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About This Resource

The Writing Process Activities Kit places in your hands a complete, sequential
program of lessons, worksheets, and reproducible writing samples that you can
use to introduce your students to the writing process. It was designed by an
experienced English teacher to make the instruction of writing easier for you and
the learning of writing easier for your students. It will encourage you to make
writing the heart of your English classroom. It will also help you to teach listening
and speaking skills and to incorporate minilessons on mechanics and usage as
they apply to student writing.

Although the 75 lessons here call for students to write more, they will not
increase your paper load, because you will be spending more time earlier guiding
and conferring with each student as a piece of writing evolves. In addition,
students will themselves learn editing skills and how to respond to one another’s
work.

Part One of the book introduces the writing process and explains the work-
shop setting as it may be used in the junior high or high school classroom. It also
includes a discussion of prewriting techniques and presents options for responding
to and grading student writing. (If you are already familiar with the writing
process and ways to apply it in the classroom, you may wish to skip ahead to Part
Two.)

Part Two contains detailed unit plans for 75 lessons which may be followed in
their entirety or incorporated into other teaching plans. The lessons are ac-
companied by reproducible sample student writings, checklists, and worksheets.

The type of writing called for in most of the lessons is primarily personal
narrative, although a complete poetry unit is also included. The writing experi-
ences offered here serve as an excellent foundation for understanding and prac-
ticing the writing process and lead easily to continued writing with an emphasis
on fiction, exposition, or research. Appendices at the end contain additional
writing suggestions, including possible assignments in literature classes and
across the curriculum and ways to utilize computers in your writing workshop.

Students enthusiastically support this approach to writing and, by overcom-
ing their suspicions and fears about writing, make an excellent beginning.

This class has helped me a lot in learning how to express myselfin a
completely new way for me. I have never attempted to write before,
other than what I had to do or what was assigned. It’s fun to write,
especially when you get comments on what is both good and what
can be changed. I'm not nearly as embarrassed to read my writ-
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ings out loud because everyone seems to read theirs without being
forced to.

Bill
Ifeel I can write more openly because of this class. It’s taught me not
to be afraid to write!
Kris
I never did like writing before this class, but I found out if I write
something I want to write about, it is fun.
Lori

About writing, Flannery O’Connor has said, “Anyone who has survived to the
age of eighteen has enough material to last them the rest of their lives.” The
workshop setting and an understanding of the writing process make writing more
satisfying and less painful for students and more rewarding and less time consum-
ing for teachers.

The writing workshop is a structure that permits basic instruction and reme-
diation as well as enrichment. It permits individual growth while allowing for
group work. It develops confidence in students and acknowledges accom-
plishment. It becomes magical, and that is what good teaching is all about.

Mary Lou Brandvik
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chapter I

THE WRITING PROCESS

Writing is one of the most demanding tasks our students face. Recently, however,
much has been discovered about how successful writing happens at the school
level.! Teachers and researchers have come to realize that any writing project can
be separated into several steps or phases of work. This approach, known as the
writing process, makes even the most challenging writing assignment more man-
ageable and satisfying for students and allows us to be effective and successful
teachers of writing.

When writing is studied as a process, it has a number of distinct stages. At the
simplest level, these include prewriting, drafting, revising, and presenting
(or publishing).?

PREWRITING

Prewriting is the time when a writer plays with ideas and gathers information to
prepare for the actual drafting. It may involve reading, talking, or simply
thinking about a topic. Sometimes it includes an incubation period when thoughts
are allowed to coalesce without conscious attention. In real-life situations it can
extend for weeks or even months.

Classroom activities, designed to help students gather as much information
as possible to draw on during the drafting stage include

Drawing
Observing
Listening
Reading
Note taking
Discussing

1 Some outstanding sources concerning the writing process and devoted primarily to the elementary
student include Donald Graves, Writing: Teachers and Children at Work (Portsmouth, NH:
Heinemann, 1983), and Lucy Calkins, The Art of Teaching Writing (Portsmouth, NH: Heinemann,
1986). A source which focuses on junior high age students is Nancy Atwell’s In the Middle; Writing,
Reading, and Learning with Adolescents (Montclair, NJ: Boynton/Cook, 1987). Tom Romano’s
Clearing the Way: Working with Teenage Writers (Portsmouth, NH: Heinemann, 1987), is useful for
teachers working with high school writers.

2 There is a danger in assuming there is only one process when, in fact, there are many. Writers do
not all work alike. However, students need to understand that writing is a several-stage process, and
if they try to do all the stages at once, they are unlikely to be successful.

3
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Listing

Brainstorming

Rehearsing

Outlining (rough)

Clustering (mapping or webbing)
Visualizing

Freewriting

In addition, students also may be encouraged to keep journals and use them for
recall and topic ideas.

The amount of time spent at this point in writing varies from activity to
activity and writer to writer. While it is helpful for students and teachers to
distinguish between the stages of the writing process, it is also important to
recognize that writing is actually recursive, not linear.? Writers may plan, then
write, then revise. They may also revise, plan some more, then write again. A
student may proceed, for example, to the drafting stage only to discover he or she
needs to return to the prewriting stage for more information.

Prewriting is also the point when students begin to clarify the topic, the
format, the audience, and the time.

TOPIC- Is the writing topic to be imposed by the teacher, or will
students be free to choose their own or at least be allowed to
pick from many options? “I can’t think of anything to write” is
a complaint familiar to all of us, yet good planning on our part
can help a student generate so many ideas that he or she will
feel a need to write.

FORMAT- Isthe writing to be a sentence, a paragraph, a theme, a journal
entry, a letter, a poem, a research paper? Does the student
understand the possibilities and characteristics of each?

AUDIENCE- For whom is the student writing? Will he or she be expected to
deliver the writing to its intended audience? Frequently,
students write only for teachers. However, a variety of authen-
tic audiences serves as motivation for students to revise and
edit, and positive responses from real audiences encourage
them to write again.

TIME- How much time will be devoted to this project? Will the
student be expected to complete the writing outside class, or
will class time be allocated for discussion, for drafting, for
revising? Will the student be expected to share a draft with
other students? It is important to design writing experiences
so students have plenty of time to write and revise in class.

8 Janet Emig, The Web of Meaning (Montclair, NJ: Boynton/Cook, 1983), p. 140.
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Students need guided practice in their writing and in their
understanding of the writing process. It is also crucial that
students not be allowed to submit early drafts as finished
pieces of writing.

DRAFTING

Drafting is the stage when the writer begins recording ideas in rough form.

‘Getting started on paper is often difficult and may produce many false starts and

discarded openings. “How should I begin?” is a question familiar to all teachers.
We need to remind our students that a first draft is simply a time to gather,
explore, and discover ideas and is not expected to be a final, polished writing. No
one need be concerned with neatness, editing, or mechanical correctness in the
earliest draft.

Sometimes furnishing a student with a first sentence is all that is necessary to
get the drafting stage going. The technique of freewriting (also called “sprint
writing” or “rush writing”) is ideal for any writer beginning a first draft. In
freewriting students write nonstop, capturing as many ideas as possible. They jot
down, words, phrases, or sentences rapidly. Ideas, coming with great speed and
momentum often trigger other ideas along the way, and ideas are the goal of the
earliest draft.

Your role at this time is to give plenty of guidance and encouragement and to
be stingy with criticism. Ideally, you will also write with the students and serve as
a role model. Students gain confidence when they realize that all writers make
false starts, that the struggle at this point is usually typical of all writing.

REVISING

Revision is an ongoing activity which is part of every stage of the process. Evenin
prewriting, a writer sorts, chooses, and critiques ideas.

Once a first draft is completed, writers begin to revise (“to see again”). They
consider the content and ask themselves if the ideas and purpose are clear to an
audience. They become concerned about the effect of the writing. Early changes
will involve ideas and their sequence; later drafts may be concerned with combin-
ing sentences and making paragraph adjustments.

When writers have taken a draft as far as they are able, they need time for
others to respond to it. They share the draft with their peers and/or the teacher,
listening to their responses and acting on them. As students respond to one
another’s writing, their editing skills develop enormously.

Later drafts involve polishing the writing to present in final formto a particu-
lar audience. Editing for mechanics in the final stage of the writing is approached
more willingly by students, because they begin to feel like successful writers.
They are proud of their ideas and wish to present them in the best possible way.
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Initially, students often believe they are hopeless writers when they can’t get
their writing perfect immediately. As they work through and understand the
writing process, they come to understand that most writers rework and revise
extensively.

PRESENTING (OR PUBLISHING)

This is the stage most often omitted from school writing. Frequently, it is only the
teacher who reads and grades a student’s writing. However, when students are
expected to write for and deliver their final drafts to real audiences, they are
highly motivated to write again.

Possible audiences for student writers are other students, other teachers,
parents, relatives, principals, cooks, custodians, pen pals, authors, politicians, or
famous people. Student writing may be presented in school displays or published
in school-produced newspapers, anthologies, or homemade booklets. Students
may submit writings to literary contests, professional publications, or local news-
papers. The presentation of writings as gifts to trusted adults for special occasions
is as popular with older students as with younger ones.

A Note on Research

Many researchers and teachers have come to believe that students learn to write
best by performing real tasks: stories, poems, letters, notices, or reports for real
audiences. They also emphasize that spelling and vocabulary are best learned in
context, that sentence building is more productive than either sentence analysis
or labeling. They agree that drill on isolated skills may be useful for students
when diagnosis shows weaknesses in specific areas (and you’ll notice these
quickly as you work with individual writers), but it is not a good substitute for
whole writing tasks.* Whenever possible, minilessons for practice in skill build-
ing are included in the following lesson designs.

Another important thread that runs through the studies of the writing
process is the recognition that errors are often a natural part of learning, and
understanding error is significant in the process approach to the teaching of
writing. Thus the revision stage of writing is highly important. By encouraging
- students to take a constructive role in analyzing and evaluating their own and the
writing of their peers, teachers are allowing their students to make hypotheses
about the nature of language and to test these hypotheses through use.

4 NCTE Commission on Composition, “Teaching Composition: A Position Statement,” College En-
glish (October 1974), pp. 219-220.




chapter Il

THE WRITING WORKSHOP

In the writing workshop, students and teacher work as nearly like professional
writers as possible. They keep journals and write in them regularly. Although the
teacher may suggest subjects, students are encouraged to discover their own
topics. They write in quantity, keeping individual folders or portfolios of their
writings, and revise some writings more extensively than others. Students work in
small and large groups, sharing their work and responding to the writing of
their peers. Ideally, grades are not given for individual papers. A contract system
for grading may be used, or students may choose and submit a series of papers for
evaluation. Writers write in a variety of forms, present their writings to a variety
of audiences, and publish in personal and class booklets. They may also submit a
final draft to a contest or commercial publication.

