found in
books. Many students also enjoy readers’ theater.

When we think about choral reading, the image of Betty West, a re-
tired middle-grade teacher, comes to mind. On visits to her classroom,
we could feel the pleasure her students detived from their masterful per-
formances as choral readers. During cnoral reading, the students read ei-
ther from their own copies or from the ovethead transparency their
teacher had made. The text came alive as they varied the pitch, inflec-
tion, pace, and pauses. Whenever we left Betty’s classroom, we had a
lingeting memory of students enjoying literatute as they were developing
their abilities and attitudes as readers.

The enactment of plays is another way to enliven literature. Picture
books can easily be modified into a script that students can perform. For
example, Amos and Boris by William Steig (Farrar, Strauss and Giroux,
1971), The Grouchy Ladybug by Etic Catle (Crowell, 1977), and Can I
Keep Him? by Steven Kellogg (Dial, 1971) have enough dialogue that
students can adapt into a play format. Other sources for scripts include
books, magazines, and basal readers. From our observations, middle
graders enjoy dramatizing a book or poem they have read: they also
learn a great deal about reading and writing as they enact a script. It is
f  to watch students dramatize a familiar story for which they create a
new beginning, add new characters, or perform the story from a different
point of view.

Readers’ theater differs from plays in that there are no costumes, dra-
matizations, or elaborate sets. Nor do students memorize their lines. The
emphasis is on reading the lines of the script, focusing on the
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meaning of the story. As they read the script, readers make sure that
they use appropriate facial expressions and speak in an active voice,
appropriately vatying the pitch, inflection, and pace. Teachets sometimes
help students select literature for readers’ theater. The text should have
meaningful dialogue and interesting content. Some students rewrite a
script to make it more appropriate for this technique. For further
information on readers’ theater, the following publications will be
helpful:

Coger, L. 1., and White, M. R. Readers’ Theater Handbook: A Dra-
matic Approach to Itterature. Glenview, Ill.: Scott, Foresman, 1973.

Sloyet, S. Readers’ Theater: Story Dramatization in the Classrooms.
Utbana, Ill.: National Council of Teachers of English, 1982.

TIME FOR READING

Not long ago at the end of a school day, we asked seve-al middle-
grade students what they had read during the day. Th» .mmon re-
sponse was, ‘‘Read? We didn’t have time to read.” Sucn a response
reflects a school day in which students are too busy with other activities
to have time for reading. On the other hand, when we asked students
from a whole-language classroom what they had read during the day, we
heard a different response. They shared what they had read and at the
same time revealed \heir enthusiasm for reading. In such classes, teachers
provide time each day for students to read silently for a sustained period
of time; the books they read are those they have chosen. During Jody
Brewer's reading instruction time, which consists of a long block of time
cach day, students engage in silent reading. During that time, however,
other activities may include teacher and peer conferences, book projects,
and small group interactions formed around literature sets.

LITERATURE SETS

A literature set, simply defined, consists of multiple copies of a book,
which enable several students to read the same matcrial at the same
time. A small group can be formed in a variety of ways. Sometimes the
students thcmselves decide they will read the same book. At other times,
the teacher may assign students or may form the groups in cooperation
with the students.
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Once a group is set up, with copies of the book, students meet on a
regular basis to discuss the book. They soon realize that there are differ-
ent intetpretations for passages and that each reader will often create a
slightly different meaning for the same passage. As they interact with
one another, their understanding of the book increases. In addition to
reading and discussing the work together, students often engage in other
related activities. For example, if they are reading Litt/e House in the Big
Woods, they might also read nonfiction about the settlement of Wiscon-
sin, or other fiction and nonfiction works about the pioneers in middle
America. They might also dramatize certain scenes from the book or
cook foods that are mentioned in the ‘‘Little House’” series. As students
engage in a variety of activities related to a particular book, their interest
in reading is enhanced. Through engagement with books, students truly
become readers; they view reading as an integral part of their everyday
lives.

READING CONFERENCES

An individual reading conference is an excellent way o promote read-
ing growth. The teacher can use a reading conference to help 3 reader in-
crease reading interest and comprehension. Following is a conference
conducted by Jody Brewer with one of her students, Lauren. They are
discussing the stoty Lauten is reading: The Wonderful Story of Henry
and Six More by Roald Dahl (Bantam, 1979). (T = Mrs. Brewer; L =
Lauren.)

