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Snapshot of the Research Process: A Principal’s Perspective
So why didn’t John Freemont Smith, one of the
first black elected city alderman, have a headstone
on his grave? Or what was it like to be the first
female RCMP officer to be a member of the traditionally all-male musical ride? For the last five years
intermediate students at my elementary school have
been seeking answers to these kinds of questions in
their Heritage Fair project research.
The research officially begins right after winter
vacation. Intermediate students nominate themselves to participate. Critical decisions are made in
the first few weeks. The topic is narrowed down to
workable size and a list is made of the places to find
information. Typically students choose topics that
have to do with interesting family stories.
Throughout the next three months students work at
home and the school. They meet with their teacher
sponsors once a week to give progress reports and to
attend lessons on research report writing.
Sometimes they go on field trips with their group to
the university and museum. On their own time they
go with their family to other relevant sites. Their
behaviour is similar to that of a detective as they ferret out information from primary and secondary
sources. By mid-April they put the final touches on
their project readying it for display. Time is taken to
prepare for an interview that is done at the school

Heritage Fair.
This project is very special for the students. It is
an opportunity for them to do research on a topic of
their choice. They are given some school time and
their project is graded as a part of their regular
social studies term mark. Usually parents and siblings become involved, creating a valuable family
experience that often leads to better understanding
of themselves and their past. Students often find
that they do not have time to finish and they continue to develop their topic the following year.
Sometimes the original questions are answered,
but most times they lead to more questions. Why
Smith did not have a headstone remains a mystery.
He does have one now, however, due to the persistence of the Grade Four student who authored the
project. Female RCMP members participating in
the musical Ride? This remains a project under
construction and the Grade Four student will be
back at her research in Grade Five.

Phil Claydon, School Principal
Kamloops, B.C.

Introduction to the Heritage Fair Documentation Project
Not long ago Karen Day, a research group
member from the Education faculty, told me
the following story: she had been reading aloud
a series of picture books in her university language arts seminar. One afternoon she held up
a copy of Pat Hutchins’s Rosie’s Walk, a book
with illustrations and text arranged separately
on alternate pages, and asked the class what
they noticed. “Every other page is blank,” suggested one of her students, apparently confident
that the words, not the images, were of principal
interest. The student’s response lays bare an otherwise muted assumption among most adult
readers, some authors, and many educators: that
the visual elements in a text may be safely
ignored, marginalized, or simply edited out.
Like Day, I find myself troubled by the disassociation of seeing from reading. As a post-secondary educator, I find myself exhorted to wean
“young,” “lazy,” or “dull” readers away from a
reliance on visual aids: “illustrations in general,”
writes literary critic Marianna Torgovnick, “may
be harmless enough, may sometimes even be
helpful to readers who have difficulties visualizing as they read. But, like eye glasses improperly
used, they dull the average reader’s visual imagination, accustoming him to relying on illustrations and not his own faculties” (96).
Yet, as our recent work with the Heritage Fair
children points out, much of the best academic
and creative work depends as much on visual
literacy as on verbal literacy. An appreciation of
visual culture, an ability to represent research in
more than one mode, an ability to explore any
subject both verbally and visually, an understanding of how to “exhibit” the research: these
are central skills, skills we increasingly associate
with the successful student learner.
Ironically, by the time these same students
reach university, opportunities for integrating
literacies become very rare. Multi-modal exploration becomes replaced by the demands of
highly specialized, disciplinary inquiry. The promotion of rich perceptual experiences as vehicles for academic research becomes, at the very
least, suspect; creative play and risk-taking have
little “legitimate” place in higher learning. Part
of the problem, as Day maintains, involves the

social values imparted during teaching: very
early on children learn “that books with pictures are for ‘little kids’ and are to be put aside
when the young readers can ‘really’ read” (69).
The usual argument for privileging written
language over other forms of expression seems
based on an implied hierarchy of discourses, the
verbal over the visual. In school settings, reading means reading written texts. Still, as Howard
Gardner and others have argued persuasively for
at least the last twenty years, written language
“is by no means the only (and in many cases,
not even the most important) route for making
sense of the world” (87-88). Certainly, the kind
of blindness that sees the illustrated page as
“blank,” a blindness seemingly sanctioned by
pedagogies of reading tied to the print-literacy
establishment, needs further consideration. In
other words, we may be privileging verbal literacy at the expense of visual literacy; as teachers and readers, we may be missing out on or
failing to share an important route to understanding.
It is probably not surprising that a research
group like ours should come together at the
University College of the Cariboo. In British
Columbia’s university-colleges, where the
prospect of interdisciplinarity has been something of a defining factor, modes of interdisciplinary and multidisciplinary inquiry have been
championed not only in terms of curriculum
planning, but in terms of what might be called
“multi-modal learning.” University colleges,
with their shared open door policy and mandate
to extend post-secondary opportunities to all citizens, must accommodate the needs of students
with very disparate educational backgrounds.
Valuing diversity involves learning to value different learning and cognitive styles. What those
of us working within the university colleges are
beginning to understand is that new interdisciplinary modes of academic inquiry are linked to
questions of equity and diversity. The university
college invites new modes of expression and
evaluation—and this seems especially true
when Web-based instruction is emphasized.
Print literacy becomes increasingly only part of
the picture.

