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Preface

The three of us perused our first attempt at a table of contents in
Donald Graves's study on September 27, 1984. Tom had earned the
soft brown recliner. Don perched on his composition stool, twisted
away from his word processor. Jane tried to think in the straight-
backed, wooden, family-heirloom chair. As we scanned the list of con-
tributors to this book, Jane noticed, “It never hit me before how many
of these people are first-year teachers: von Reyn, Rief, Furnas....”

“Yes, they're breaking new ground,” interrupted Don as Jane con-
tinued. “Sh-h-h,” he admonished. Jane glanced up and Don and
Tom'’s eyes were locked. “We've got a title.”

“BREAKING GROUND,” exclaimed Tom, relieved after months of
agonizing over “Understanding Reading and Writing,” “Understanding
Writing and Reading,” “Relating Reading and Writing,” “The Reading/
Writing Spiral,” etc., suggestions Don Murray would toss aside as la-
bels rather than titles.

Many of these teachers have broken new ground. They teach in en-
vironments in which they can take risks and they set up similar envi-
ronments for their students. They challenge traditional expectations.
They believe in what they're doing, but they're nervous. But, more im-
portant, they're also excited because their students not only learn to
read and write; they like it.

New ground in writing has been broken in other books, but it's time
to break new ground in reading. The philosophy behind writing pro-
cess instruction is incompatible with the philosophy behind reading
worksheets, tests, basals, and the fear that any deviation will endanger
students’ ability to learn to read. Too many students read fifty work-
sheets for every book they pick up. Their teachers teach what's next
in the teachers’ guide instead of what the students need next. Too
many classrooms revolve around the teacher.

But in writing classrooms, children say, “I wrote it. | do the work.”
Writing teachers give students choices and listen when the children
talk about what they learn. They affirm what the students know and
then learn from them. Writing led many of the teachers in this book
to reexamine what they did when they taught reading.

These teachers started to ask new questions, questions not typically
asked about reading instruction. They were moved to publish because
they had started to think more about their teaching. If they feel sepa-
rated from some of their peers, at the same time, they feel closer to
their students than in the past. They are all members of a literate
community who write, read, and talk books.
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Our book represents a teaching philosophy in which teachers ex-
pect their students to work together. Students are not segregated into
proficiency groups, which reinforce social class distinctions. They are
all part of the same community.

The teachers set up predictable environments in which children do
as many things as possible by themselves. Janet von Reyn saw her
children blossom during the month she left them alone with their writ-
ing. Carol Avery gives us a portrait of a little girl who found self-confi-
dence when Carol assumed she could take the initiative. These teach-
ers expect their students to make decisions, and the children do.

Freddie Furnas wondered where to start with kindergarten children.
She not only helped her young students write; they surprised her and
learned to read. Older students with a history of learning problems
also learn to read when they enter via writing, as Curt Hayes and Rob-
ert Bahruth show us with their migrant students in Texas.

But these teachers worry. They worry about themselves, and about
parents, other teachers, and administrators. They need support.
Charles Chew of the New York State Department of Education en-
courages teachers to see parallels between reading and writing in-
struction. Winn Braun, a first-grade teacher, had a supportive principal
who helped her convince her students’ parents that their young chil-
dren were learning to read. Building the parallels between reading and
writing can become complicated, but Ruth Hubbard explains a frame-
work for it. Heather Hemming elaborates on the importance of spend-
ing lots of time on reading and writing so children can talk about
their own processes. One of the teachers’ main questions is always:
“How do I fit skills into all of this?" Jane Hansen describes some skills
lessons to show how skills can be taught in the context of children’s
writing and reading.

Tom Newkirk and Jack Wilde show how fiction can help middle-
school students explore thought and character change. Linda Rief
continues with middle-school students’ growth in understanding and
empathy for other generations. When Linda's students presented what
they learned during this unit to some teachers in a summer school
writing class, they added important information about their teacher.
The summer school teachers wanted to know what Rief’'s major role
was in the unit and the students surprised both Rief and the other
teachers with their answer: “She wrote, also.”