T: Do you think you would like Henry Sugar?

L: Not really, but he gets better toward the end of the story. He gets
much better. He devises a system. He read about a guy who could
see without his eyes. They wrapped them in a whole lot of ban-
dages but he could still see everything. Henry finally trained himself
to do the same thing so he could see what the cards were on the
other side and he could win at the casino. I'm not sure how it
works.

T: So, he's devised a way to be dishonest and win some more mon-
ey. Is that right?

L: No, but he's not going to keep it for himself. He's going to make a
first class orphanage in every cou.try he goes to. He's not going to
be greedy anymore. He get's better in the end.
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So he's sort of like Robin Hood? Robs from the rich and gives to the
poor.

Yeah, that's exactly right.

What would you do if you had all that money?

Well, save some for myself and give some to several different things.
Do you think you'll finish the book before we talk again?

L: Sure. It's a bunch of different stories and | skip arsund.

oA

Jody organizes her class so that she has time to confer with every stu-
dent at least once a week. She closely observes each student, asks ques-
tions about what is being read, and offers helpful suggestions. As she
conducts conferences, Jody uses a number of options. For example,
sometimes she asks a student to read aloud a selection from a text or to
retell the story or a part of the story. For more information on reading
conferences, see our article, ‘‘One-on-One on Reading”’ (17), Reading in
the Elementary School by Veatch (27), and Read On: A Conforence Ap-
proach to Reading by Homnsby and Sukamna (15).

PEER READING CONFERENCES

Mary-Martha Rhodes, a middle-grade teachet, emphasizes the impor-
tance of peer reading conferences in which students have time to read ev-
ery day and to talk with her and one another about their books. As peers
talk with one another about their reading, their inter~st and understand-
ing is evtended. Mary-Martha’s influence upon the interactions between
two students, Erin and Brian, is evident in the following peer reading
conference about the book, Romia, the Robber's Daughter, by Astrid
Lindgren (Viking, 1983).

B: Why did you choose this book?

E: | asked the librarian for a good book. She had two books that she
li¥2d but she said this one was rsally good, so | decided tu read it.

B: What has happened so far in this chapis:?

E: This girl's father and another robber got into a really bad fight. This
girl, Ronia, is trying to keep her friendship with Bart, the other rob-
ber's son. Sha is sort of trying to be smart with nim. She talks back
to him a lot.
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B: Do you know of any other people who would choose this book?

E: Whitney, she might. Mrs. Rhodes might. | don't know of any other
people.

B: With this particular book, do you think you should read the first
page first or should you read the last page first?

E: Probably start from the beginning.
B: Do you think this is a good book?

[~ E: Yes, it is a very good book. It's interesting and the kind you really
want to finish,

B: What was the most interesting part of the book so far?

E: When Ronia meets Birk and they start jumping over this big gap
and Birk fell in. What was really interesting was that she didn't like
him but she saved his life.

Did anyone in your book have a problern?

Yes, her father is really overprotective. He came home early just to
see her eat dinner.

: Have you ever had a probiem like that?

No.

: What kind of story is this exactly?

It is an adventure story. She grows up to be a miniature robber.
: Does the setting of this story make a difference?

| guess so. People don't really live in forests much anymore.

: Do you think she is a good author?

. Yes, she is exciting. She makes you want to read more.

m o
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BOOK TALK

} Book talk fills the air 2 whole-language classrooms with comments
like, *“You can't stop reading once you begin to read Jacob Have 1
Loved.” Or a student might say to a friend, ‘‘It’s the kind of book you

‘ will like; I know because you liked Ro// of Thunder, Hear My Cry."”" A

. group of girls might be talking about Judy Blume's books. And those

who listen to their tone of voice and observe their facial expressions will

- probably conclude that they ate intrigued with Blume's stories.
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Book talk cecurs spontaneously in classrooms whose teachers have im-
mersed their students in icading. Teachers also organize or forralize
bhook talks. In such cases, students meet .2 small groups and talk about a
book they are reading, asking questions of one another about it. Ot in a
group of three to five, each student might briefly tell about 2 book and
then answer questions from group members. The teacher periodically
mcets with the group to model helpful questions and comments.