THE ENVIRONMENT

The classroom environment of the workshop is one in which student writers feel
comfortable and safe, a place where they risk being heard by others, where they
interact and share ideas openly without fear of destructive criticism. The ideal
writing climate is one in which writers both talk and write because they have
something to say and someone to respond to that message. The atmosphere is not
competitive but one in which each student works to become a better writer while
helping and encouraging others to do the same. There is not just one teacher, but
many, because students share in the responsibility of helping one another learn
and grow. The desks are frequently arranged in large and small circles for group
work. Through group work, students not only learn about self-evaluation but
analyze and evaluate the writing of their peers. The writing workshop becomes a
laboratory in which students often function at the highest levels of thinking. (See
Chapter Four for suggestions for developing such an environment.)
Above all, the workshop approach makes writing satisfying for students.

I like the things we do in our class. At first, I didn’t like the circle at
all, but now I do. I used to never talk in front of people. I think the
circles help a lot. Every class should do it. I think the class is great!

Kris
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I wasn’t too sure about this class at first. I thought, “Gosh, I have to
read out loud to the class.” That was bad enough, but it was to be my
own writing. But the more I do it, the easier it gets, and I like it.

Arlin

This class is pretty neat. We learn about each other. That’s what
makes us a special class. I like how we share stories by sitting in a
circle and giving each other ideas and help. I enjoy this because it
gives me better ideas about stories I write and how to make them
better instead of throwing them away.

Sheila

Traditionally, grades have been used as the primary motivators. The teacher
served as both audience and critic. By expanding the writer’s audience to the
writer’s own peer group and beyond and ensuring a genuinely caring atmosphere,
you will create a classroom which motivates student writers to write honestly and
genuinely, rather than producing teacher-pleasing “correct” papers which care-
fully say nothing.

THE TEACHER

If teaching writing could be reduced to a specific set of step-by-step skill drills,
educators would have agreed long ago on an ideal and uniform approach to the
teaching of writing. But as the National Council of Teachers of English discovered
when it sought out successful teachers of writing, the issue is much more complex.
The NCTE study described the methods of about 40 outstanding teachers, and the
conclusion was that everyone’s method was different.! However, as we have
learned more about how writers learn to write, some qualities that are basic to the
methods of successful teachers of writing are apparent.

The successful teacher of writing is convinced that writing is at the heart of
the language arts curriculum. Not only does the teacher provide compelling
arguments for the importance of writing in today’s society but he or she is equally
convinced that writing enables students to arrive at self-knowledge and self-
understanding. This enthusiasm is contagious. As students write, the classroom is
structured for success, and students look forward to writing again. The teacher
programs for frequent writing (knowing that quantity precedes quality) and
enables students to write in a variety of forms, fostering both flexibility and
fluency. Most important, the teacher writes along with the students and shares
the writing with the class, encouraging their comments and suggestions. The
teacher models for the students and demonstrates that writing is a skill which

! Patricia Geuder, Linda Harvey, Lloyd Denis, and Jack Wages, eds., They Really Taught Us How to
Write (Urbana, IL: NCTE, 1974). :
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needs continuous practice. The student audience is as valuable to the teacher’s
growth as a writer as the teacher is to theirs.

The teacher also values the students and their interests and ideas. Hearing
what students write about provides a wonderful opportunity to know and care
about them. As one teacher exclaimed, “For the first time as a teacher, I can really
make a difference. It’s no longer an adversarial system.” Students are grateful for
the teacher’s caring:

I've really enjoyed your class, and I honestly can say I've learned to
like writing. . . . whenever I am doing some good writing, I'll re-
member you and this class.

Todd
Parents, too, appreciate what happens in the writing workshop:

I would like to thank you for the encouragement you've given my
daughter. It has truly given her lots of direction and a goal to strive
for. . . . She is thrilled that some of her stories made the school
paper. . . . We are proud of her, of course, but to have someone else
praise her efforts has built up her self-esteem. . . . It means a lot to
a young person to have a teacher who can see the possibilities in
them.

Mrs. Swanson

The teacher values the students and honors the writing coming from their experi-
ence. She or he provides stimulus for writing but also encourages them to dis-
cover their own topics or choices. Often, students will say, “Nothing has happened
to me,” but the teacher helps them discover that their lives are filled with experi-
ences waiting to become their writing. As Frank Whitehead points out, “The real
problem that the teacher of English has to face is not how to supply his pupils with
‘matter’ to write about; it is rather to develop within the classroom the climate of
personal relationships within which it becomes possible for them to write about
their concerns which already matter to them intensely.”?

This is primarily experience-based writing. Besides encouraging free choice
of topics, the teacher searches for forms of writing that will be enjoyed, encourages
recording of personal thoughts and opinions in journals, lets it be known that
questions about technical difficulties are always welcome, and above all, offers
generous, genuine praise. A successful writing class is invariably a confidence
building class.?

2 Frank Whitehead, Creative Experiment (London: Chatto and Windus, 1970), p. 85.
3R. D. Walshe, “What’s Basic to Teaching Writing?” English Journal (December 1979), pp.
51-56.



chapter III

PREWRITING TECHNIQUES

As researchers have studied successful writers, it has become apparent that
prewriting is a significant stage in the writing process. As a result, many
classroom teachers have come to use a variety of helpful prewriting techniques:
brainstorming, listing, freewriting, marathon writing, visualization, clustering
(webbing or mapping), and journal writing. These techniques are intended to help
students discover meaningful topics and to begin gathering information prior to
the drafting stage of the writing.

BRAINSTORMING

Brainstorming is a useful prewriting technique for generating writing ideas,
especially when a class is working on a particular topic. Students have an oppor-
tunity to verbalize their own ideas and to hear those of their classmates. Each
writer draws from the “pool of ideas” produced by the entire class in a brainstorm-
ing session.

As students become more adept at generating their own ideas, the group
brainstorming session may be eliminated. At first, however, whole class brain-
storming may be necessary to help students develop ideas for writing.

Brainstorming Techniques

1. In the brainstorming session, you serve as facilitator, asking open-ended
questions (“What is interesting about this idea?”), listening to students
express their ideas, probing for more complete responses, and then asking
more open-ended questions. Students offer thoughts and ideas on a partic-
ular topic, and the responses of the students build on one another.

2. You make a record of student ideas in no particular order on newsprint or
the chalkboard. Record every response and avoid value judgments. There is
no wrong answer. You may abbreviate the ideas, but do not change them.

Studies dealing with creativity show that when creative people come up with an
idea, they do not reject it immediately because of its flaws. They play with it,
looking for strengths. Students need practice in brainstorming for a quantity of
new ideas while learning to reserve judgment for a later time.!

! David Campbell, Take the Road to Creativity . . . (Niles, IL: Argus Communications, 1977), pp.
13-23.

10
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Listing
A simple variation of brainstorming is listing. Encourage students to make long

lists of ideas about possible topics. Lists may revolve around a common theme
(e.g., “List as many of your good writing experiences as you can recall”).

1. Once students have completed their lists, ask them to focusona particular
item on the list which interests them and add still more ideas (e.g., “Pick
one item and list as many details as possible”).

2. After students have completed their lists, have them work in pairs, taking
turns discussing their ideas and clarifying the plan each has for a writing.
(Rehearsing)

3. After the pairs have completed their discussion, have them return to the
larger writing group to explain the ideas they’ve gathered and to describe
their plans for a potential draft. Group conferences such as this help
writers to focus their purpose for writing.

Freewriting

Freewriting (also known as “sprint writing” or “rush writing”) is an excellent
prewriting technique for discovering ideas. (It may also be used for drafting.) The
writer begins by putting down whatever comes to mind. The temptation is to
pause, reread, and edit along the way, but the writer keeps the pen or pencil
moving forward, capturing as many ideas as possible. As the ideas come quickly,
sentences may become fragments or single words. If the spelling of a word is
uncertain, the writer uses it anyway. There will be time in a later stage of writing
for checking spelling and for revision to more coherent sentences and paragraphs.
It helps if you demonstrate this on the board and freewrite along with your class.

The goal at this stage is quantity of ideas. If the writer runs out of ideas, she or
he may repeat the last words written or write over and over “I have nothing to
write” until new ideas come, and they do.? The first freewritings may be timed for
from three to five minutes. You’ll need to encourage students first learning this
technique to write for the entire length of time. Provide plenty of practice with
this technique and gradually include longer periods of writing on more focused
topics.

Freewriting leads to honest writing. A student, putting down words quickly,
uses his or her own natural language without pretension. Sometimes writers,
after long periods of pencil chewing and gazing out the window, say, “I just can’t
think of anything to write.” Freewriting encourages these students to begin
writing anyway, to get their pencils moving across the paper, because ideas will
come. This student’s freewriting is a good example:

So far I have nothing to write about—nothing to say—nothing to do
but sit here and think about what I can write about—I'm about at

2 Peter Elbow, Writing with Power (New York: Oxford University Press, 1981), pp. 13-19.
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the end of my hope with writing without repeating myself. My par-
ents have a positive attitude. In seventh grade I got a “D” on my
report card in social studies. This really was hard on me because
there was more competition here than in the little country school. I
went home with my report card and showed it to my parents when I
thought they were in a good mood. I hit it lucky. At the table after
everyone was finished I said, “I got my report card and you won’t like
i . .

The student has found a topic! Most of the introductory material will later be
discarded, but the early freewriting was necessary in helping her discover what
she had to say.

Marathon Writing

Marathon writing is a variation of freewriting which is useful, when all else fails,
in helping a class generate ideas. It is conducted in the following manner:

1.
2.

Assign students to three groups.

Ask each student to jot down three possible writing topics on separate
sheets of scrap paper. Collect the slips and place them in a single con-
tainer. (At this point approximately 75 writing ideas may have been
generated.)

Draw three slips of paper from the collection and read the suggested
topics to the entire class.

. Instruct everyone in the class to freewrite for a prescribed amount of time

(four minutes works well) on one of the three selected topics or on any
other topic of their own choosing. (They may, for example, write about an
idea they had earlier submitted on one of their own slips of paper.)

. After the writing time has elapsed, ask the members of one group to read

their freewritings aloud. (The decision as to which group reads first may
also be made by a drawing.) Give the students in this group a few minutes
to edit before they read. They may decline to read if they wish, although
the goal is to encourage every student to read at least once in a complete
marathon session.

. Draw three new topics from the container and read these aloud to ev-

eryone.

Direct all students to freewrite again for another four minutes. They may
continue their original freewriting, respond to someone else’s writing,
write on one of the three new topics, or pick a topic of their own.

After the second writing time has elapsed, call on a second group of
students to read aloud.

Following the reading by the second group of students, draw three new
topics from the container and read these aloud. Once again, students may
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continue working on an earlier topic, choose one of the newly announced
topics or write on a topic of their choice. Some students may choose to
focus on a single idea throughout the exercise.

10. Finally, after the third drafting time has elapsed, call on the last group of
students to read aloud. Invite any students who have not read previously
or any who would like to read again, to do so.

Marathon writing is an enjoyable group activity that generates many, many
writing ideas and also allows students to benefit from and respond to the writing
ideas of others in the group. Topics discovered in this way undergo further revis-
ing and editing during later class periods.