Susan Benedict wrote about American history with her second-
grade students as she showed how content-area reading and writing
can be a way of life in classrooms. Kathy Matthews brings us into her
transition classroom of children who have completed one year of first
grade. These young writers use writing in all areas of the curriculum.
Susan Sowers then explains the importance to first-grade children of
nonnarrative writing. Cora Five and Martha Rosen share a social stud-
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ies program in which students explore and write about our forefathers
using their own voices.

For several years, Don Graves has been writing about the impor-
tance of “audience” to writers. He now explores the effect of an “audi-
ence” on readers. If we share what we read, we read with that other
person in mind, and that person’s presence affects what we think
when we read. Don Murray, from whom the three of us are learning
to think on paper, writes about trusting new information as it surprises
us in the midst of our writing. We write to think and we read to think:
this book is about thinking.

Ellen Blackburn and Nancie Atwell both show the power of litera-
ture. They persuade us that, when we talk about our writing programs,
we are at the same time talking about literature. Literature is an inte-
gral part of a writing program. Nancie saw her junior-high students
grow to love writing and decided to find a way to help them love
reading. She found a way: her students read more than an average of
twenty books a year in their English class.

In this book you will see students who want to read and write. Even
more, they enjoy the challenge of good thinking. We hope you will
want to make some of the teaching practices in this book your own.
Enjoy the trip.
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Stories Never End
ELLEN BLACKBURN

For three days, Shawn worked on his puppets. He drew characters
from the Ed Emberly Drawing Book of Weirdos, glued them onto
tongue depressors, and then | took them downstairs and laminated
them. So far, Shawn had a devil, a goblin, a witch, and Frankenstein.

When he wasn't drawing weirdos, Shawn spent a lot of time in the
listening area. One of his favorite books was The Haunted House by
Bill Martin, Jr.

One dark and stormy night, | came upon a haunted house.
| tiptoed into the yard—No one was there.

| tiptoed onto the porch—No one was there.

| tiptoed into the house—No one was there.

In the story the character walks through all the rooms of the house
and finally arrives in the attic.

| went into the attic ...
where he is startled by his own reflection in the mirror.
I WAS THERE!
the story ends.
One day at the end of September, Shawn sat in the writing area
with his puppets arranged in front of him. As he played with them he

began to chant:

| came upon a haunted house.
| ooocopened the door.

Picking up his devil Shawn said,
| saw a deuvil!

“Hey, yeah, | can write my own haunted house book!"” He did. He
used his puppets as characters.
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The Haunted House
by Shawn
September 29, 1983

| came upon a haunted house.

| opened the door.

| saw a goblin. A-A-A-A-A

I went in the T.V. room.

| saw a devil. A-A-A-A-A

I went in the kitchen.

| saw Daddy Frankenstein. A-A-A-A-A
| went upstairs.

I saw a witch. She went E-E-E-E-E
I thought they were bad,

but they were good.

When | started building connections between reading and writing in
my first-grade classroom, | did not foresee how those connections
would occur. | merely tried to narrow the gap between the children’s
own writing and the writing of the adult authors they read. | encour-
aged them to guess how professional writers found ideas for topics
and how they made decisions about details, beginnings and endings.
Together we speculated how a story might be changed or even how
two stories could be combined.

“What if ..." I would say, “What if Hansel and Gretel met up with
The Three Robbers in Tomi Ungerer's story?”

“Ohhh O, Ahhh!" And off we'd go.

With all of this oral rehearsal, | guess | shouldn't have been sur-
prised when the children started to make connections in their writing.
But Shawn was such an unexpected pioneer.

When Shawn had started school, only three weeks earlier, he knew
six letter sounds. And, until he wrote The Haunted House, his longest
piece of writing had thirteen words. The Haunted House had fifty-four
words. By using Bill Martin's book as a model, Shawn pushed past his
own writing limitations. He used literature to improve his writing.

Shawn built his story around the predictable sequence that Martin's
book provides. All Shawn has to do is walk from room to room in the
haunted house. This simple structure allows the story to move forward
without a lot of organizational decision-making.