READING JOURNALS/LOGS =

Record-keeping procedures for books students read vary from one class
to another. Middle-grade teachers use several methods. For example, the
date, the name of the book, and the pages read can be listed as follows:

2-24-89 The Great Gilly Hopkins pp. 1-25

2-26-89 " " pp. 26-41
2-27-89 " " pp. 0 (bac day)
2-28-89 " " pp. 42-52

Or entties in a journal can consist of the name of the book being read,
the pa,, *« read, and the reader’s general impressions:

1-17-89 | went to the library and checked out two Guinness W orld
Record books. | thumbed through one of them.

1-18-89 Yuck! | get tired of people's silly records and | want a real
story *< read.

1-19-89 | started the first two chapiers of Bright Shadow. | never
heard of the author, Avi. | guess that is his whole name. |
like the book.

A third procedure is to list the name of the book being read, record
the pages, und give a daily reaction to the text. The following is an
example:

4-17-89 I'm reading He‘di. | read the first chapter (mostly at home).
The book is about a little girl who is sick. Si:e goes to live
on this mountain in Switzerland with her grandfather be-
cause this lady who took care of her got a new job. The
grandpa’'s name is Uncle Alp and he seems real strange
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because he is mad at everyone. | guess he was wild and
spent his money when he was young.

4-18-89 | read most of the second chapter at school. | had com-
pany at home so | couldn’t read. This told about a boy
named Peter who lived with goats most of the time. Every-
day he went to the town and got goats and took them up
the mountain for the day. Uncle Alp seems real bad at the
first but he turns out to be real nice to Heidi. The lady goes
down the mountain and Heidi gets to sleep in the hay.

BOOK PROJECTS

Most students have experienced the age-old practice of doing a book
report. Some develop negative feelings about always writing a summary
or a critique of the books they read. Instead of writing a book report, we
suggest alternative ways for students to respond to their reading. First of
all, we prefer to use the term ‘‘book projects.”” This provides a broader
framework for responding to books than the traditional written report.
While such projects can be useful, they should not be required for every
book that students read. Students themselves should decide on the books
for which they will develop a project, as well as the form the project will
take.

Countless types of projects are possible. We have seen students illus-
trating a book with pictures, murals, and collages, using a variety of me-
dia from clay to paint to transpartencies to shredded paper. Some stu-
dents enjoy writing a script of a portion of a book. Others dramatize a
book or a portion of it in an impromptu fashion. And, of course, some
students choose to write a formal response to a book that could resemble
the traditional book report.

As students engage in these activities, their own understanding of the
book can be enhanced. At the same time they are likely to interest others
in reading a book they have enjoyed.

STRATEGY LESSONS

A strategy lesson is an instructional activity used to assist readers as
they process written language (10). It occurs in the context of reading
and focuses on language or thought. Jody Brewer develops strategy les-
sons based on her observations of what readets need to help them be-
come more proficient. For example, if a student is not constructing
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meaning when reading, she suggests alternative strategies such as reread-
ing or reading ahead. Or she uses contextual clues, individual con-
ferences, the cloze procedure, and prediction strategies, as illustrated in
the following pages.

When a reader doesn’t know a2 word in a text, Jody helps him/her
develop meaning through context by using a suggestion of Goodman
and Burke (10). She asks the student to first decide if knowing the word
is necessaty in order to make sense of the text. If not, the student
continues reading. If the reader decides it is necessary to know the word.
Jody then encourages him/her to predict what the word means, based on
cverything leamed in the story and the reader’s prior knowledge. Each
time a reader comes up with a possitle word, Jody asks if it makes sense
in the context of t! : sentence. If it does not make sense, she encourages
him/her to continue searching for a word that does.