Visualization (Time Travel or Guided Imagery)

Visualization encourages students to travel mentally to another time or place, to
an imaginary locale or to a real memory from their past. It is an exercise which
often helps writers to generate more specific details and a wider range of sensory
description. The following is a sample direction:

Close your eyes and relax your body. Make yourself as comfortable
as possible. We are going on a trip together. You are walking along a
path. Look at it carefully. What do you see? What do you smell? At
the end of the path is a building. What does it look like? How do you
feel? You enter the building. Look at the first room carefully. What
are the details of this room? Examine them carefully. Across the
room, you see an object which fascinates you. You walk to it, pick it
up, and examine it. You carry it from the room and walk back along
the path. Returning home, you set the object on your desk and
continue to look at it carefully. When you have examined it com-
pletely and are ready to write, pick up your pen or pencil and free-
write a description of the object you have discovered on your travels.

After the drafting is completed, students enjoy sharing their writings aloud
and comparing their “discovered” objects with other students. You may create an
endless number of new circumstances in which to use this kind of lesson. For
example, if you want to have students describe a place or event, you might invent
a visualization exercise which focuses on a mental trip to a childhood home or to a
memory or to a favorite place. Questions such as “What do you see? What do you
hear? What can you smell?” are part of the visualization design and encourage the
writer to appeal to all senses in the resulting draft. (See Lesson Twenty-eight in
Part Two for such an exercise.)

CLUSTERING (MAPPING OR WEBBING)

Clustering is an ideal prewriting activity. It is a nonlinear brainstorming process
that generates ideas, images, and feelings around a stimulus word. It works
because it seems to avoid critical censorship and allows students to make intuitive
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connections. A cluster may be expanded endlessly. Encircled words radiate out-
ward, leading writers to sudden ideas and connections that become potential ideas
for writing. See the sample:

Lemon Pie

Apple Tree
7~ came here
atage 17

Seven
Children

Steps in Learning to Cluster:

1.

Explain to the students they are going to learn to use a tool, similar to
brainstorming, which will also enable them to discover and explore new
writing ideas.

Encircle a word on the blackboard, for example, the word “afraid,” and ask,
“What do you think of when you see this word?” Write down all the student
responses (radiating outward).

. When the students have finished giving their responses, point out, “See

how many ideas we have discovered. If you cluster on your own, you will
have your own set of unique connections.”

Ask students to cluster independently. They may begin with a nucleus
word of their own or use suggested words such as “help” or “part.” Encour-
age students to cluster for several minutes or as long as necessary. When
they feel they have arrived at a point where they see ideas and connec-
tions, they may begin drafting. Gabriele Rico encourages writers to con-
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tinue clustering until they experience a sense of direction, an unmistak-
able sensation that “you have this to write about.”®

5. Successive clusters can help students narrow a topic that is too general.

JOURNALS

Journals are especially valuabie for student writers because they provide a risk-
free setting for writing practice and a nonthreatening means for experimenting
with and exploring language and ideas. Although read by the teacher, the journal
is never corrected or graded. Because journals can be read fairly quickly, they
allow you to increase the amount of writing students do without increasing your
own grading burden. :

A journal has many other advantages. It helps to instill writing as a habit
and, because of its nonthreatening nature, encourages reluctant writers while
allowing good writers the opportunity for experimentation and practice. Journals
may also enhance students’ self-concepts. The journal is a safe place for them to
write about their feelings, their fantasies, their abilities, their limitations, and
their views of the world. As each becomes a better observer, formerly unnoticed
incidents and facts take on new meaning. The journal can also help establish a
sense of continuity in the student’s life. Because it is a collection written over a
period of time, a writer sees progress, sees ideas develop and change, and arrives
at a better self-perspective and self-understanding.

In addition, the journal allows you to know all your students, their likes and
dislikes, their backgrounds, and their emotional and social needs. When you read
and respond to journal entries, a sense of trust and communication is likely to
follow.

Suggestions:

1. Although journals come in all shapes and sizes, a new, standard-size
notebook is excellent for journal writing. Encourage students to carry the
notebook with them regularly and to use it only for journal writing.

2. Introduce journals after students understand the concept of freewriting.

3. Collect journals at regularly designated times. (Every two weeks is a
manageable schedule.)

4. Be sure students clearly understand how a journal differs from a diary.
Because diaries are frequently sold with a lock and key, many students
believe it is a place for writing secrets. Students need to understand that
while a journal is private, it is not meant to be filled with confidences.

3 Gabriele Rico, Writing the Natural Way (Los Angeles: J. P. Tarcher, Inc., 1983), pp. 63-87, 90.
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However, it is personal, even intimate. There is a very fine line here
because freewriting leads to honest, truthful writing, and it is read by at
least one other person, the teacher. When the journal is in your posses-
sion, take care to see that it is read by no one else. If students wish, they
may share entries with others but are never forced to do so. They may,
however, want to share a writing because entries are often good and
frequently powerful.

This is a very important consideration for every teacher, particularly
with laws requiring reporting of suspected abuse. You may occasionally
come across a troubling entry, and you will need to decide before such an
occurrence whether to violate the confidentiality of the journal. Some
teachers explain to their students beforehand that if a particular entry
makes the teacher fear for their safety, the teacher has to do something
about it. Troublesome entries are signals of need, and most students who
write in such a manner are asking for help and are often willing to
consult a counselor or proper agency if encouraged to do so. Ideally, a
student’s writing should never be used as evidence against him or her.

On the other hand, the journal also encourages experimentation, and
every entry need not be “true.” One teacher tells about a particular
student’s journal. The subject matter began to change. New entries fo-
cused on stories of drugs and dangerous activities. Naturally, the teacher
was concerned and mulled over a proper response. Two weeks later, the
journal was submitted again. This time there was a prefatory note: “Don’t
worry, Mrs. K., those things didn’t really happen. It’s just that I think my
mother has been reading my journal, and I was just trying to find out.”

. You may suggest to students that they fold the page over and/or mark

“don’t read” alongside entries they consider too personal. Some teachers
ask students to mark entries they particularly wish to have read, thus
saving time and freeing teachers from reading every entry.

. Journals are never corrected or graded. Although you may not read each

entry, your comments about particularly good entries and interesting
ideas are necessary. Sometimes a student and teacher carry on long
dialogues in a journal, conversations which may never be mentioned one
on one.

. Initially, journal entries may be practiced in class. However, encourage

students to begin the habit of always carrying their journals with them so
these are available when a thought occurs or when they want or need to
write. In the workshop, journal writing is considered to be primarily an
out-of-class activity as a means of encouraging students to observe and to
react in writing to all their experiences.

. Students need to understand that not every entry will be excellent. A

journal is a place for practice. Sometimes the writing will be wonderfully
successful; other attempts won’t work as well.
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9. Occasionally ask students to share a particularly good entry with the
class. This is useful if it is not a surprise and if students are asked toread
entries they feel comfortable sharing.

10. Ideally, you will also keep a journal and occasionally share your own
entries with the class.

11. Structure the class so that students are expected to develop at least one
entry into a more polished writing. This is important if students are to see
the value the journal has in helping them discover their own topics.

12. After about six weeks, have students evaluate their own journals If
they’re writing boring, diary-type entries, they’ll often recognize this and
change their approach. They’ll enjoy the chance to “look back” as well.

Providing for journal writing is one of the most useful writing activities you
can design. Handled with care, journals are a safe place for students to practice
writing, take risks, and find topics about which they truly care.



chapter IV

RESPONSES

SELF-EVALUATION

Once students have completed a freewriting, they rework and revise it, keeping
passages which are good and omitting those which are unnecessary or repetitious.
They change the writing in any way they feel necessary to present it to an
audience. Over the course of the year, students do become better editors of their
own papers because they learn from their own revisions and from the revisions of
others. Their proofreading skills are sharpened, and they wish to edit well because
they understand they will be sharing their writing with an audience of their peers
as well as outside audiences. Student editors may work from checklists such as the
following.

A Sample Checklist for Self-Evaluation:

1. Have I reread this paper as if it were a writing I have never seen before?
2. What is the purpose of my paper?

3. Does my writing make sense?

4. Will the reader understand what I wish to say?

5. Have I made all the changes I think necessary?

Individual checklists may be duplicated and distributed to each student or simply
written on a blackboard. As the year progresses, additional elements may be
added to the checklist as the students are introduced to them.

Will the beginning of my paper “hook” my reader?

Have I substituted specific words for general ones?

Have I appealed to more than one of the five senses?

Have I added similes and metaphors? (These usually
have to be added in a second draft.)

Have I removed clichés?

Do I have dialogue, and should I add more?

Have I cut out all unnecessary words? (Words like
“and,” “then’” and “SO”)

Have I omitted unnecessary adjectives and adverbs?

Have I used good verbs?

Does my writing have a focus?

18
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Do I make my reader see?
Have I corrected any spelling or punctuation errors?

(This question is reserved for nearly completed
drafts.)

The Teacher as Responder

As a teacher working with writing as a process you will be involved with students
at every stage of the writing, particularly revision. You will want students to
understand that revision can lead to discovery and new choices. Ideally, refrain
from writing on student papers. If written responses are necessary, comments
may be made on removable, self-stick notes attached to the writing. Each teacher
has his or her own approach, of course, and if you wish to make comments directly
on students’ papers remember to balance positive and negative comments.

Student-Teacher Conferences

Conferences can occur at any point in the writing process. They allow writers to
get feedback and make improvements as they write. Early conferences between a
teacher and student are usually brief and focus on the content of the writing
because that is what deserves attention first. Responses such as “tell me about
what you are writing” or “how is it going?” are important for early drafts. Thisisa
difficult technique because we are used to pointing out what we think should be
done. In this type of conference, you need only restate or summarize what the
speaker has said. Your role is to help the student clarify his or her purpose and
realize the choices each has as a writer.

Conferences usually focus on one element at a time. A tonference might, for
example, be devoted entirely to the shape or design of a writing. It might be a
discussion of the options the student has for choices of genre or point of view.
“What is your plan for telling this story?” is a helpful teacher question in this kind
of a conference.

Still other conferences may have to do with the process the student has
followed in writing the draft. “Where are you in the writing process?” or “How did
you go about this?” are helpful teacher questions. You may also want to discuss
the options the writer has for the next step in the writing process. (“What do you
plan to do next?”)

Conferences should also allow students to evaluate their progress. “Are you
pleased with this writing?” “What part do you like best?” “What has caused you
the most trouble?” “What have you learned from this writing?” Sometimes ques-
tions such as these help a writer decide to revise again.

Later conferences may have to do with editing for mechanical concerns. These
are more successful if they do not deal with too many kinds of errors in a single
paper. Focus on one particular skill at a time. One approach is to have students
proofread their own papers first, then have an editing conference with a
classmate, and, finally, confer with the teacher.
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Record Keeping

Some teachers keep a set of 5” by 8" cards in a file box as a method of recording
conferences with students. A separate card is kept for each student and is avail-
able to students at any time. As you confer, write a brief summary on the front of
the card such as “working on setting—planning to add sensory words.” At the
next conference, review the card with the student, then go on to discuss the
student’s progress. You might want to reserve the back of each card to note
particular skills being worked on. When one card is filled, staple another to it. At
the end of a grading period, the cards provide a good record of the student’s
progress.