At our University College, for example, the
Multiple Literacies Research group (made up of
faculty from Early Childhood and Elementary
Education, English, Sociology, Philosophy, and
the Visual Arts) began, in 1996, to study theories
and case studies related to the development of a
variety of “literacies.” For the last two years, as a
member of the research group, I’ve been studying
the University of Florida’s extensive work on electronic literacy development, the work of Harvard’s
“Project Zero,” Italy’s “Reggio Emilia,” and numerous local programs (including the Heritage Fair)
which put emphasis upon the importance of developing visual and verbal literacies together.
Collectively, what our research group has discovered is that much of the truly exciting and innovative activity is taking place in early childhood and
elementary school classrooms, where multi-modal
expression, interdisciplinarity, and the value of selfreflection seem taken for granted. The National
Heritage Fair program presents an exemplary case
in point.
The Heritage Fair employs a “project approach”
to education. It asks students—in grades four
through nine—to research a topic related to
Canada’s heritage. Most of these topics tend to be
family or community based. Over a two- or threemonth period, students gather a variety of research
materials—archival photographs, family documents, newspaper articles, diaries, maps, letters
and reports, and so on. While the end result of all
this gathering is a multi-media display, a kind of
three-dimensional essay on the topic, the focus on
documents—and the process of documenting—
makes us emphasize and value the word “docu-

mentation” more as a verb than a noun.
The Heritage Fair Documentation Project is our
research group’s initial attempt to document the
learning activities of 17 Heritage Fair children, to
chart their progress and reflect upon their successes. We begin with a short background article on
what is sometimes called the “Reggio-Emilia
approach” to education. In the Reggio classrooms,
we see the influence of Russian psychologist Lev
Vygotsky, of how social interaction, “scaffolding,”
graphic organizers, and the provision of socially
rich learning environments enhance student learning. What Reggio-Emilia has pioneered is a highly
sophisticated use of documentation—and it is the
relevance of documentation to the “project
approach” that Lilian Katz and Sylvia Chard’s article explores. We also include two brief reflections,
one on issues of “diversity and evaluation” (by
David MacLennan), and one on how the internet
might be used as a documentation tool (by Dan
O’Reilly). We conclude with Karen Day’s general
observations and suggestions for further research.
These articles and notes are interleaved throughout my documentation summary of the children’s
research journey.
We want to acknowledge the support of the
Social Sciences and Humanities Research Council
of Canada, the National Heritage Fair (CRB
Foundation), and the District Heritage Fair
Committee for School District 73 in Kamloops,
British Columbia. We are especially grateful to
Phil Claydon (school principal), Jane Osterloh
(teacher-librarian), and to the children and their
families who allowed us to participate in their
Heritage Fair research journey.
W. F. Garrett-Petts
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The Story of the Room:
Educational Principles for Young Children and Adults
Helen MacDonald-Carlson
It is impossible to attend a professional conference on, or read a journal related to, Early Childhood
Education over the past few years and not see at least passing reference to the programs in Reggio-Emilia,
Italy. Certainly Early Childhood educators who have visited Reggio-Emilia have found their beliefs about children challenged—and many of these educators have sought to adapt the Italian approach to the North
American context. Here in British Columbia, a number of us have done just that, integrating the educational
principles of Reggio-Emilia into a set of ongoing learning experiences for our students enrolled in a ninemonth training program for Early Childhood Educators. In particular, we have found that an emphasis upon
“documentation” has enriched both the way we train our own adult students and the way those students go
on to interact with young children. Many of the principles and approaches worked out in our classrooms
were applied to the Heritage Fair Documentation Project—and thus we hope that an explanation of how
we’ve used documentation will
provide a useful preface to this
book.
In Reggio-Emilia, no prescribed
program directs the educators
and children throughout the year.
Instead, educators observe children, and together with the children they decide how to expand
and elaborate on the group’s
interests. Rather than setting
goals for learning, or topics that
need to be covered, these educators accept that they are sometimes uncertain about where a
particular line of inquiry will lead.
Listening to children, writing
down their responses and revisiting these conversations regularly
provides the possible directions
for learning. Embedded within
these interactions and the projects that develop from them are many opportunities for expression through a variety of visual and verbal
media.
We introduce this collaborative approach as a pedagogical concept early in our own program. Like the
Heritage Fair, our classes necessarily involve students in field trips and hands-on research. On one occasion,
for example, we organized a trip to the local Wildlife Park. Prior to the trip, students have an opportunity to
discuss and draw what they might find there. The emphasis on conversation and visualization lends a highly
social, and certainly creative, atmosphere to the activity. Students are then (1) grouped according to the representations they have created and (2) given a particular area or animal to research. Before leaving for the
park, preliminary questions and research methods are worked out among the group members. Because of
this preliminary preparation, we’ve found that our students become very involved in the field trip activities,
engaging in many moments of in-depth discovery. Upon their return to the classroom, the students utilize a
variety of media to represent their experiences at the park. Documentation (in the form of photographs and
notes) by the instructors provides a further opportunity for self-reflection—for revisiting the experiences—
when it is displayed on the classroom walls.
1