As a teacher, Jody’s responsibility is to know what students are doing
as they read and to provide instruction to help them become better
readers. This instruction takes place in an individual conference, in a
small group that is invited together for a specific purpose, or in a whole-
class situation. Through skillful questioning in individual reading con-
ferences, Jody helps readers become more proficient. For instance, an
cxamination of some of the questions Jody asks Lauren in the transcrip-
tion of their reading conference (sce Reading Conferences, pp. 21-22)
shows that she is helping Lauren with characterization. When she asks
Lauten if she thinks she would like to know Henrty Sugar, this causes
Lauren to reflect on the character. Together teacher and student compare
Henry Sugar with Robin Hood. As Jody continues to help Lauren gain
insights about characterization through such questioning, Lauren’s
understanding of the ways authors reveal characters is deepened. Jody
might- also use other activities. She might suggest that Lauren write a
story in which Henry and Robin Hood carry on a conversation. Or
Lauren and other students who are reading Dah! books could meet in 2
small group to compate and contrast the major characters in such books
as The Wonderful Story of Henry and Six More, James and the Giant
Peach, and Clarlte and the Chocolate Factory. They might also find
examples of different ways Dahl reveals his characters.

Jody recently created several passages for a student who was regularly
reversing the words ‘‘where’” and ‘‘were.”’ Using passages in which
“‘where” occurred frequently, she deleted it each time it occurred, mak-
ing certain that ‘‘were’’ would not make sense. When the student read
the passages, she wanted him to exp<rience disconfirmation if he used
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“‘were’’ rather than ‘“‘where’’; this should heir him focus more on
meaning cues and less on sound-symbol cues wacn reading. (Also see
Cloze Procedure, p. 28.)

Jody also reads aloud to her students each day. During a recent read
aloud of James and the Giant Peach, she had just finished reading about
James and the insects on the giant peach with the shatks nibbling at the
peach. At that point, she asked students to predict what would happen
to James. One student said, “‘I don’t know how, but he will escape—the
shatks won’t get him.”” Another student said, *‘I think a sea gull will
rescue him.”’ Others offered their predictions. After Jody read the next
section, one student said, ‘I was almost right, but not quite—it took
more seagulls than I thought.”” As students compared and contrasted
their ideas with the actual stoty, they confirmed of revised their original
predictions. Through this and similar instructional activities, Jody is
helping her pupils develop prediction strategies that should improve
their reading and listening comprehension. Prediction strategies rcq\urc
students to use prior knowledge that is relevant to a story; they stri.. to
match their expectations with the meaning intended by the author.

ENLARGED TEXTS

Enlarged texts or big books are usually found in primary grade class-
rooms, but they 2lso have value in the middle grades. In fact, we use en-
latged texts with adults. For example, if we want everyone to read a pot-
tion of a text, silently or in unison, we put it on a transparency for use
on an ovethead. In that way everyone is able to focus on the same infor-
mation at the same time.

Big books with nonproficient middle-grade readers can be used in a
way similar to their use with younger students. The content of the text,
however, must be suitable for middle graders. Teachers read the en-
lazged text aloud, pethaps pointing to the words as they read, but they
are careful to read the whole text naturally and not to dwell on individ-
ual words or sentences. A first reading of the entire text may be followed
by having students read along with the teacher on repeated readings.
Teachers may also focus on certain features of the text. As teacher and
students participate in the shared reading experiences with the enlarged
text, students may learn several literary and linguistic factors described
by Holdaway (14): the syntax of language, vocabulary development (by
hearing words not used in their normal conversation), intonation pat-
terns, in which listeners hear new literacy patterns that vary from conver-
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sation, and idioms that use special forms different from normal gram-
matical o syntactic rules.

CLOZE PROCEDURE

A cloze procedute is the systematic deletion of words from a written
text that can be used as a teaching technique. The teacher selects a pas-
sage and deletes cvery nth word. The deletions might be made randomly
or systematically, such as every other adjective if the teacher wants to fo-
cus students’ attention on adjectives. Students are then asked to deter-
mine the words that would make sense in the blank spaces. Emphasis
should be given to getting students to sclect words that make sense to
them and that at the same time keep the intended meaning of the au-
thor. We suggest having students work in pairs or in small groups to
complete cloze exercises because they will benefit from interaction with
others. The following exercise is from an excellent book on the subject,
Cloze Procedure and the Teaching of Reading by Rye (24, p. 57):

The teacher can help the ____ process continue after the
by giving credit for appropriate, as well as correct respons-
es, and by explaining possible ________ behind the author's choice
of words.

We deleted the following words: Jearning, discussion, reasons. In a
workshop session, we would give this passage to participants and ask
them to move into small groups to discuss and agree upon the words
they think we deleted. Then, we would ask participants to give reasons
for their choices that might cause them to reflect more deeply on the
passage.