PEER CONFERENCES (THE SMALL CIRCLE)

Peer conferences are a gradually learned process and can occur with one other
student, with a small group, or with the entire class. As with student-teacher
conferences, peer conferences depend on an atmosphere of mutual trust and
respect. (Establishing such an atmosphere is discussed further in the section in
this chapter concerning the large circle.) Peer conferences are most likely to
succeed after students have seen the process modeled by the teacher in a one-to-
one conference with a student or in a whole class demonstration. Several teachers
may demonstrate a peer conference for several classes of students at one time, or
you may rehearse a small group of students to demonstrate a peer conference for
the entire class.!

GROUPING

The size of a small group may vary from two to five people and depends upon the
number of students you wish to respond to others’ papers as well as the amount of
time you want to devote to it. A triad offers at least two points of view and requires
less time. A group of four or five is large enough to function if someone is unpre-
pared, yet small enough to discuss most pieces of writing in one session.

One advantage of the writing workshop is that while students in a class may
have widely differing abilities, each can grow as a writer. The class challenges
everyone without setting up high levels of frustration. Learning can and does take
place for every student. At first, you may assign groups randomly. Later, as you
recognize the differing abilities of the students, you may purposely design groups
so that each is comprised of high, middle, and low ability students. Some teachers
put students together who face similar writing problems. The least desirable
approach is to allow students to select the members of their own groups.

! Donald M. Murray, A Writer Teaches Writing: A Practical Method of Teaching Composition
(Boston: Houghton Mifflin, 1968), pp. 131-132.
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Studies of group dynamics have shown that the productivity of a group
increases as the cohesiveness of the group increases. Much of what may appear to
an observer as wasted playtime within groups is actually necessary for the group
to be productive. When cohesiveness becomes too great, however, productivity
declines.2 With this in mind, encourage a cheerful group atmosphere but change
the groupings frequently throughout the year. Be prepared for some chaotic
“fajled” peer conferences. Working together cooperatively is not a skill most
students have necessarily had practice doing. It will take practice and patience
and encouragement from you for your students to work well together. Successful
peer response groups will evolve over time.

FORMAT FOR RESPONDING

It is important that every response to a writing be made in a positive, constructive
manner. Positive reinforcement and honest praise promote learning, whereas an
emphasis on errors inhibits it.® In their earliest work in the circle, encourage
students to point out only what is good about a writing. Despite this, many
students will rush to point out errors (especially involving mechanics), because
they believe that “criticism” means to find fault. They need first to understand
that good writing is much more than mechanical correctness, and they need to be
encouraged to find examples of strong elements in the writing of their peers. There
will be time later to point out weaknesses.

Small-group conferences are usually most successful if they follow a predict-
able routine or plan. One small-group format which works well is the following:

1. The writer reads his or her paper aloud. (At a later stage of the writing,
copies may be duplicated for each group member, but in responding to an
early draft, reading aloud focuses attention on ideas and content rather
than mechanical correctness.)

2. Each member of the peer group responds as the writer asks the following
questions:
a. What do you like about my writing?
b. What questions do you have concerning my writing?
c. What suggestions can you give me for improving my writing?

Encourage authors to take notes at each conference, jotting down ideas and
suggestions. Another option is to provide editing sheets for each member to fill out
in writing. At the end of a session, the sheets are given to the author and further

2 B. Aubrey Fisher, Small Group Decision Making: Communication and the Group Process (New
York: McGraw-Hill, 1974), pp. 30—36.

3 Barak Rosenshine and Norma Furst, “Research on Teacher Performance Criteria,” Research in
Teacher Education (Englewood Cliffs, NJ: Prentice Hall, 1971).
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discussion may follow. Written responses are helpful early in the year for some
classes, particularly if students have had no previous practice in reacting to the
writing of others. Putting their own evaluations in writing helps members of the
peer group focus their own thinking.

Encourage students to give specific responses. Rather than saying “I like it a
lot,” a strong response might be “I like your use of dialogue” or “I like the verb you
used in this sentence.” Once the writer receives responses and suggestions from
his or her peers, each continues to rework and revise. The small circle may
reconvene several times to offer additional suggestions and comments. Sometimes
students responding to a particular writing have differing suggestions. The
student author weighs the opinions of each but makes his or her own final decision
about any changes.

As the students work in groups, move among them, observing the interaction
and helping when a group has a question. You may take turns becoming a
member of each small group, occasionally offering your own writing for considera-
tion. (Don’t offer a “perfect paper.” Ask the students for their help.)

Students keep early drafts in individual folders and later return to these
“portfolios” to choose papers for more extensive revision. Copies of more com-
pletely realized revisions are shared in the large circle and are published in class
booklets.

The final step in this stage of the process is proofreading for spelling, punctu-
ation, and mechanics. The goal is to make writers want to edit well. If students
care about their ideas and have good support and peer response, they will want to
present their ideas in a neatly written form. If you see common errors, present
whole class minilessons which concentrate on one kind of error. The rules of usage
are best learned and remembered when they are applied to a writer’s own writing.
Most of all, encourage an attitude that all writers make mistakes, and all writers
need to consult a dictionary, a thesaurus, or an editor.

Working in small groups is more than a useful management technique.
Interaction is one of the essential ingredients for learning. In small-group discus-
sions, students explain their viewpoints, validate facts, deal with contradictions,
and, at times, change their own attitudes. They become aware of different points
of view, rethink their own ideas, and become more objective in their understand-
ing. It is a setting where writers can take risks, where emphasis isn’t always on
being right but on exploring ideas, where not only is there room for error, but
where errors are seen in light of their potential for new understanding.

Additional Guidelines for Small-Group Work

1. Expect each student to share a writing. In the beginning, some teachers
allow a reluctant student to pass (not read his or her piece aloud). You
might allow students to pass a designated number of times or volunteer to
read the piece for the student. Generally, this becomes less of a problem as
students become used to reading aloud and if they know at the beginning
of a writing that they will be sharing it with others.
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2. Encourage students to choose their own topics. No one is forced to read
something which may be embarrassing to him or her. Sometimes, how-
ever, students do write a paper they later wish not to share. Recognize
this possibility. Encourage the student to share his or her next paper when
the time comes or to write and present a new piece to the class in its place.
This problem is more likely to appear early in the class before students
have much experience in the circle. As they learn to expect to share their
writing with others and as they come to know and trust one another, they
are less likely to have this concern.

3. Some students may write about volatile subjects. As they feel more secure
in the class, topics such as personal experience with alcoholism or abuse
may emerge. Students who write personally about such topics are dealing
with these problems in a healthy way. However, these topics can have an
enormous effect on an audience. Other students may feel that unless they,
too, write about such subjects, their writing is less valuable. Keep your
response in perspective. If you spend an inordinate amount of time re-
sponding to inflammatory topics and less time with more ordinary topics,
other students will feel the need to write in a confessional mode. No
student should feel pressured to do so, but those who need to do so should
feel that freedom as well. Balance is important. The writing workshop is
not a place for writing about secrets. On the other hand, writers write
about honest feelings, and these may include painful topics.

A Sample: Students Responding in the Small Circle
Eric presented the following writing to his group:

The day was Aug. 12, 1973.

We were headed for Las Vages

“70 degrees on the desert” droned the radio announcer. It was to-
wards evening and the purples, greys, oranges and yellows played
across the wild and rocky landscape “Look antilope!”

“get the camera!” “they’re to far away.” yelled my brother and sister
from the back seat. I watched as the antilope leaped out of sight over
the hills.

Dad was driving our brown station wagon. Mom and I in the front
seat. from the back came the sounds of a game getting underway
“geuss what color I'm thinking of I” “Oh, you’ll change it when we
geuss right” “Oh! Yah!”

“Girls!”

listening to the radio I looked down to the book in my lap, a Trixie
Belden mystry
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Mom yelled “Look out for that antilope!”

I saw his foot whip to the brake his knuckles turning white on the
wheel “Shit.”

My eyes traveled from the knuckles to the road, a blur became clear
image of the antilope in front of the car. The impact of it hitting the
car shook my vision, it was like a lighting bolt had struck at the point
of impact. I could see bones and guts coming out of its back. blood
splattered across the windshield. the mangled flung itselff in an-
other leaped in front of a camper truck and flipping from it to the
ditch in a whirlwind of legs. it lay there eyes glazed and motionless.

Eric

Students found plenty to like about this paper “Oh, it’s so gory! But I think it’s
good gory. I can see what happened.” Another said, “I felt like I was sitting in the
front seat beside you.” Others liked the dialogue. “I can hear the people talking in
the car.” Another pointed out good verbs like “splattered,” and they liked the
image in the phrase “a whirlwind of legs.” Another said, “I think the paper ends in
the right place. It’s a good ending.”

But the students also had some questions. They wondered exactly how many
people were in the car. “Why did somebody say ‘Girls’? I thought you mentioned
just one sister?” Another pointed out, “I like the dialogue but sometimes I'm not
sure who is speaking.” Another said, “I wonder if you have to name the book? That
sort of distracted me from what happens next.” “The word ‘shit’ bothers me,” said
another. “Do you think you should use it?” Eric replied, “But that’s what he said.”
“I'think it’s okay,” offered another student. “That’s a good way to show he’s really
upset.”

Finally, they made suggestions for making the paper better. “I think you need
to think about how the paragraphs are arranged,” said one. “Yes,” offered an-
other. “Maybe the first three sentences could be in one introductory paragraph?”
Later, suggestions were made for getting rid of unnecessary words, and help was
given with proofreading. After several revisions, Eric’s final version became the
following paper:

Vacation in Blood or Gutsy Weekend

The day is August 12, 1973. Our car is headed for Las Vegas.

“Seventy degrees in the desert,” drones the radio announcer. It’s
evening, and the purples, grays, oranges, and yellows play across the
wild and rocky landscape.

“Look, antelope!” “Get the camera!” “They’re too far away,” call
my brother and two sisters from the back seat. I watch as the ante-
lope leap out of sight over the hills.

Dad is driving our brown station wagon. Mom and I are the
front seat. Frem the back comes the sound of Janet and Chris playing
a game. “Guess what color I'm thinking of.”
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“QOh, you’ll change it when we guess right.”

“Oh yeah!”

“Girls!” my dad yells over his shoulder. Country music is play-
ing on the radio, so I begin to read the mystery book on my lap.

“Patrick, look out for that antelope!” Mom yells.

I see Dad’s foot jerk to the brake and his knuckles turn white on
the steering wheel. “Shit,” he says. My eyes travel from his knuckles
to the road. A blur becomes a clear image of an antelope. The impact
of it hitting the car shakes my vision, and it feels like a lightning bolt
has struck us. I can see bones and guts coming out of its back, and
blood is spattered across the windshield. The mangled thing flings
itself in another leap in front of a camper truck and flips from that to
the ditch in a whirlwind of legs.