In addition we encourage even more personally-engaged projects: since our program professes that self-knowledge is an important element of interpersonal relations between adults
and children, students are given an opportunity to use both visual and verbal representation
as a means of personal discovery and expression. After an introduction, and some guidance
by the instructors, students are free to engage in whatever self-exploration they find personally meaningful. They embark on a variety of endeavors, including
recreating themselves in clay, in paint, through drawing or puppetry. During the process the
students keep a journal, take photographs, and generally utilize their artwork to depict the
key aspects of their exploration over the three-week period.
Documentation is crucial for both of these activities; moreover, it offers a central aspect of
the Reggio-Emilia approach that can be successfully practised in North America. For example,
as a means of meaningful, ongoing communication among child, teacher, and parent, the
educators at Reggio-Emilia document observations and ongoing projects utilizing various
techniques. Every family can complete a five- to six-year involvement in the schools with as
many as nine binders filled with photographs and observations about their child; documentation generally is seen as an essential element of the learning process. The environment in the
school is filled with photographs, text, artwork (often “in progress”), which makes for an
overwhelmingly beautiful and
meaningful space for both children and adults. The teachers
say that these aesthetic displays tell “the story of the
room”—an important notion in
a program that stresses the
process, rather than the product, as the key to the learning
taking place. This careful watching and documentation through
notes and photographs, and the
care with which the children’s
work is described and displayed, communicates a strong
message of affirmation to each
child involved. As L.G. Katz suggests, such a supportive environment no doubt contributes
to the relatively sophisticated
work the children produce (11).
In our program, the emphasis
upon documentation constitutes
one of the essential vehicles for
the communication and enactment of a common philosophy: in addition to depicting children’s activities through a variety of documentation strategies (combining photographs and
text, creating posters and portfolios for the individual children involved in the child study
assignment), our students combine images and text when they reflect upon their own learning processes. (We are, of course, employing and encouraging methods that our students can
in turn use later in their own work with children.) We’ve found that the public display of visual
representations gives meaning to all the activities throughout the year; this is especially true
when we host the graduation reception for students and their families in our classroom and
all parties have the opportunity to view the visual and verbal record of the year’s activities.
The attractive displays and posters communicate where we have been and what we have
done; as instructors, we are confident that they shall also contribute to the where we can go
next.
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While we feel that we have only begun to explore the possibilities for adapting ReggioEmilia’s principles, we remain excited by our initial attempts to use documentation as a
central means of teaching adults about young children. Like our students, we still have
much to learn from educators in Reggio-Emilia about inspiring the construction of ideas
through various symbolic media. Locally, we are looking toward more formal collaboration with instructors and students in Fine Arts; in addition, as the present Heritage Fair
Documentation Project attests, we are intrigued by the possibilities for extending some
of the documentation strategies into other areas of teaching. Logically, the integration
of visual and verbal literacies offers powerful heuristic possibilities to teachers and
their students across the curriculum. Attention to documentation can help make these
visual and verbal literacies visible.1

Notes
1. A British Columbia organization, “Friends
of Reggio,” provides an ongoing forum for
discussion of Reggio-Emilia and its practices. “Friends of Reggio,” C/O Westcoast
Childcare Resources, 1675 West 4th Ave.,
Vancouver, B.C., Canada,
V6J 1L8.
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1. Introducing the Journey Metaphor
The children’s research journey began with a trip to the university’s Visual Arts Gallery,
where an exhibition on “travel” was on display. As they entered the building, the children were joking about going home later that day with a university degree in hand. The
university instructors introduced the “Journey Metaphor” to the children: doing research
on the Heritage Fair project was compared to a journey, where the traveler takes photographs, writes postcards home, takes notes in a journal, sketches
scenery, reads travel guides, listens to stories, and so on. The
children were asked to look at the visual arts exhibit and document how many different ways the artists had recorded and represented their journeys. They discussed the notion of memories
as “souvenirs.”
Reflections: The use of a central metaphor seemed a powerful
teaching tool, for it allowed the teachers to reinforce a central
concept true for all research: that successful researcher must
remain open to moments of chance discovery—that the research
“journey,” including some of the wrong turns, is what keeps
researchers interested.
We plan ahead, but it’s
the surprises that keep
us coming back. Before
the children arrived at
the university, we wondered whether they
might be intimidated
or, worse yet, bored.
On the contrary, they
were full of confidence
and creative energy.
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2. Reflecting and Planning
The second meeting took place two weeks later. The university faculty brought poster
boards documenting the Gallery visit, and the children were asked to comment on the
photos (using “Post-It” notes). The documentation boards were placed on public view, in
a hallway outside the school library. Later during the same session, the children used web
diagrams to explore “important people in Kamloops.” One of the children explained that
she would “need to
plan it [her project],
put notes down, put it
into sections.” Another
explained that he was
“writing a journal as if
I were in the olden
days.” The teachers
encouraged the children to place a key
person at the centre of
the web and then
relate that person to
events, to the economy, to buildings, etc.
Reflections: The children were very interested in the photo documentation, and they seemed
to enjoy writing comments and posting them onto the documentation boards. Such an activity, if given greater emphasis, should encourage useful reflection and offer teachers “teachable
moments.” Hanging the boards and comments in the school hallway created interest in the
Heritage Fair process. The web diagram
activity was equally well received by the
children: they worked hard on the exercise, taking detailed notes. The children,
though, found it hard to connect the
exercise to their individual projects. For
some, it seemed, the exercise only had
relevance once they had found a topic; it
didn’t seem to direct them toward a
topic—as it might with adult learners.