Shawn also avoids concern about sentence structure because, once
again, he relies on a predictable pattern: | went inthe . | saw
a____ . He can fill in the blanks with his own places and charac-
ters. With both of these problems solved, Shawn concentrates on the
production of text and adds some details of his own. Toward the end
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of the story he feels confident enough to deviate from his pattern, and
he makes the witch talk back. Even before he had finished the story,
Shawn told me: “I'm not going to have the same ending. I'm going to
say: | thought they were bad but they were good.”

“You don't want your story to have the same ending as Bill Martin’s,
do you?”

“No, 'cause everybody's heard it and if | put it the same it won't be
too 'citing.”

Many approaches to writing encourage the use of adult models for
children's writing. Usually the model is presented several times to the
children and then they are directed to write their own story based on
that model. What is different in this case is that Shawn did not try to
craft a piece of writing around an adult model. He chose the model
because it was appropriate for the piece of writing he was conceiving.
The conception of his own story came first; then he selected a model.

Shawn has many opportunities to write, and his writing is not al-
ways based on adult models. The structure of Bill Martin's story
helped him, but he is not dependent on it. He selects the model
which is useful to him. Other children, whose stories are offshoots of
Shawn'’s haunted house book, also selected from their literary field.

Amy was the first child to recognize the potential Shawn’'s book had
for her own writing. She wrote Halloween Day after hearing Shawn
read the draft of The Haunted House to me. Amy doesn'’t need to
borrow much from Shawn—just a line to use for her lead.

Halloween Day
by Amy
October 11, 1983

| tiptoed into the haunted house.

| saw a ghost. | started to cry.

I cried the whole way. | was scared.

| saw a witch. | cried even worser.

| saw a pumpkin and I felt much better.
I was laughing at him. He was funny.

| was acting like a baby.

Amy'’s book is actually a true account of her visit to the haunted
house at the Rochester Fair. But Amy saw the relationship between
her own true experience and Shawn's fictional piece and borrowed ap-
propriately to improve her own story. Both Shawn and Amy make
connections between their own activities and a piece of literature be-
cause class discussions focus on these connections.
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One day after reading The Clay Pot Boy, the children and | made a
diagram on chart paper showing all the stories the book reminded us
of, (see page 7).

The children recognized four relationships among all the books:
Theme, Topic, Author, and Language. At the center of the diagram
are books by published adult authors, but gradually the arrows lead
out to the children’s own writing (set in bold type).

During the discussion the children made connections between
books that were already a part of their literary tradition: books they
had read, reread, listened to, or written themselves. Eventually, they
began to make these connections while they were in the act of com-
posing. This is what Shawn and Amy did. As the Clay Pot Boy dia-
gram shows, the stories surrounding Shawn'’s haunted house book
multiplied, (see page 8).

Reading the published version of Shawn's book gave Timothy the
idea for The Scarey Book. Timothy's story is fictitious. At first he fol-
lows Shawn's model closely, and then his story takes off. Timothy is
also using a segment of Mercer Mayer's book, There's a Nightmare
in My Closet, to explain character change. The little boy in Mayer's
book decides to stand up to his nightmare and shoots it with his pop-
gun. To his surprise, the nightmare begins to cry. The boy's anger
softens and he tucks the nightmare into bed with him. Timothy uses
this same strategy to explain how he deals with one of the monsters
in his haunted house.

The Scarey Book
by Timothy
October 17, 1983

I came upon a haunted house. | opened the door.

| saw a dragon. A-A-A-A-A.

I ran upstairs. | saw a goblin. A-A-A-A-A.

I jumped in the bathtub. | saw a devil. A-A-A-A-A.
and | saw blood all over him. A-A-A-A-A.

| ran upstairs. | saw Frankenstein. A-A-A-A-A.

[ jumped out the window. | landed in the sea.

I saw a sea monster. | kicked him. The monster cried.
I got up. | was soaked and | felt sick.

I went home. | jumped into bed. | went to sleep.

I went back to the haunted house.

I captured the dragon. | went in the T.V. room.

I saw the goblin. | put him in the bag.

I ran upstairs and | saw the devil. | threw a bag over him. | saw
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