We all get out of the car and walk to where it is. The eyes are
glazed and motionless.

Eric

THE LARGE CIRCLE

When revisions have been polished as completely as possible, ask the students to
arrange their desks in a large circle in the classroom to read their papers aloud to
everyone in the class.

If students have already had positive experiences in sharing their writing
with their peers in’small groups, they are likely to continue to do so willingly.
However, some students with little confidence and little experience in sharing
may be reluctant to do so. Early in the year one student wrote in her journal,

This class might turn out to be fun. But the bit about reading to other
people is a little ridiculous. Some people in here shouldn’t hear
anything about anyone else. I certainly don’t want what I write
being blabbed around school.

Sharing papers is a concern for students of all ages. They feel uncertain and
insecure and resist exposing their ideas or feelings for fear of ridicule. Indeed, for
many, their earlier experiences with writing may have taught them to expect
negative criticism and fault finding. They don’t willingly enter into an activity that
they perceive as threatening. Most classrooms can achieve a reasonable level of
trust, but some will not. Don’t blame yourself when that happens in spite of your
best trust-building efforts.

There are three types of large group activities you might use which are
helpful in quickly acquainting the students with one another, setting up an
atmosphere of trust within the classroom, and sustaining a supportive atmo-
sphere throughout the year. These are get-acquainted activities, trust exercises,
and large circle questions.
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Get-Acquainted Activities

At the beginning of the year, it is important for you to learn to know your students
and to help them get to know one another as quickly as possible. Many teachers
ask pairs of students to interview one another and then introduce their partners to
the class. A variation of this activity is to ask students to do the interview and
then write a “recipe” for the partner, reading it to the class. (See Lesson Eleven in
Part Two of this book for such an activity.)

We often make the assumption that most students in our classrooms know
one another. They do not. Even in twelfth grade many students are acquainted
only superficially. In a typical class a shy student may sit for months alongside
students whose names he doesn’t know. Get-acquainted activities are well worth
the class time. Writers need to know the audience for whom they write, and they
need to trust that audience. Listen to one student’s comments, for example,
concerning his becoming acquainted with others in his writing class.

This class is so different from all the others that I have ever had. I
actually know the people in the class . . . like Laura. . . . She is
absolutely beautiful, and I never thought that I would ever be able to
talk to her, but this class has made us friends.

John

Any activity which introduces students to one another and reduces their anxiety
is valuable. On some days, as a part of the opening exercise encourage the
students to move around the room talking with one another and finding the
answers to nonthreatening questions such as

Who in this class drives the oldest car?
Who skipped breakfast this morning?
Whose mother speaks a second language?

(Lesson Twenty-seven in Part Two includes additional ideas for such an activity.)

Trust Exercises

An entire class period spent answering a series of sequenced questions which
encourage students to take risks, to respond honestly, and to get positive rein-
forcement for doing so is helpful for setting a positive class climate. (Lesson Three
in Part Two includes such an activity.)*

Sometimes the term “trust exercises” is frightening to students. They may
approach this type of exercise with some apprehension, and you may choose to
refer to it as another get-acquainted exercise. Whatever it is called, it is highly
successful in helping students get to know one another quickly. One boy wrote:

4 A book which is helpful for activities such as these is 100 Ways to Enhance Self-concept in the
Classroom by Jack Canfield and Harold C. Wells (Englewood Cliffs, NJ: Prentice Hall, 1976).
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At first I was scared. Did “trust exercises” mean we had to do some-
thing dumb or give away secrets? But then a pretty girl said she
liked my answer. It was neat, and I had fun.

LARGE CIRCLE QUESTIONS

As the year progresses, continue to ask nonthreatening large circle questions.
These questions are useful as a means of setting a positive tone in the class, as
warm-ups before reading completed writings, as a continued means for students
to get to know one another, and as a brainstorming technique for new ideas for
writing topics. Ideally, ask two or three questions to begin a class period in which
final drafts will be read aloud.

Expect every person in the class to answer each question. It’s often helpful if
you begin by answering first. If a student doesn’t have an answer, continue asking
the question around the circle, returning later to those who did not answer.
Everyone has equal time to speak. Students will begin to relax and discuss freely.
The shy boy who says nothing in a traditional class may turn out to be a clever
student with a fascinating hobby. Students look forward to these questions. Many
will ask as they enter the classroom, “Do we get to have circle questions today?”
Invariably when students evaluate the workshop at the end of the year they
remark, “The circle questions were fun. I learned so many things about myself and
the people in here. I just think we should have done it more often!” With practice,
students dare to risk speaking and writing more openly. In addition to becoming
better writers, they learn that they are not alone in their teen-age turmoil; that
other students share the same feelings, hopes, fears, and uncertainties; and that
they have an enormous amount of material to include in their writing. (Notice
that the majority of questions suggested in the list evoke positive rather than
negative feelings, responses which contribute to a positive atmosphere in the
classroom.)

Some Possible Large Circle Questions

Describe a simple pleasure in your life.

When you were small who were your heroes? Why?

What person do you most admire today? Why?

Who has been the most influential person in shaping your life?

What are the qualities of adults you like most? Least?

Tell about your favorite childhood toy.

Tell about a time you got in trouble (under age 10).

What was the best thing about your neighborhood when you were young?
Describe a recurring dream. (Do you dream in color?)

Tell about a childhood injury.
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When you were little did you have a nickname? What was it?

Do you like your first name now? If not, what would you choose instead?
How would a parent describe you as a child?

Describe something you did to tease a brother or sister.

How do you feel about school right now?

What's the best thing that’s happened to you since school started?

If you could have one wish come true, what would it be?

Name something you hate to do.

What is there about you that makes your friends like you?

What is the greatest disappointment you have ever had?

If your home were on fire, what five things (in addition to your family)
would you save?

What inscription would you put on your gravestone?

What kind of a situation would you like to be in ten years from now?
If you could live one day over, what day would you choose? Why?
What is a major accomplishment in your life so far?

How would your friends have described you in grade school?

What is something you've learned in life, so far?

In your family, was one child your parent’s favorite? How do you know?
Have you ever faced death?

What is the most humiliating moment you have ever experienced?
Do you have trouble with your temper? Explain.

Describe the best teacher you ever had.

What would the ideal set of parents be like?

When you marry someone, do you want that person to be like your father
or mother?

If this were your birthday and you were your best friend, what would you
give yourself?

What was the best present or gift you ever received?

What is the most humbling experience you’ve ever had?
Describe a time you were pressured to be “in,” to be macho.
Tell about a time you saw a parent cry.

What is the best thing that has happened to you today? In the last week?
Over the weekend?

If you could teach everybody in the world just one thing—an idea, a skill,
a fact—what would it be?

If you could be talented in something you are not talented in now, what
would it be?
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43.
44.
45.
46.
47.
48.
49.
50.

Do you have a job now? Describe it.

What is the worst job you’ve ever had?

Where were you born?

What is your favorite pig-out food?

What is your most irrational fear?

What is the worst advice your mother or father ever gave you?

If you could change one thing about yourself, what would you change?
What do you want to teach your own children?

Questions for the End of the Year:

1. Name one thing you've learned about each person in the circle.

2. What mistakes do teachers most commonly make in handling students?
3. If you were principal of this school, what changes would you make?

4. If you were the teacher of this class, what changes would you make?



chapter V

GRADES

As teachers, many of us have evaluated, corrected, and graded student writing in
one operation. In the workshop, however, it is useful to make some distinctions
between these terms. Evaluation is an ongoing process designed to help students
be aware of their strengths and weaknesses. It is the description of the writing as
well as of the individual growth of the writer. Correcting involves pointing out the
student’s mistakes. Grading is assigning a letter or number to represent the
quality of the writing. Even though a grade may be based on some objective
criteria, teacher judgment usually enters into the process. A grade is final and
tells the student nothing about the strengths and weaknesses of the written work.

THE WRITING CONTRACT

Do teachers of the writing workshop need to grade student writing? Ideally, no!
Research on the effects of evaluation of writing in the sense of grading and
correcting papers consistently underscores two major concerns:

1. Students dislike and sometimes fear writing because of the corrections.

2. Positive comments about a student’s writing do more good than do nega-
tive comments.!

In the workshop, constant positive evaluation is already going on. Students learn
self-evaluation, and peer evaluation in the small and large groups is integral to
the structure of the writing course. Frequent student-teacher conferences allow
the teacher to be aware of the student’s ability and growth as a writer. Comments
are made in class on papers where and when they most count. The emphasis is on
individual growth rather than on competition between students for grades.
Nevertheless, the school system expects us to grade each student’s perfor-
mance periodically. This is necessary primarily as a means of communicating
with parents and as a matter of record keeping within the school. How can we
reconcile the philosophy of the class with the school system’s need for grades? One

! Wisconsin Writing Project, A Guide to Evaluating Student Writing (Madison: University of Wis-
consin Press, 1978), p. 4.
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of the best solutions is the contract system. Students agree to fulfill certain
obligations in order to earn a particular grade. The sample contract included in
Lesson Two, Part Two, was designed by students in a writing workshop.

The differences in the grades in this contract primarily reflect the quantity of
writing a student chooses to do rather than the quality of his work. However, if
care is taken to design small-group work with plenty of time for teacher confer-
ences and revision, the quality of the student writing can also be high. Another
advantage is that students who have come to believe they could never earn a “good
grade” in a writing class have renewed hope. As one parent pointed out, “Jim has
never gotten above a ‘C’ in English before. He didn’t think he could. He’s so excited
about this class and is working for an ‘A.” He even brings his writing home and
shows it to us.” In a competitive class Jim may not be an “A” student. However, in
the workshop, Jim is competing only with himself, and if he chooses to do all the
work the contract requires for an “A” grade, his writing will improve markedly,
and this is the goal for every student in the class. The contract is fair. Each student
knows exactly what he or she must do to earn a particular grade. At the same
time, grading is not being used as a means of negative evaluation. The time you
will spend in record keeping is far less than the traditional time spent “correcting”
papers.

Another option which may be included in the grading contract suggested in
Lesson Two is to require students to submit a polished writing as a display piece
for a bulletin board or school exhibition. You may also require students to enter a
local or national contest or submit a writing for possible publication. Assignments
such as these encourage high quality in final drafts, and students enjoy it. The
Market Guide for Young Writers by Kathy Henderson, published by Shoe Tree
Press, Belvidere, NJ, is updated annually and provides a complete description of a
wide variety of publications and contests that accept manuscripts from writers
age 18 and under.