BASAL READERS

Basal readers should be used as only one of many types of reacing ma-
terial. It is important for teachers to realize that many of the selections
are modified versions of storics by well-known authors, which are not as
interesting or as well-written as the originals.

We suggest that the stories in the basal reader should not be read in
sequence but that students select those that are of interest to them. Of
course, zt times the teacher may suggest that a student read a certain sto-
ry. Janc Weygand did this when a student reading mysteries was trying
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to write onc of his own but was having difficulty structuring his story.
Jane referred him to 2 basal reader mystery that had accompanying clues.
As teacher and student read and discussed the story, the boy became
more knowledgeable about structuring 2 mystery and this helped him -
become 2 budding mystery writer. >

In other classtooms we know, when a few students decide to read the ;
same story from a basal reader, they follow 2 procedure similar to the
one we suggested for literature sets. A group of students who want to
participate in readers’ theater might find a story in a basal re Yer that =
serves their purpose. In other words, whole-language teachers .nay use =
selections from basal readers, but they and their students use them selec-
tively. In addition, teachers may refer to the teacher’s manual and use
those suggestions that are congruent with whole-languzge beliefs. For ex-
ample, basal readers usually provide bibliographies o7 Looks that center
around a cerrain theme or unit of study and inchid> suggestions for
book-extending activities.

ASSESSING DEVELOPMENT OF READERS

To determine how students are developing as readers, the teacher has
to assess what meaning they are creating as they read. One way to Jo this
istoask 2 -dent to read a story and ther to retell it. We suggest an ua-
aided and 1 retelling procedure, developed by Goodman, Watscn,
and Burke (1.), in which the teacher asks the reader to retell the story
and follows the retelling with more specific questions about what th.
student has related. If the reader retelis the text with most of its mean-
ing, the teacher knows he/she understands the story.

Miscue analysis is another assessment procedure that is most F<ipful. N
A miscue is an unexpected response in oral reading. For instanc: *f you v
read the previous sentence aloud, reading *‘writing’’ rather tha3 *‘read- -
ing,” you made a miscue. An analysis of readers’ miscues shows their -
strengths as well as their problems. To use miscue analysis with readers ;
who are having difficulty, we suggest Goodman. Watson, and Burke’s
Reading Miscue Inventory (11). In most cases with vypical readers, you
need only note miscues to determine if there is a change in meaning. S
When you listen to a student read orally, ask yourself this question:

Does the sentence make sense with the miscue? If it does, the reader is
probably focused on meaning and there is no cause for concern since all
readers make such miscues. For examp!le, if 2 student reads, *“The pony
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was running down the hill,” rather than, ‘“The Aorse was running down
the hill,” the sentence makes sense with the miscue. But if a student
reads, ‘“The howse was running down the hill,” the sentence does not
make sense. If the reader’s miscues do change the meaning, there is a
need for the student to become more focused on meaning.

Another helpful way to assess individual reading growth is to keep a
record of the reading completed by a student. Reading journals or logs,
discussed earlier in this chapter, should provide useful assessment infor-
mation for the teacher. Brief anecdotal comments may be included on
the record kept by the teacher.

When teachers carefully observe students, they draw significant con-
clusions about teading habits, and find answers to important assessment
questions: Does the student choose reading from among different op-
tions in the classtoom? Is the student reluctant or enthusiastic when
there are opportunitics to select books from the classtoom or central li-
brary? Does the student participate in shared literature experiences?

We are especiaily opposed to relying heavily on formal assessment pro-
cedures to judge a student’s reading ability, particularly those procedures
that purport to measure reading isolated from meaningful text. Most
standardized and criterion-referenced tests use only word parts, words in
isolation, single sentences, or short paragraphs to assess reading ability.
This type of evaluation reflects a belief that reading can be reduced to
isolated skills; it ignores the fact that reading is a process of creating
meaning from written text.