5

3. Documenting Sources
The teacher librarian introduced principles of
research and documentation. She talked about the
importance of a bibliography, of recording places
where you find information. Several children asked
questions which indicated that they had initial difficulty distinguishing between the journal (their weekly research record) and the more formal bibliography. The children were encouraged to “keep a
record of their research journey”; they were directed
toward books, internet sources, interviews, and to the
Kamloops museum and archives.
Reflections: We sensed that the children were likely to
appreciate the importance of documenting sources as
bibliographical references “after the fact.” The notion
of keeping a research log, however, seemed to capture
the children’s imagination and interest. We wondered
whether introducing models of travelers’ journals and
other forms of documentation might inspire the children to develop even more detailed records of their
research journeys.
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The Contribution of Documentation
to the Quality of Early Childhood Education
Lilian G. Katz
University of Illinois
and Sylvia C. Chard
University of Alberta

The municipal pre-primary schools in the northern
Italian city of Reggio Emilia have been attracting world
wide attention for more than a decade. The reasons are
many and have been discussed by a number of
observers and visitors (see Edwards, Gandini, &
Forman, 1993, and Katz & Cesarone, 1994.) While interest in what is now called the “Reggio Emilia Approach”
is focused on many of its impressive features, perhaps
its unique contribution to early childhood education is
the use of the documentation of children’s experience
as a standard part of classroom practice.
Documentation, in the forms of observation of children and extensive record keeping, has long been
encouraged and practiced in many early childhood
programs. However, compared to these practices in
other traditions, documentation in Reggio Emilia focuses
more intensively on children’s experience, memories,
thoughts, and ideas in the course of their work.
Documentation practices in Reggio Emilia pre-primary
schools provide inspiring examples of the importance
of displaying children’s work with great care and
attention to both the content and aesthetic aspects
of the display. Documentation typically includes
samples of a child’s work at several different stages
of completion; photographs showing work in
progress; comments written by the teacher or
other adults working with the children; transcriptions of children’s discussions, comments, and
explanations of intentions about the activity;
and comments made by parents. Observations,
transcriptions of tape-recordings, and photographs of children discussing their work can
be included. Examples of children’s work and
written reflections on the processes in which
the children engaged can be displayed in classrooms or
hallways. The documents reveal how the children planned, carried out,
and completed the displayed work. It seems to us that high-quality documentation of
children’s work and ideas contributes to the quality of an early childhood program in at least six
ways.
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Enhancement of Children’s Learning
Documentation can contribute to the
extensiveness and depth of children’s
learning from their projects and other
work. As Loris Malaguzzi points out,
through documentation children
“become even more curious, interested,
and confident as they contemplate the
meaning of what they have achieved”
(Malaguzzi, 1993,p. 63).
The processes of preparing and displaying documentaries of the children’s
experience and effort provides a kind
of debriefing or re-visiting of experience during which new understandings can be clarified, deepened, and
strengthened. Observation of the children in Reggio Emilia pre-primary
classes indicates that children also
learn from and are stimulated by each
other’s work in ways made visible
through the documents displayed.
The documentation of the children’s
ideas, thoughts, feelings, and reports are
also available to the children to record,
preserve, and stimulate their memories of
significant experiences, thereby further
enhancing their learning related to the topics
investigated. In addition, a display documenting the work of one child or of a group often
encourages other children to become involved
in a new topic and to adopt are presentational
technique they might use.
For example, Susan and Leroy had just
done a survey of which grocery stores in
town are patronized by the families of
their classmates. When Susan wanted to
make a graph of her data, she asked Jeff
about the graph displayed of his survey about
the kinds of cereal their class ate for breakfast.
With adult encouragement, children can be
resourceful in seeking the advice of classmates
when they know about the work done by the other
children throughout the stages of a project.
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Taking Children’s Ideas and Work Seriously
Careful and attractive documentary displays can convey to children that their efforts,
intentions, and ideas are taken seriously. These displays are not intended primarily to
serve decorative or show-off purposes. For example, an important element in the project approach is the preparation of documents for display by which one group of children can let others in the class working on other aspects of the topic learn of their
experience and findings. Taking children’s work seriously in this way encourages in
them the disposition to approach their work responsibly, with energy and commitment,
showing both delight and satisfaction in the processes and the results.

Teacher Planning and Evaluation with Children
One of the most salient features
of project work is continuous planning based on the evaluation of
work as it progresses. As the children undertake complex individual
or small group collaborative tasks
over a period of several days or
weeks, the teachers examine the
work each day and discuss with
the children their ideas and the
possibilities of new options for
the following days. Planning
decisions can be made on the
basis of what individual or
groups of children have found
interesting, stimulating, puzzling, or challenging. For
example, in an early childhood center where the teachers engage weekly and often
daily as well in review of children’s work, they plan activities for the following week
collaboratively, based in
part on their review.
Experiences and activities
are not planned too far in
advance, so that new strands of work can emerge
and be documented. At the end of the morning or of the school day, when the
children are no longer present, teachers can reflect on the work in progress and the discussion which surrounded it, and consider possible new directions the work might take
and what suggestions might support the work. They can also become aware of the participation and development of each individual child. This awareness enables the
teacher to optimize the children’s chances of representing their ideas in interesting and
satisfying ways. When teachers and children plan together with openness to each
other’s ideas, the activity is likely to be undertaken with greater interest and representational skill than if the child had planned alone, or the teacher had been unaware of
the challenge facing the child. The documentation provides a kind of ongoing planning
and evaluation that can be done by the team of adults who work with the children.
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Parent Appreciation and Participation
Documentation makes it possible for parents to become intimately and deeply aware of their children’s experience in the
school. As Malaguzzi points out, documentation “introduces parents to a quality of knowing that tangibly changes their
expectations. They re-examine their assumptions about their parenting roles and their views about the experience their
children are living, and take a new and more inquisitive approach toward the whole school experience” (Malaguzzi, 1993,
p. 64).
Parents’ comments on children’s work can also contribute to the value of documentation. Through learning about the
work in which their children are engaged, parents may be able to contribute ideas for field experiences which the teachers
may not have thought of, especially when parents can offer practical help in gaining access to a field site or relevant
expert. In one classroom a parent brought in a turkey from her uncle’s farm after she learned that the teacher was helping
the children grasp what a real live turkey looked like. The opportunity to examine the documentation of a project in
progress can also help parents to think of ways they might contribute their time and energy in their child’s classroom.
There are many ways parents can be involved: listening to children’s intentions, helping them find the materials they
need, making suggestions, helping children write their ideas, offering assistance in finding and reading
books, and measuring or counting things in the context of the project.