FINAL COPY STANDARDS

Teachers wishing to include more emphasis on the caliber of editing in the
contract itself can include specifications for the quality of final revisions and
publications. For high school students the requirement might be: “no spelling
errors, no incomplete sentences, and no errors in punctuation.” The disadvantage
is that the emphasis is again on mechanical correctness rather than quality of
thought. In addition, you will have to spend a great amount of time checking for
errors. However, as writing labs with computers and word processurs become
widely available, the ease of correcting, changing, and reproducing polished
copies will be such that this standard will be a more reasonable expectation.
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PORTFOLIO GRADE

Another acceptable approach for dealing with grades is to have each student
submit his or her folder of writings or selected revisions for review by the teacher.
This involves much more teacher time, but grades are based on the growth among
several writings rather than judging and grading a specific paper.

HOLISTIC GRADING

When a teacher chooses to determine the overall quality of selected writings
submitted by the students, holistic grading may be used. Holistic evaluation is a
procedure for sorting or ranking written pieces. With this approach, content and
form are considered, but the tallying and marking of errors is not required.

In the simplest form, the teacher reads the first paper, then reads the next and
decides whether it is better or worse than the first. If it is better, it is placed on the
top of the first. If it is worse, it is placed underneath. The scoring or placing occurs
quickly, impressionistically. The reader continues until all papers are arranged
from most successful to least successful. A grade is assigned after the ordering is
completed.

A second approach to holistic grading is to match papers with another piece in
a graded series or to score a paper for the prominence of certain features. Again
the grading or scoring is done quickly and is usually guided by a scoring guide
which describes particular features of writing with high, middle, and low quali-
ties clearly identified.? Content, organization, wording, flavor, and mechanics are
features frequently identified in scoring papers in this manner.

CHECKLISTS OR GRIDS

The checklist or grid is helpful for a teacher who must grade final revisions. These
enable you to read and react quickly to many student papers with consistency and
fairness. A checklist reminds both the teacher and student what the important
elements are in a particular assignment and allows the student to understand
clearly both the strengths and weaknesses of a particular writing. Ideally, the
teacher designs a checklist or grid for each writing assignment, emphasizing one
or two elements at a time rather than identifying every problem. (Students may
be asked to number each line of their text before submitting the final draft in order
to help the teacher make reference easily.) The checklist is stapled to the student’s
paper. The following is an example: :

2 Paul Diederich, Measuring Growth in Writing (Urbana, IL: NCTE, 1974).




Name

Hour

Writing assignment

Content (15) (Comments are line specific, and the teacher
mentions both strengths and weaknesses.)

1. Does the beginning “hook” the reader? 543210

(The teacher makes comments here and circles the points the
student has earned.)

2. Has the writer appealed to more than one 543210
of the five senses?

(Teacher comments are made here.)

3. Has the writer made good verb choices? 543210

(Teacher comments are made here.)

Mechanics (15)
1. Spelling 543210
2. Punctuation 543210
3. Capitalization 543210

Mechanics total (15)

Content total (15)

Grade total (30)
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The checklist keeps a balanced emphasis on various elements of good writing.
A student may spell poorly, and yet her ideas may be good. The grid prevents the
teacher from penalizing the student too severely for a single editing problem. An
ideal variation of this assignment is to ask a student to revise a paper after
reviewing the comments on the checklist or grid. The final grade reflects the
‘improvement made in the new draft. :

GRADING THAT FOSTERS REVISION

Learning Logs

Some teachers have students keep a learning log of their own revision process.
This helps the teacher have a better sense of what is happening in the small
groups. In a notebook students draw three columns: Work in Progress, Partner,
and What We Worked On. At the end of each session, they record how they used
their time. Knowing they will be accountable helps keep students on track. The
teacher grades the learning log rather than the actual writing.

Group Grades

Another approach which greatly helps to reduce the paper load is to have one out
of every three students complete a writing piece (along with two photocopies). The
writer and two student editors work in the small circle to respond to and revise the
writing. When a final draft is completed, the teacher grades the paper, and each
participant in the group earns the same grade.

Grading, however necessary, must never become confused with teaching. As
professionals, we are able to teach best by working closely with our students when
they are in the process of composing itself.




chapter VI

SOME ELEMENTS OF
GOOD WRITING

In the workshop setting, the teacher and students respond to one another’s writ-
ings. With practice, students do become more and more skilled in their responses.
Initially, however, if students are asked to name some elements of good writing,
they usually point to spelling and mechanical correctness. Beyond that, many
have no other definition. One of the goals in the workshop, as it progresses, is to
help students define and use as many of the elements of good writing as possible.

There are, of course, few hard-and-fast rules that define good writing. Much
good writing happens intuitively. It “feels right.” As true as this may be, more
precise responses are helpful for student writers. The following discussion is
included to help identify features which contribute to good writing.

The samples of student writing in this chapter are not meant to suggest that
good writing is only personal narrative and only about traumatic or emotional
events. However, when students are allowed to choose their own topics and when
they feel safe in the classroom and comfortable with their peers, topics about
traumatic events may emerge. If this happens, you can be assured the student is
dealing with his or her concerns in a healthy way. Don’t invite confessional
writing, but be aware of the possibility that it may occur. Be honest with your
students. If you see they are in danger, they must know you will and are required
to seek outside help for them. Initially, young writers will base nearly all of their
writing on fact. Only a small amount will come from their imaginations. As they
gain experience as writers, they will move to more and more fiction. Allow for and
encourage this possibility as well.

GOOD WRITING IS HONEST

Reading student writing has often been sheer drudgery for teachers. Red-marking
all those mechanical errors is time consuming, but, more important, the ideas are
frequently dull. We have often responded primarily to mechanical correctness,
and perhaps students believe that we don’t care so much what students write as
long as they say it correctly. Consider this student writing. The assignment,
teacher imposed, is called a “novel analysis.”

This story is about four children and the young lives they lived. It
started out a very normal life for all of them. Chris which was the

35
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eldest of the four, was around twelve when the story began. He liked
to read, write poetry, paint and was a very intellengent young man.
Then was cathy an average ten year old girl that was very close to
her father. Then came cory and carrie which were born when the
book first starts.

The paper goes on to retell the story in detail and then the writer concludes:

I enjoyed the book very much. There is two books following this one
and I plan on reading then both. They go on to tell of what heppen to
them after they escape. And how they eventually get even with their
mother for what she put them through.

A teacher responding to this paper marked each mechanical error, gave the
student 6 out of a possible 16 points, and graded it “D+.” Additional comments
were “What an awful sounding book,” and “You didn’t proofread your paper.
Shame on you.” The novel analysis, like the traditional book report, is meant to
teach writing while encouraging students to read more widely. Instead, the as-
signment punishes the student for reading and reinforces a feeling of failure as a
writer.

This student is attempting to fulfill a teacher-imposed topic. She has little to
say although she pretends she does, and the teacher’s response does nothing to
make the writer want to write again or to show the student how to write more
successfully.

In contrast, consider this writing:

One day last March, I was browsing through the library and found
myself staring the psychology section in the face. I thought to myself,
“Freud, Harris . . . what a bunch of nuts! This psychology stuff is
weird!” But just the same, I picked up a couple of these books and
paged through them, noticing all kinds of twenty to thirty-letter
words I had never heard before. Yuk! And then I picked up a book
called Why We Do What We Do. I flipped through the pages in that
one, expecting to have the same reaction. But this book was written
in a normal vocabulary, and it didn’t go into such horrible, boring
detail. I decided this book might be worth reading, so I checked the
book out and spent the next several days reading. It wasn’t that
weird, either. All of my beliefs about psychology being completely
wacko crumbled. It wasn’t all that bad. In fact, I was enjoying the
book. . . .

The difference between these two papers is much more than mechanical
correctness or the ability of the two writers. The second writer is open and honest.
The writing is not pretentious. It began as a journal entry and was chosen by the
writer for further revision. It has something to say and says it.

No teacher wants empty, phony writing, but it happens in spite of our many
good intentions. There is a way out. Students can write openly and freely about
topics they choose and care about. The writing workshop enables this to happen.
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GOOD WRITING MAKES THE READER SEE

Students in the workshop quickly understand the power of their good writing.
They are able to transfer images and ideas from their own minds to those of the
audience. But to make the reader “see” an incident, memory, or idea, good advice
for a beginning writer is to focus on a specific instance. Many writers tend to
summarize or generalize:

I remember all the great times my brothers, cousins, and I had
together. We’d swim, fish, and get in trouble, but we laughed a lot
too. . . . ’ '

When a student read this in the circle, others suggested he write about one
incident. “Let us see one time.” Others wanted to know the names of the brothers
and what specifically it was they did to get in trouble. The student’s new draft
looked like this:

It was a crisp, spring day. My brothers, Dave and Ricky, and cousin,
Chip, were launching rockets in our yard. Someone suggested, “Hey,
wouldn’t it be neat if we could launch these out on the lake?”

We gathered up the rockets and set off for the dock, but the boats
were gone. “No problem,” Dave assured us, “Let’s build a raft.”

Wow, what a great idea. We were all busy searching for building
materials. Two floats from an old boathouse became the base. Rough
planks, an old dock section and five feet of rope became the deck. We
worked for nearly three hours, and once we were done, our raft was
as good as any aircraft carrier. We loaded the rocket gear, a launch
pad, a twelve-volt car battery, three rockets, and a handful of en-
gines. It was my job to paddle. We excitedly cast off, and soon we
were drifting down the river to the lake.

The rest of the guys were busying themselves up front like a
bunch of NASA scientists preparing for a launch, while I sat in back,
happily daydreaming.

Suddenly, the raft bucked and a pontoon erupted from under us.
Splash! We began to capsize. I plunged into the icy spring water
“Help,” someone screamed, “I'm gonna drown.” The shore was
twenty feet away. We were frantic, splashing and screaming.

I couldn’t swim too well, so I dog paddled furiously. Then Rick
shouted, “Hey, wait a minute. I can stand.” Timidly, I stopped
beating the water and tried it too. The water barely came past my
waist.

Jim
When the writer first concentrates on one incident, he adds good facts natu-

rally. The audience hears the boys speak, sees them “work like NASA scientists,”
and sees the humor of the situation without the writer having to say it was funny.
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Students quickly understand the power of specific detail. A reader sees “a Daisy B
B gun” better than “a toy gun” or a “forty-nine Chevy” better than “my car.”
Another student wrote:

There was a very special person in my life, my grandfather. Our
relationship was really special. But he’s had a stroke now, and he’s
changed so much it makes me sad.

Again the students in the circle pointed out that they needed to “see” the
grandfather. “What did he do?” they asked. “What did he say?” The writer began
listing facts, and, as these accumulated, she created a more complete picture:

I remember sitting on my grandpa’s lap listening to stories of his
childhood. He told me of horse-driven plows, wood-heated schools,
and homemade bread. My grandpa used to run his own flour mill
until he became the town electrician. When he looks at the town
lights, he says, “I put up most of the lights in this little town.” He
liked to hunt and fish, and he was good at it. He has a bald eagle, a
pelican, a horned owl, squirrels, and stuffed ducks. He built his
grandchildren a large, white swing-set in his front yard, and he
spent hours in his garage fixing gadgets or making electrical parts.
He rarely watched TV except for the daily news or a football game.