Reading tests built on a segmental view of reading do not measure a
student’s actual reading ability. Therefore, we suggest using the informal
methods suggested in this section. In addition, some published informal
reading inventories can be helpful if they focus on assessing readers’
comprehension of whole pieces of text rather than merely counting the
number of errors the reader makes. Finally, it is important that teachets
keep a folder documenting each student’s reading growth and use this
record as a basis for planning appropriate leaming activities.
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Chapter 3
DEVELOPING WRITERS

Writing has always been one of the basics of American education.
Until recently, however, it was primarily ‘‘creative’” writing, consisting
of teacher-assigned topics or sentence starters. Usually it took place only
once a week; Friday seemed to be the most popular day for this assign-
ment. Grammar, punctuaiion, and spelling wete taught as separate en-
tities in the belief that they would help students become better writers.
Teachers used their trusty red pencils to show how much they knew that
their students did not know about language.

Thanks to such dedicated researchers as Calkins (3) and Graves (12),
and to an expanded knowledge of how children learn, we now know that
this is not the best way to teach writing. In a whole-language classroom,
teachers and students write frequently and for many purposes through-
out the school day. Students keep journals to document their learning in
subject areas. They write letters to order supplies or to obtain informa-
tion about a topic they are studying. They send invitations and thank-
you notes. Every day there is a block of time for writing workshop.
During this time everyone writes on self-selected topics of interest.
Teacher and students exchange ideas as they wotk together to develop a
text. Through whole-class or small-group minilessons, the teacher pro-
vides instruction and confers with mdividual students about their writ-
ing. As students engage in the writing process, they develop their skills
and learn about the technical aspects of writing.

This chapter first describes middle grade writers and then discusses
ideas that are appropriate for a whole-language classroom. It discusses
the writing process and how this process is fostered through the writing
workshop and through writing activities outside the writing workshop. It
er_phasizes the importance of the teacher as a model and the importance
of students interacting with the teacher and with one another as they
engage in writing activities.

Through the research of Graves (12) and others, we know that all
students can write and that most want to write. Middle grade writers
differ greatly, though, in the writing strengths and interests they bring
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to the classtoom. They differ in their ability to focus a niece of writing,
to gain control over a point of view in their writing, and o begin a story
and carry it through to the middle and the end. They also differ in their
knowledge and use of the conventions of written language.

By the middle grades, some studeats have developed extraordinary
abilities to write in a specific gente such as poetry or nonfiction prose.
Some are best at developing stories based on personal experiences; others
use their imagination and knowledge of the world and literature to cre-
ate stories of fantasy or even science fiction. Teachers need to know the
strengths that students bring to the classtoom and focus on those
strengths to help them continue to develop as writers.

Middle grade students are diverse in their writing interests. We recent-
ly reviewed the writing folders in Sonia Carrington’s class and were
amazed at the variety of topics the students had selected to explore. All
of Carol’s stories were about European royalty; Willard wrote mostly
mysteries. Two students had picces on space exploration and several had
written carthly adventure stories. A large number of stories were about
personal and family experiences. Susan focused on poetry about oceans
and beaches. We were especially impressed with two nonfiction reports,
one on blindness and another on the naval academy. Sonia’s students se-
lect their own topics for writing; the quantity and quality of the written
wotk in this classtoom far exceeds that found in a classroom where the
teacher assigns the topic or gives story starters. Whole-language teachers
capitalize on the intetests of their students and know when and how to
help them expand their interests as they engage in different forms of
writing.

In whole-language classrooms, daily writing is an expectation and a vi-
tal part of the school day. Teachers cannot force students to want to
write, but their desire to write is enhanced when they are actively en-
gaged in the process of writing and they experience success and improve-
ment as they write about things they know and that are of interest to
them. Just ask a student in a writing process classtoom, ‘‘Do you like to
write?’’ You are likely to get the answer we got recently: ‘‘Like it! No, I
love it!”’

As you read the ideas presented in the following pages, we hope you
will find them useful in creating meaningful writing in your classroom.
We want the teaching of writing to be as satisfying for you as it is for the
teachers mentioned here.
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WRITING WORKSHOP

Writing workshop gives students an opportunity to engage in the writ- §
ing process. According to Calkins (3), the writing process consists of re-
hearsal, drafting, revision, and editing. These processes are, of course,
not lmea:, they are recursive and they overlap. In fact, as we drafted this
section for the nth time, we continued to rehearse and edit. As we pre-
pated to write this book on reading and writing in the middle grades, we
rehearsed. Our rehearsal occurred in several ways: observing many pro-
cess classrooms, interacting with teachers and students in those classes,
rcadmg books and articles on process reading and writing, and interact-
ing on a personal basis with Ken and Yetta Goodman, Dorothy Watson, L

and Lucy Calkins. When we started, the early drafts were quite bad, but
as we revised, we began to express our ideas more clearly. o