Teacher Research and
Process Awareness
Documentation is an important
kind of teacher research, sharpening
and focusing teachers’ attention on
children’s plans and understandings
and on their own role in children’s
experiences. As teachers examine the
children’s work and prepare the documentation of it, their own understanding of children’s development and
insight into their learning is deepened in
ways not likely to occur from inspecting
test results.
Documentation provides a basis for the
modification and adjustment of teaching
strategies, and a source of ideas for new
strategies, while deepening teachers’
awareness of each child’s progress. On the basis of the rich data made available through documentation, teachers are
able to make informed decisions about appropriate ways to support each child’s development and learning. The final
product of a child’s hard work rarely makes possible an appreciation of the false starts and persistent efforts entailed in
the work. By examining the documented steps taken by children during their investigations and representational work,
teachers and parents can appreciate the uniqueness of each child’s construction of his or her experience, and the ways
group efforts contribute to their learning.

Children’s Learning Made Visible
Of particular relevance to North American educators, documentation provides information about children’s learning and
progress that cannot be demonstrated by the formal standardized tests and checklists we commonly employ. While teachers often gain important information and insight from their own first-hand observations of children, documentation of the
children’s work in a wide variety of media provides compelling public evidence of the intellectual powers of young children
that is not available in any other way that we know of.
10

Conclusion
The powerful contribution of documentation in
these six ways is possible because children are
engaged in absorbing, complex, interesting projects worthy of documentation. If, as is common
in many traditional classrooms around the
world, a large proportion of children’s time is
devoted to making the same pictures with the
same materials about the same topic on the
same day in the same way, there would be little to document which would intrigue parents
and provide rich content for teacher-parent or
child-parent discussion!

For More Information, see Gandini, L. (1993).
Educational and Caring Spaces. In C.
Edwards, L. Gandini, and G. Forman, The
Hundred Languages of Children: The
Reggio Emilia Approach to Early Childhood
Education.Norwood, NJ: Ablex. ED 355
034. Katz, L. G. (1995). Talks with Teachers
of Young Children: A Collection. Norwood,
NJ: Ablex. ED380 232. Katz, L. G., and S.C.
Chard. (1989). Engaging Children’s Minds:
The Project Approach. Norwood,NJ: Ablex.
Katz, L. G., and B. Cesarone, Eds. (1994).
Reflections on the Reggio Emilia Approach.
Urbana, IL:ERIC Clearinghouse on
Elementary and Early Childhood
Education. ED 375 986. Malaguzzi, L.
(1993). History, Ideas, and Basic
Philosophy. In C. Edwards, L.
Gandini, and G. Forman, The
Hundred Languages of Children: The
Reggio Emilia Approach to Early
Childhood Education.Norwood, NJ:
Ablex. ED 355 034. Rabitti, G.
(1992). Preschool at “La Villetta.”
Unpublished Master of Arts thesis,
University of Illinois,Urbana.

References identified with an ED
(ERIC document) or EJ (ERIC journal) number are cited in the ERIC
database. Most documents are
available in ERIC microfiche collections at more than 900 locations world wide, and can be ordered through EDRS: (800)
443-ERIC. Journal articles are available from the original journal, interlibrary loan services, or article reproduction clearinghouses, such as: UMI (800)732-0616; or ISI (800) 523-1850. This publication was prepared with funding from the Office of
Educational Research and Improvement, U.S. Department of Education, under OERI contract no. DERR93002007. The
opinions expressed in this report do not necessarily reflect the positions or policies of OERI or the Department of
Education. ERIC digests are in the public domain and may be freely reproduced.
11