My grandpa loved to talk, and he often argued with my dad (who
is a Democrat), “Those darn Democrats. I wish they would quit
messin’ up the government.” When my dad made my brothers help
with the dishes, he would say, “You boys come and help me. Let the
girls do it. That’s women’s work.”

Now my grandfather just sits in his tan chair in front of the TV.
He never goes out of the house to walk, fish, or mow the lawn. He had
a stroke that paralyzed his left side. His left leg swells and hurts
when he walks. He hardly ever talks or fixes electrical gadgets, and
he shaves only once a week. My grandmother helps him get dressed
and helps him up from his chair. He spends most days sitting in that
chair, gazing out the living room window.

Becky

By giving the reader many facts, the student creates a more complete picture
of the grandfather. Although she doesn’t write that the change in him makes her
sad, the audience is able to see that too.

GOOD WRITING BUILDS

Inexperienced writers often “give away” too much information too early in the
writing. For example,

When I was nine I had a bad experience at a resort, or Something I
will never forget is when my cat died, or When I was five Ireally did a
stupid thing.
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By beginning this way, writers remove all the elements of surprise. When ques-
tioned, however, they quickly acknowledge that as a particular day began, they
didn’t know they were going to do something silly or have a particular experience.
As writers, they need to keep some information from the audience until the
appropriate time. They need to plan and shape their final drafts. The following is
an example of a writing that builds:

Once a week my grandma visited a friend of hers in the nursing
home, and most of the time she brought me with her.

Before we got to her friend’s room, we had to walk through the
cold, air-conditioned sitting room. It had a white tile floor, fluo-
rescent lights, a T.V., and about twenty, fake leather chairs occupied
by the same tired, faded people. At the time I was in kindergarten
and had been introduced to seating charts. I remember wondering if
the old folks had to go by one also.

My grandma always paused to chat with an old woman who sat
in the last chair against the wall. I observed the woman from behind
my grandma, afraid I would have to shake one of those gnarly hands.

The old woman looked like an old black hen. She had iron-grey
hair in short ringlets. Her ice-blue eyes stared from behind black
horn-rimmed glasses, and small liver spots dappled her pale skin.
She wore dark clothing that covered most of her plump body. A
wooden cane rested against the arm of the chair, and from time to
time she picked it up and twisted it in her hands. Sometimes she
pounded the floor for emphasis. When she talked, her silver teeth
sparkled. She looked mean, but when she spoke, her voice sound
young and her laugh was pretty. It seemed as if there was a young
lady trapped inside.

Through the conversationsI listened to, I learned the old woman
had many relatives, but they didn’t write or visit. The last time she
had seen her favorite son was when her dropped her off at the
“Almost-Gone Home,” as she called the nursing home.

“Don’t talk like that, Myrtle,” my grandma told her.

“Why not,” she replied. “I'm half-dead anyway.”

I couldn’t understand how a person could be only half dead, and I
wondered what it was like. She looked mostly alive to me.

One day, when we walked through the sitting room, I didn’t see
the old woman in the last chair. An old man who sat nearby looked
up at Grandma and reached out a trembling hand. I saw his mouth
quiver as he whispered, “She’s gone, Alice. The old lady ain’t here no
more.”

My grandma smiled a sad smile. I wasn’t sure that meant the old
woman was completely dead or had just moved to a new home, but I
was too afraid to ask.

Michelle
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GOOD WRITING EXPERIMENTS WITH LANGUAGE

Writers make many good word choices naturally. In revision, students work to
replace weak verbs with strong ones. They rely on a thesaurus, adding and
substituting words to employ the repetition of sounds, personification, and other
figures of speech. This student is aware of the sounds of his words:

I ran through the woods. My gun jangled from the hundreds of B-B’s
bouncing inside. I was the big hunter stalking his prey. A flock of
songbirds flitted through the trees. As I shot at them, they darted
from limb to limb. . . .

Notice the noisy words like “jangled” and “B-B’s bouncing,” the good verbs
like “flitted” and “darted.”

Another writer personifies the dark to describe her fear as she sits alone in
the living room during a storm:

The wind screams her agony through the fireplace, sending whitish-
gray ashes waltzing upon the carpet. I am a perfect ice-maiden,
frozen into my stone chair. Even the picture window shudders, afraid
of the dark. Rain, joining forces with the dark, sends millions of tiny
footsteps hurrying across the ground. The ceiling glitters an evil
flicker as the doorknob trembles and rattles. Finally, darkness saun-
ters through in victory.

Kim

GOOD WRITING OFTEN USES CONTRAST

The student writing about her grandfather, creates a powerful picture by showing
the reader what he had been like earlier and what he is like following a stroke.
This use of contrast works well. Another student, writing about the funeral of a
grandmother uses contrast within a single sentence:

Grandma'’s long brown casket with gold trim looked soft and com-
fortable, but she looked uncomfortable and arranged.

GOOD WRITING IS ECONOMICAL

How many times do we hear the question, “How long do you want this paper to
be?” Many of us have answered, “four typed pages” or “five hundred words”?
Students with nothing to say but an assignment to fulfill produce the length the
teacher desires. The result is filler. Students may actually spend more time
counting words than they spend writing. “This story is about four children,” would
have been sufficient, but the student, uncertain and concerned with sounding
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knowledgeable, adds “and the young lives they lived.” By adding this kind of filler,
she at least achieves the length requirement of the assignment.

The following sample is a paragraph from another student writing. Later the
student explained, “Oh, I don’t beligve all that stuff in my paper, but I know that’s
what the teacher wants, so that’s what I write.”

The author’s philosophies of success are almost identical to my own.
Because I have always been a success-oriented person, most of his
ideas are not all new to me. The way I will reach my success is
basically the same as his steps for success. Not only have his steps
reinforced my own plans, they have also stressed the importance of
dedication needed to attain success.

“Success” is mentioned five times in this paragraph alone. The student, wise
enough to know this concept is a high priority with his teacher, uses it deliber-
ately. Had the student been expected to share the writing with a peer group, the
unnecessary repetition would have been pointed out. In all likelihood, the student
wouldn’t have chosen the topic in the first place.

GOOD WRITING FREQUENTLY INCLUDES
STRONG REPETITION

Students, writing freely, often use strong repetition naturally. This student uses
it for emphasis:

Last week my Uncle Richie phoned my mom and said, “Grandma is
sick and getting worse.” He explained that one night he went to pick
her up for church and found her sitting in her rocking chair holding
her crucifik. She hadn’t gotten dressed and didn’t have the energy to
get up. Mom is going to New York soon to see Grandma. She said I
could go along since I am Grandma’s favorite grandchild, and there
might not be another chance to see her. B ut I am not going. I am not
going because Grandma’s tickets for me last year and all our good
times and talks were her way of saying good-bye to me. That’s how I
want to remember her, a short plump woman standing in the airport,
pressed up against the window, waving both arms, crying, and say-
ing over and over, “T love you. I love you.”

Tracy

GOOD WRITING AFFECTS THE AUDIENCE

Strong writing causes something to happen for the audience. It may simply be
recognition of a like experience. It may be laughter, a lump in the throat, or a nod
of agreement. The following writing, though filled with mechanical errors, is
powerful writing:
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I followed my mother into the intensive care ward. “Honey were
here” she said in a low voice. A maching one of many next to my
fathers bed starting beeping faster and slowly he open his eyes.
Moms eyes were filled with tears but she managed a half smile and
siad “Hi”. The maching beeped faster and in a scratchy, dry voice he
said “Hello”. It became harder and harder to look at him. My father
someone I always thought of as strong and stubborn could barely
even talk. After seeing him that helpless all I could do was cry. I
walked to the window so he wouldn’t see me. It was a beautiful day.
People walked in the street below and cars went by. The world
certainly hadn’t stopped for my father or even slowed any. I looked
behind me. Tears ran down my moms face as she talked with dad.
“Yes dear” “Were in a hotel” “No dear.” I just turned an stared out
the window. Out in the street people huried back and forth to work or
to some important activity. They didn’t know my father was dying.
They probably didn’t care. I wished I was one of those people. His
skin was pale yellow and so were his eyes. I felt like I was going to
burst from holding back the tears. Luckily my mom said we had to
go. As we left the beeping maching slowed and my dad slept. The
next day my sister arrived and convinced my mother to take a room
at anearby hotel. We checked in and arrived back at the hospital just
in time to hear a page “Colleen Brown please come to the intensive
care unit.” My mom cried all the way up the elevator. It seemed to
take forever to go up three floors. When we got there the doctor
explained they had done everything they could. My mother and
sister and I all cried. We cried for a long time.

Brad

This writing is in desperate need of polishing. It needs commas and para-
graph divisions. It is frequently unnecessarily wordy. However, in every other
respect, it is excellent writing. The boy writes honestly about his feelings and
fears. “I felt like I was going to burst from holding back the tears.” He admits he
wished he could be somewhere else. He contrasts the father’s dying with the happy
activity on the street below the hospital window. The reader stands in the room
with the boy and “sees.” We hear the sounds of the life-support machines and the
voices of people speaking. From the beginning of the writing, we know the father
is exceptionally ill. Yet the story continues to build. The family rides the elevator
to the third floor to hear the doctor’s prognosis. And finally, the writing ends with
the wonderfully painful repetition, “We cried for a long time.” The audience
hearing this paper is enormously affected by it.

Students do have something to say, and they can write powerfully. If Brad’s
paper had been handled in a traditional way, what would have been the teacher’s
response? Is it a “C” paper, a “D” paper, or should it be marked “F” because of the
large number of mechanical errors? In reality the student did polish and revise the
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paper further, and it was immensely satisfying both to him and his writing circle.
Because he cared so completely about his topic and because so many fine elements
in his writing were pointed out to him, he wanted to polish it, to add commas and
paragraph indention for clarity. He felt like a successful writer and he was. Every
student can be.
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unit 1

BECOMING ACQUAINTED WITH THE
WRITING PROCESS

Lessons One through Fifteen in this unit introduce students to the
writing process and to concepts such as brainstorming, listing,
rehearsing, freewriting, and showing. The writers complete six
freewritings and choose one to revise and share aloud with their
classmates. Unless otherwise noted, each lesson is intended to take
approximately one class period. However, because of the nature of
writing and the writing process, it may be necessary for you to adjust
the time lines to allow for the needs of your own students. Each unit
results in a polished writing and requires students to complete the
entire writing process.

Classroom Management: Some teachers have been hesitant to
introduce the writing process into their classrooms because students
often work independently or in small groups, and such classrooms
frequently appear to be noisy and active. How can a teacher
introduce the writing process and, at the same time, create and
administer an environment where students are on task and actively
engaged in learning? It does take practice and patience and
encouragement on the part of the teacher for students to learn to
work cooperatively, but it is a skill which can be learned and is
satisfying to both students and teachers. Practical ideas to help you
create and maintain such a classroom are included throughout the
following lessons.
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LESSON ONE: INTRODUCTION
Objectives: The students will be able to

* Express their expectations for a writing class.

* Distinguish between the old approach to the teaching of writing and the
new.