Graves (12) and Calkins (3) recommend that teachers provide an hour .
cach day for students to engage in the writing process. Several compo- -

nents comprise the writing workshop: modeled writing, minilessons, 9
teacher and peer conferences, sharing time, and publishing. )
Jane Weygand conducts a writing workshop each day for an hour.
During the first few minutes, she may conduct a minilesson or she may )
model her own writing for students. When she medels, she usually
writes on the overhead and talks with students about her writing as she
composes. During most of the workshop time, students engage in writ-
ing, but they may confer with Janc or a peer. In fact, Jane schedules
writing conferences with one-fifth of her students each day, which means N
that she conferences with every student in her class at least once a week.
In addition, she reserves some time each class period for students who )
need a conference before their scheduled conference time. The last few i
minutes of writing workshop are reserved for sharing time. :
Each of Jane’s students has two foldets for his/her writing; these fold-
ers are kept in a central place in the classtoom. One of the folders con-
tains all the first draft writing the student has completed; Jane calls this
an inactive file. The other folder, the active file, contains the piece the
student is currently writing.
The following discussion elaborates on several aspects of the writing
workshop—modeling, minilessons teacher and peer conferences, sharing
time, publishing, and the use of laaguage arts textbooks. ¢

Nore
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Modeled Writing

Modeling is an important condition for learning to write, oi, for that
matter, for learning almost anything. Just as leatning to drive a car can
be facilitated by observing other people driving cars, so can teache- help
students learn to write well by modeling for them: che act of writ, At
one point the writing process in Linda Maxwell’s classtoom was not | g
well. After reflecting on her writing wotkshop and concluding that she
needed to model for her students, she composed a story on the overhead
and talked through some of the writing process as she composed. It
worked! You can imagine her excitement when students responded ea-
gerly to her writing, offered comments, and asked questions of her as a
writer. More importantly, they had a renewed interest in their own writ-
ing. Needless to say, modeling became 2n integral and important part of
Linda’s writing workshop.

Minilessons

Minilessons are short instructional lessons (as little as two minutes and
usually no more than ten minutes) on a specific topic (3). They can be
on any aspect of writing from topic selection to paragraph development.
Recenily we observed Mark Barber conducting a minilesson on how to
show and not just tell, using ideas from Write to Learn by Murray (19).
The following is an example he developed:

Telling: | like to roller skate.

Showing: E rery Saturday | skate at Rollerland. Whirling around
the rink on my new skates and feeling the rush of air
splash against my face makes me feel as fresh as a
new-born chick. I'm a ballet dancer as | twirl and whirl
across my make-believe stage.

In a visit to Sonia Catrington’s classroom, we found her conducting a
minilesson on sources of information, one of several lessons she had
planned on different aspects of writing reseatch reports. Her plan for the
next several days included lessons on recording bibliographical informa-
tion, note taking, outlining, and drafting the report using notes.

Teacher and Peer Conferences

Teacher and peer conferences can help students think critically and in-
dependently. In a conference, the teacher must be a sensitive listener
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and skillful questioner, which, ‘n turn, will help students become sensi-
tive listeners and skillful questioners in their peer conferences. Questions
such as the following can heip writers think more clearly about what they
have written:

® What else could you say about what you have written here?

¢ When you told me about your accident, there were lots of details,
but you haven’t written very many of those details. Would you like
to add anything?

® Are you satisfied with this section?

In conducting a writing conference, the teacher has an opportunity to
help the writer consider what has been written and think of ways to ex-
pand or improve the piece. This is best done by focusing on the meaning
and clarity of the story rather than on the mechanics of writing.

Another benefit of the writing conference is that students begin to
model the same behaviors and questions that the teacher demonstrates.
They read or listen to each other’s work for appreciation and to raise
questions for clarification or to make suggestions for improvement. They
support and help each other. An example of such support occutred on
one of our visits to Linda Maxwell’s class. Two students were huddled to-
gether in the comner of the room. As we listened we heard them drafting
and revising several beginnings to one student’s piece. Linda told us that
a student who was excellent at drafting good beginnings was helping the
other get started.