4. Looking at Artifacts
The school principal showed the children an old
lamp and asked them to use the web diagram as a
means to explore the lamp’s history. The children
suspected that it was a miner’s lantern, something
that miners might have taken underground “so
they can see.” One of the children suggested that
the miners wouldn’t “want open flames.” The
principal led the discussion and then told the story
of the lantern, explaining that it was a family heirloom.
Reflections: This simple activity struck us as having
great potential as a teaching strategy. The children
were very interested to hear the “story of the
lantern.” We suspect that it was all the more interesting because it was linked to their principal’s family experience. By speculating about and eventually
discovering the hidden stories of such artifacts, the
children learn to focus on a tangible piece of the
historical record. If introduced even earlier in the
research journey, such “show & tell” activities might
give specific focus to each child’s Heritage Fair project. Encouraging the children to “tell the story” of
the artifact opens up an important narrative dimension.
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5. Learning from Models: the Importance of “Show & Tell”
At the next meeting the children looked at samples of past
Heritage Fair projects. They
were encouraged to engage in
a “show and tell”—as the principal had done at the previous
meeting with his miner’s
lantern. One child explained
how she “talked to Mom. She
has a book on ‘Aunt Ada.’”
The child told how Aunt Ada
was one of the first women
doctors, though she wasn’t
sure where she had practised.
Another child said she was
working on the RCMP
Musical Ride. Another said
she was going to the museum
to find out about the first soap
box derby in Kamloops.
When they looked at the sample projects, the children were
asked to become “detectives” and search for the clues to a successful Heritage Fair project.
Collectively they identified the following elements: “diaries” (creative writing); “a
research log”; “lots of photos”; a
“timeline”; a “good title”; “maps”;
“sketches”; in one case, a “Venn diagram.”
Reflections: Viewing the samples of
past projects proved very engaging for
the children. They were quick to find
the essential elements of a good project; and they recognized when a project was well developed and presented.
We suspect that the more models
teachers make available—models displaying varying quality and
approaches—the more confident the
children will become as they construct
their own projects.
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6. Field Trip to the Museum and Archives
The next meeting took the form of a field trip to the local museum and archives. The museum Director explained (1) how to use the microfilm readers, (2) how to find photographs,
and (3) how to look up topics. One of the children asked, “How long did it take to organize
all this?” “Years and years,” said the Director. The children were allowed to explore the
back room, a restricted research area housing old maps and boxes of city records and papers.
The children showed a particular interest in the maps, though one complained that “we
never had time to do any research. I wanted time to write in my journal.” After exploring
the back room, the Heritage Fair group began some
hands-on work—looking at old newspapers, files,
and photographs. One of the children was especially taken by the photographs: she decided to change
her subject from “important people” to “the landscape.” She said she was interested in “what
Kamloops looked like before people came…. What
stuff looked like.” This child ends up linking her initial interest in important people to a developing
interest in “landscape,” wondering about “How people did different things here. How the landscape
affected the life of the people.” The children looked
through the museum exhibits, noting of the “Fur
Trade Artifacts” that “this is more of a display. It’s
about real people. This is something that you can
read. There’s more of a story to this display” [This
child had just viewed a display of rocks in the next
room. She was comparing that display to the death
bed tableau of Jean Baptiste Lolo.]
The child working on the Musical Ride project reported that she “got in contact with the first woman in the
Musical Ride.” She discovered the woman’s e-mail
address and phone number. The child was clearly
excited about this development, and she was looking
forward to interviewing “the first woman rider in the
RCMP Musical Ride.” Last week (before her discovery), she thought of her project in terms of a picture
she had drawn of “Shilo” the horse, of “Grandpa’s old
books,” of the RCMP Quarterly (where she had found
some initial information), of “how the Musical Ride
was made,” and of “when the first Musical Ride took
place.”
Reflections: The field trip opens up many possibilities
for students and teachers alike. We observed children’s
topics change and/or develop in the course of a twohour visit. The children’s interest in the different styles of
museum display caught us by surprise. We wondered whether learning more about how individual displays were constructed—
perhaps by asking the Museum Director to describe the process—might influence how the children put together their own
Heritage Fair displays. We also sensed that the Museum offered more than the children could take in with a single visit.
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7. Discussing the Judging Process and Criteria
At the next meeting, the school principal explained the different “Project Levels,” the
guidelines used by the judges to evaluate Heritage Fair projects. A level 1 project was
described as “a simple report based on information from a book or a CD-ROM—or a
simple model.” A level 2
project might draw on more
sources and include an
attractive display of pictures.
The level 3 project might
“interpret data through diary
entries. It might use the
Venn diagram” (which the
principal was about to introduce). The level 4 project
was described as “using
many, many original
sources—and lots of interpretation.” One of the children asked, “Wouldn’t a
model, if it’s a really, really
good model, be a level 3
project?” Another child
thought that “if you put in
diaries it might be a level 3.”
After a brief discussion, the
children were shown how to
use a Venn diagram to compare two photographs: an image of a contemporary classroom and one from approximately 100 years earlier. The children noted that the children in the older photo “are not
smiling,” “are dressed differently,” are sitting “in perfect rows.” They described the
clothes, noting “jumpers,” “knickers,” “high collars,” and “a starched collar.” One of the
children said, “My daddy uses
starch with his shirts.” The children were wonderfully observant,
but there were no comments on
“causal relations”—on how and
why the relative formality, seriousness, use of technology, etc.,
had changed the educational setting.
Reflections: The use of the Venn
diagram to compare the two photographs offered the students both
a highly engaging activity and a
strategy they might incorporate
into their own projects.
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Documenting The Heritage Fair: Diversity and Evaluation
David MacLennan
The authors of this Heritage Fair Documentation Project come from many different academic disciplines. What unites us,