* Define “freewriting.”
* Write an unfocused Freewriting 1.

Procedure:

I. Introduce yourself and all class members by name.
Introductory questions:
A. Why are you taking this class? (Many will say, “It’s required.”
Praise their honesty.)
What do you want to learn?
Why do people need to know how to erte"
What is good writing? (Many students will respond with
statements about mechanical correctness. Explain that aside
from mechanical correctness, there are other elements of good
writing. One objective of this class is to help writers discover their
own definition of “good writing.”)
II. Discuss the traditional approach to the teaching of writing.
A. Graded papers
B. Emphasis on correctness and correcting (a negative process)
C. Teacher as only critic and audience
III. Explain the writing process approach to the teaching of writing. (See
Part One, Chapter One, for an explanation of all these.)
A. Prewriting
B. Drafting
C. Revising
D. Presenting or publishing
IV. Explain additional elements.
A. Journals (see Part One, Chapter Three)
B. Topics
1. Students’ choices
2. Students’ experiences
C. Group work (sharing)
1. Small circle (see Part One, Chapter Four.)
2. Large circle (see Part One, Chapter Four.)
D. Publication
1. Private booklets
2. Class booklets
3. Other audiences (contests, adults outside school, newspapers
and other publications, for example)
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E. Grading (see Part One, Chapter Four, for an explanation of the
grading contract and other options for evaluation)
V. Explain what you expect of each class member. For example,
A. Attend class regularly.
B. Compete only with yourself to become a better writer.
C. Work cooperatively in groups.
D. Share writings in the circles.
E. Help others to become better writers.
VI. Explain your classroom management style. (See note at end of this
lesson.)
VIL Introduce Freewriting 1. (See Part One, Chapter Three.)
A. A sample explanation:

I'm going to ask you to write freely for five minutes. During
that time you are to keep your pen or pencil moving forward,
and although you will be tempted, try not to stop and reread
what you have written. Write about whatever comes to
mind. Don’t worry about neatness or spelling or punctu-
ation. Capture as many ideas as possible. If you find an
interesting idea write about that. If another interesting
idea comes along, follow it. Let your writing flow wherever
your mind leads. If you cannot think of anything to write,
simply write over and over, “I can’t think of anything to
write,” until another idea comes along, and it will.

B. Students write for five minutes about any topic. Ideally, you will
write along with the students.
C. Discuss
1. How did it feel to write in this manner? Some possible answers
will be:
“It was hard to keep going.”
“I didn’t know what to write about.”
“My arm got tired.”
“It was hard not to reread.”

9. Assure students these reactions are natural. As with any skill,
freewriting requires practice, but it is an excellent way for
writers to discover writing ideas and topics.

3. Read your own freewriting aloud, partly to demonstrate how
rough a first draft can be.

4. Collect student Freewriting 1.

If class time allows, you may want to begin helping students arrive at
their own definition of “good writing” by studying together the accompanying
student writing, “My Brothers Are Going as Pirates.” Ask the students to
point out its strong elements.
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Classroom Management: Spend time planning the classroom environ-
ment before students arrive in the fall. How will you manage small and large
circle arrangements, for example? Students should know where writing ma-
terials are kept and what is available for their use. Writers use a variety of
utensils, materials, and equipment: different kinds of pens, pencils, markers,
paper in a variety of sizes and colors, stationery and envelopes, staplers,
staples, staple removers, tape, glue or paste, scissors, erasers, and correction
fluid. Must students provide their own equipment, or will it also be available
to them in the classroom? Where are the dictionaries and thesauruses? May
students check out copies for their use outside of class? What is the procedure?
Will student portfolios be kept in the classroom? Where? May students re-
move the portfolios from the room? Be clear about your expectations and
management style. Give students as many responsibilities as possible. En-
able them to go about their business of being writers without interrupting
you with unnecessary, time-consuming questions such as “May I borrow a
pencil?” The goal is to make this a self-starting classroom, a classroom filled
with students who come into the classroom and begin work immediately.

Hint for makeup work: Each day on a dated 3" by 5" card, write a brief
summary of the day’s lesson. (Students may be assigned this task.) Make
particular note of any writing activity or other assignment and place the card
in a holder available to students. When absent students return, they quickly
learn the efficient habit of checking these cards for makeup assignments.
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Name Date

1.1 Writing Sample
MY BROTHERS ARE GOING AS PIRATES

I remember a Halloween night. I am standing on top of our kitchen
table, and Mom is standing in front of me, hurriedly patting makeup on
my face.

“But I don’t want to go as a clown, Mom,” I complain.

She sighs, “There’s nothing else for you to be. Now just be still. It’s
almost time to go.”

The world becomes blurry, and I whine, “You’re hurting me.”

“Be still,” she grumbles, tiredly. “I'm almost finished. There. I'm
done. Now that wasn’t so bad was it?” She smiles and hands me a mirror.

Ilook into it sadly. A clown stares back at me, a clown with a white
face, red-lipstick cheeks and nose, blue circled eyes, and an ear-to-ear
smile. I see a happy clown, but I don’t want to be a dumb ol’ clown.

My brothers are going as pirates. Greg’s wearing a black top hat and
sleeveless jean jacket. Garry has on Mom’s earrings, a red scarf tied
around his forehead, a patch over his left eye, and black jeans. They both
have cardboard swords. I don’t have a sword. I'm only wearing a tie-dyed
t-shirt. I'm just a clown.

I hear my brothers laughing and playing pirate games. Finally, Dad
calls, “Let’s go.” My brothers race to the car and sit on the edge of the
back seat, waiting. I get in too, but I don’t say anything. When Dad stops
the car, my brothers rush to a house and clatter up the steps calling,
“Trick or treat.” I follow slowly.

A man opens the door. He hold bags of candy and looks at us
carefully. Then he laughs as his glance falls on me. “You're the best
looking clown I've seen in a long time.” I shyly smile a smile equal to the
one already on my face. We thank him, and I race to beat my brothers to
the next house. ‘

Cindi



LESSON TWO: GRADING CONTRACTS AND
WRITING FOLDERS

Objectives: The students will be able to

* Understand what is required to earn a particular class grade.

* Choose the grade they wish to work for and contract with the teacher for
that grade.

Procedure:

If you plan to use a contract for grading, follow these suggestions. If not, explain
your grading policy. (See Part One, Chapter Four, for a discussion of possible
options.)

I. Distribute the Grading Contract for the Writing Workshop.
A. Hand out copies of the accompanying grading contract to each
student.
B. Answer all questions about the grading system.

II. Ask students to sign the contract.
A. Students choose the grade for which they wish to work.
B. Students fill in the contract, sign it, and return the signed portion
to the teacher.

III. Have students assemble their portfolios.

A. Hand out a file folder to each student. If these are not available,
students can make their own by taping together two sheets of
heavy, colored paper.

B. If you plan to have students do all or most of the writing called for
in this book, distribute the accompanying Checklist for Free-
writings and Revisions. If not, you may wish to design a checklist
of your own. Have students secure the sheets in their folders.

C. Return Freewriting 1 to the students to place in their folders.

D. Collect the folders or have students place them in the designated
location in the classroom.

If there is extra time, point out books in the classroom which students
may enjoy reading. Include samples of student writing displayed around the
room. This, of course, is important because writers are readers. (Two books
which contain writing similar to the writing students are being asked to do in
this class are Russell Baker’s Growing Up and Ray Bradbury’s Dandelion
Wine.)

From time to time, read excerpts from writings you particularly cherish,
and be sure to include writing by students as well as professional writers.
Also encourage students to find and bring their own samples to class, and take
time to read them aloud. Invite professional writers from your community
into the classroom as speakers.
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TWO SUGGESTIONS:

1. Occasionally ask students to write a memo to you, explaining how well
they feel they are meeting the requirements of the contract. It may also be
necessary for you to distribute reminders such as the following:

Name

According to my records, you have not completed the

following assignments:

If class grades were to be assigned today, your grade would
be

Date
Class

2. The contract that accompanies this lesson requires students to do extra
writings for both the A and B contract. You may want to consider the
following variations of this requirement:

a.

b.

Have students polish a writing as completely as possible and enteritina
contest.

Have students prepare an illustrated, completely revised display piece
for a bulletin board or school exhibition.

Have students submit a final draft for possible publication. The Market
Guide for Young Writers by Kathy Henderson, published by Shoe Tree
Press, Box 219, Crozet, VA 22932, is updated annually and provides a
complete description of a wide variety of publications which accept
manuscripts from writers age 18 and under.



Name Date

1.2 Grading Contract for the Writing Workshop

The writing workshop is based on the philosophy that everyone can be a writer;
that is, every student in this class can effectively communicate in writing. In this
workshop, you will learn to improve your communication abilities, both written
and oral. If you actively participate in the class, you will learn the techniques of
good writing, and you will grow as a writer.

This class requires work and commitment from you. You will be asked to
write nearly every day. You will read and share your writing with other class
members and publish your writing in personal and class booklets. You will help
one another become better writers.

Students are expected to earn “A” or “B” grades. You can do this by complet-
ing all assignments when they are due, by making a sincere effort to improve as a
writer, and by actively participating in the class.

To earn an “A,” the student does the following:

00 Completes all assigned writing and revisions.
O Submits a revised writing for each publication.
L] Writes four journal entries per week.

U Participates actively in both large and small
circles.

O Turns in all assignments, journals, and revi-
sions on or before the due date.

0J Submits two additional writings each quarter,
conferring individually with the teacher to
carry each writing through the entire writing
process.

To earn a “B,” the student does the following:

[0 Completes all assigned writing and revisions.

[J Submits a revised writing for each publication.

[J Writes three journal entries per week.

[] Participates in the large and small circles.

[J Turns in all assignments, journals, and revi-
sions on the due date.

[J Completes one additional writing each quarter,
conferring independently with the teacher to
take the writing through the entire writing
process.

To earn a “C,” the student does the following:

OO Completes all assigned writing and revisions.

O Submits a revised writing for each publication.

(] Writes two journal entries per week.

O Participates only occasionally in the large and
small circles.

[J Occasionally turns in assignments, journals,
and revisions after the date due.
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To earn a “D,” the student does the following:
[0 Completes all assigned writing and revisions.
[0 Submits a revised writing for each publication.
[0 Writes one journal entry per week.
[J Seldom participates in the large and small
circles.

O Presents work in a sloppy and uncaring manner.
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Name Date
Grading Contract for the Writing Workshop
I, , understand that in order to
(name)
contract for the gradeof ________ I must and will do the
following:
Date

Signature
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Name

1.3 Checklist for Freewritings and Revisions

UNIT ONE
Freewriting
Freewriting
Freewriting
Freewriting
Freewriting
Freewriting

UL N =

Revision 1

UNIT TWO
Freewriting
Freewriting

0 3

Revision 2

UNIT THREE
Freewriting 9
Freewriting 10
Freewriting 11

Revision 3

UNIT FOUR
Freewriting 12

Revision 4

UNIT FIVE
Freewriting 13

Revision 5

Super Revision 6
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