Most teachers improve their writing conferencing techniques with ex-
perience. As they model improved techniques for their students, peer
conferences occurring in the rcom will improve also. There is no one
““right way'’ to conduct a conference. Some students ate sensitive and
must be treated carefully; others readily consider suggestions about ways
to improve their writing. Without question, however, writing confer-
ences—Ilike reading conferences—ate well worth the time and effort.

Sharing Time

At the end of each writing workshop, students share their writing.
The time may vary but it usually lasts about ten minutes. The sharing
sessions can be organized in different ways. Students may sign up on a
veluntaty basis or they can be scheduled to shate on certain days; every-

35

2
-3

e

NS




one should have an opportunity to shate at least once a week. Duting
shate time, a student might read an entite piece or only a portion of it.
It may be a finished piece or a work in progress. By shating, students get
feedback from teacher and classmates on ways to improve the :Tic
Teachers also may take the “‘author’s chair’’ (see Graves and Hansen
[13]) and ask fer suggestions on their writing or reactions to a completed
piece. On a visit to Linda Maxwell's writing workshop, she was sharing a
piece she had written. She read her story and then asked her students,
““What do you like about what I have written?’’ When they finished of-
fering comments, she asked, ‘‘What questions do you have about what I
have written?'’ After listening to the questions, Linda said she would
consider them in her next draft. By writing with her students and shar-
ing her writing with them, Linda demonstrates that she is a writer and is
a part of their writing community.

Publishing

Publishing of celebrating authorship can occur in 2 number of ways.
Gay Johnson uses several forms of publishing. For instance, students de-
velop posters and invitations; they write letters to friends, family, and
others, as well as articles for the class newspaper. Gay also requires stu-
dents to publish at least one individual book every six weeks. The pub-
lishing procedures vary from one six-week period to another, but she en-
courages them to use a sturdy cover and bind the cover and pages in a
durable way.

Gay realizes that publishing is the end of a long process of rehearsing,
drafting, revising, and editing. After the students themselves have edit-
ed the work they have chc  to publish and have also edited it with a
friend, Gay serves as the fir  editor. Publishing requires a great deal of
cffort and time for a teacher, but it is well worth it. Gay’s reasons for
making publishing an essential ingredient of her writing workshop echo
those given by Graves (12): it contributes to students’ writing develop-
ment; it helps them gain a sense of audience as they realize that what
they write will be read by other people; it gives them a sense of accom-
plishment that can be further realized as patents take pride in their chil-
dren’s finished products; and it gives the teacher an opportunity to work
with students in meaningful ways to improve their spelling, punctua-
tion, and other sutface features of their writing.

In addition to sharing their published writing in the classcoom and
the school, Gay provides opportunities for studeats to share their work
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with others outside the school. For instance, each yea: her stdents,
along with over 2,500 other students from kindergarten to cighth grade,
patticipate in the annual Your g Authors’ Conference held at the Uni-
versity of Alabama at Birmingham. At that conference, students have an
opportunity to listen to well-known authors, participate in book-related
activities, and share with one another their published works. Gay also
encourages her students to submit their polished pieces to publishers
who will print students’ original works (see Appendix A).

Language Arts Textbooks

Many of the whole-language teachets we know refer to English text-
books, but they are not driven by them. For example, Linda Maxwell
and her students refer to the textbook and other resources when they
need to know something and they feel the text can be of help. Linda
sometimes uses ideas from the text for a2 minilesson in her writing work-
shop or to help a student with a strategy during a writing conference.
She and other whole-language teachers with whom we work find litde, if
any, reason to use a workbook or practice materials that accompany the
textbooks. These materials tend to be skill-based, consisting of isolated
and fragmented exercises. In the writing workshop and in writing activi-
ties outside the wotkshop, students develop the strategies they need in
the process of writing, not by proceeding in a sequential order through a
textbook.

WRITING OUTSIDE THE WORKSHOP

Writing is a powerful tool for thinking and learning; it should not be
limited in the classroom to the writing workshop. Students should have
many cpportunities throughout the school day to engage in writing. By
inwipotating writing in all curticulum areas throughout the day, stu-
dents’ writing abilities will improve. The major purpose for incorporat-
ing writing in vatious curticulum areas, however, ic to help students clar-