perhaps not surprisingly, is an interest in diversity—including our interest in the social backgrounds of students, though
in this phase of the project such diversity was not a central concern. At this point our main focus was diversity in what
have been called “ways of knowing”—diversity in how students think, learn, and demonstrate knowledge.
Diversity seems to be on everyone’s mind these days and our interest is undoubtedly influenced by this widespread concern. The BC school system, for
example, is currently developing a
diversity policy; and since the 1980’s,
educators in the province have
acknowledged the importance of
diversity in rates and ways of learning among students. Of course these
affirmations of diversity are not without their detractors. Debates over
the meaning of diversity are common
and diversity is sometimes portrayed
as a threat to intellectual standards
and excellence.
While we cannot claim to have
resolved such debates, we have
found that our participation in the
Heritage Fair has lead us to a deeper
understanding of some of the underlying issues. Particularly interesting
was the relationship between diversity (which is often associated with
equality and inclusion) and evaluation (which is often associated with
ranking and selection).
The relationship between the idea of diversity and the idea of evaluation is not straightforward. Even the most progressive teacher feels pressure to assign a grade and the Heritage Fair experience did not offer an escape from this pressure.
What it did offer was a new way of thinking about the relationship between diversity and evaluation. For to insist that we
value diversity is to insist that we reflect on how we judge the quality of student work—and this in turn leads us to examine our basic assumptions about what counts as thinking and learning. I’d like to offer some of my own reflections on
these issues using as an illustration a lesson I observed about half way through the process.
The lesson was introduced at a point when students had a topic in mind and were beginning to think about how to gather and present information. The lesson was intended to encourage student thought about the issues of quality and evaluation: specifically, to pose and answer questions about what differentiates “level one” and “two” projects from “level
three” and “four” projects. The form of the lesson was fascinating and brought together many of the themes that make
the Heritage Fairs unique. Particularly interesting was instructor’s use of what might be called thinking tools. These
included Venn diagrams and overhead transparencies. The transparencies were made from two photographs: one of a
contemporary school classroom and one of a classroom from the early 1900s. The students were asked to describe the
two classrooms and use the Venn diagrams to identify similarities and differences. The teacher informed the students that
learning to compare past and present might move their projects from level one or two status to level three or four status.
This information was accompanied by a kind of ritual drama: students were encouraged to physically step from the lower
levels to the higher levels.
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It might be objected that such an
overt emphasis on evaluation criteria
and on different levels could threaten
the celebration of diversity associated
with the Heritage Fairs. I would agree
that there is real danger. But what
impressed me was the quality of the
thinking tools and how they pointed
to, and suggested a way beyond,
some of the limitations I’ve seen
accompany traditional approaches to
evaluation.
Two limitations seem particularly relevant. First, there is the tendency to
focus on product rather than process,
to base evaluation on a “snapshot”
taken at a point in time rather than on an appreciation of a pattern of development through time.
Second, there is the tendency to view elements of the early phases of the learning process—various
thinking tools like diagrams, pictures and objects—as examples of lower order thinking. In many traditional contexts, students are encouraged to leave out their thinking tools when presenting their final
product (a tendency which culminates in the academic essay where evidence of in process thinking is
carefully edited out of the final draft). It is traditionally assumed that the thinking tools don’t really
belong with the more polished products of thought.
However what was implicit in this particular lesson was the importance of the thinking tools. No one
would want to leave them behind or banish
them to a lower realm outside the domain of
real thinking. Nor should they. Herein lies
one of the basic lessons of the Heritage
Fairs: for students, display your tools, make
visible the experiential and symbolic ground
of your thinking; for evaluators, rethink the
tendency to associate higher order thinking
with abstraction and written argument.
The so-called lower and higher order
aspects of thinking are intimately related, as
are the elements of a whole range of other
“binary oppositions”—between the concrete
and the abstract, the visual and the textual,
the process and the product, and so on.
Working with the Heritage Fair students
encouraged us to explore the relations
between these different elements of thinking
and to abandon the rigid hierarchies which have dominated evaluation in the past. The Heritage Fair
experience presents us with an invitation to reflect critically on what counts as thinking and learning
and to develop richer models of the learning process. The relationship between diversity and evaluation will never be entirely harmonious. But innovations like the Heritage Fair allow us to see how this
relationship might be used both to enhance the learning experiences of all students and to refute the
charge that diversity poses a threat to quality in education.
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8. Looking at Models
At the next meeting, the children looked again (in detail) at a
variety of model projects.
Together they worked out “The
4 Keys to a Great Project”:
1. Establish a problem (an issue
that the project resolves)
2. Tell the “untold story” (an
aspect of the problem that others have missed)
3. Encourage audience interest (a
good project involves and affects
others)
4. Interpret the findings (draw
conclusions from all the information gathered).
Reflections: We felt that the “4
Keys” helped us all understand
better what makes some projects
successful and others less so. The
second key, “telling the untold
story,” reinforces the narrative
impulse behind some earlier
“show & tell” activities.
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9. The School Fair
Finally, the projects were displayed and judged at the School Heritage Fair. All of the
projects went on to the District Fair—and one project from the school was selected to
represent Kamloops at the National Heritage Fair.
Reflections: The children did a wonderful
job in preparing their
individual projects.
They were well prepared and impressed
the judges with the
quality of their
research.
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Heritage Fair Project and the Internet
Dan O’Reilly
One medium we used to document the students’ process of research and learning
was the Internet. We used a program named WebCT1 (see Exhibit 1).

Exhibit 1
WebCT is a software package designed to deliver instructional material over the
Internet. Though it is intended to deliver course/instructional material, it is readily
adaptable to other uses. The package has a variety of pre-programmed Internet utilities, all well suited for communication and collection of data over the Internet.
Though our WebCT module was primarily intended to provide a picture journal documentation of the research process, we ambitiously included a few other WebCT
functions, namely, bulletin board, e-mail, chat, and calendar, hoping that the students might also make use of these. Alas, for reasons explained shortly, only the picture journal was used.
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We used a Kodak DC210 digital camera to record a number of the student research trips, as
well as work sessions at the elementary school. The digital images were then transferred into
a WebCT picture database. We wanted to enable the students to sign into WebCT via the
Internet, and engage in an electronic conversation to make comments about the experiences
shown in the various pictures, and to view each other’s comments.
One of the problems we encountered with WebCT was that it does not have a function that
allows for easy collecting and sharing of comments amongst all users, at least not in the way

Exhibit 2

in which we wanted the information recorded and shared. WebCT has some functions, such
as bulletin board and e-mail, as well as a presentation utility, which could possibly work to
this purpose; however, each of these functions has serious limitations. With these functions,
the instructor can input data and, obviously, the student can see it. And, just as obvious, a
student can input data and the instructor easily sees it. However, it is not easy to share,
amongst all users, comments, linked to an image database, which can be revisited, edited
and added to on a continuing basis. We decided to modify a WebCT quiz module to access
the database of pictures and to collect the students’ comments. This quiz module could be
programmed to remain continuously open, allowing for the comments to be edited and other
comments added.
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Exhibit 3
With this quiz set-up, students could click on a link to a quiz, referred to as a picture journal
(see Exhibit 1 and 2). Each question in the quiz contained a thumbnail of a picture, and the
thumbnail could be clicked to display a larger image (see Exhibit 2 and 3).
In the quiz answer field (see Exhibit 2), comments could be inserted. The input area was configured for paragraph type answers. The quiz was set as a common quiz for everyone in the
class. This was accomplished by having everyone sign-on as the same person. As well, through
a JavaScript, the FINISH function of the quiz was disabled, allowing the quiz to remain open permanently, for return viewing, commenting, and editing.
The main stumbling block, and the reason other functions were not used: the students did not
have easy access to the Internet. There was only one Internet station in the school, and this station had to be supervised. So, the students could not sit down at any time at a terminal, browse
through the pictures and make comments. In future projects of this sort, if more, unsupervised
stations were made available, this method of collecting student comments and observing their
behaviour should be quite valuable.

1 WebCT.com, http://www.webct.com/
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Some Final Thoughts
Karen Day
If the raw “data” gathered here is any indication, the research implications for educational
initiatives like the Heritage Fair are huge. As a preface to future research, let me conclude this
book with some general observations:
n The ways in which children are connected with their topics is important. One girl wanted to research the Baptist Church because the wife of a Baptist pastor is her piano
teacher. Another child wanted to know more about his grandfather’s experience in
World War II, noting that his grandfather “lived through the war, but died on the way
home in a car accident.” Another topic grew out of an interest in a great-grandfather’s
farm—and out of a father’s interest in model building. Commitment to individual
Heritage Fair topics might be plotted on a continuum from personal to indirect. The children’s connection to the chosen topics is an area of consideration, especially when
encouraging them to select, refine, and develop those topics.
n Adults need to help students find ways to “experience” their topics. During the Museum
and Archives field trip, we noted a high level of involvement: laughter, questioning, listening, touching, close observation, reading, playing, some drawing, and note taking.
The presence of several parent chaperones (and members of the research group)
helped turn the visit into an experience. Places like museums and archives become
important when they surprise children or when they answer previously-developed questions. Giving the children cameras (to take photos), or asking them to draw exhibits
related to their subjects, heightens the level of engagement—and encourages them to
experience the field trip in different ways. One could imagine even more elaborate ways
to prepare or revisit such experiences, ways that might encourage the children to see
their topics from multiple viewpoints.
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n We might regard the project’s “level” as a means of evaluating the students’
“transformation of understanding.” When the students looked at what they
agreed was a level 1 project, they justified their choice by noting “not much writing,” “not many pictures, “no interviews,” “no models,” and “only two sources.”
In contrast, when they looked at a level 4 project, one boy said, “She worked, not
just glued on.” We saw the “just glued on” perception as very astute. “Gluing on”
is one way of representing a topic, but it does not create or demonstrate a transformation of understanding. Re-representing the topic (and the research gathered)
in another form, that is, as a diary or painting or role-play or interpretation, allows
for a transformation of understanding. Copying another’s words (or photocopying)
doesn’t transform either the sign or the sign-maker. To move from “level 1” to
“level 4,” the research data must be
transformed, in some way newly
made—ideally, for both the student
and her audience.
n We need to differentiate kinds of
texts: information texts and story
texts. During the judging process we
noted that the judges made distinctions between “story text” and
“information text.” One judge noted
of the My Grannie Wore Army Boots
project, “The details attracted me:
the photos, the house. Quite frankly,
I’m not interested in all of this [pointing to the objective data gathered],
but I did like this [pointing to the
project’s narrative elements].” The
judges wanted to know more about
“Aunt Ada,” about how she died, about what happened to her children, about how
she managed both her work and the children. Since telling the story—especially a
previously untold story—is important to a successful project, teachers need to
help the students make connections between the information texts and the story
texts. Teachers (and students) might think of this as a process of transforming
information into story.
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