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ABSTRACT

‘* -
The main purpose of this study was to investigate possible

relationships between the learning style and writing of grade twelve
tudents. £
S | o

The‘study first identified the learning-styles of 219 grade

i éwelve students using the Gregorc Style Delineator (GSD) and the

Dunn and Dunn Learning Style Invento;QV(LSP). Cross-tabulations of

the GSD and LSI data were prepared. Next, desériptive profiles of

five pairs of students from five GSD categorieé--(l) concrete-sequential,
(2) abstract-sequential, (3) abstract-random, (M)‘concrete—random, and
(5) no-dominance--who had mean writing scores of 70-80 were written.

Datg on the students' writing preferences were gathered throughq
interviews and questionnaires, interviews, retrospective comments,™
observation by fhe researcher, analysis of a videotape made during the
writing process and analysis of the qompositions themselves. Correlation
and analysis of variance procedures were then employed'to determine the
relationships between the students' GSD aad LSI scores_and tﬁe scores
they received for four compositions assigned by their English teachérs.

All students in this study agreed with the descriptions

connected with their dominant GSD categories and LSI preferences. The Qig

p: 23

ten students selected for the in depth studies also agreed with the
majority of the cognitiVe traits associated with their dominant GSD
catbgory as well as the various affective and physiological factors

idegtified by the LSI as descriptive of themselveg. These traits,

iv



v i . . : i
in tu;:; were reflec;ed’fgfzggz:\;?TtTng preferepces, writing bebavLor,
\apd comboéitions, For ekaméle, the .concrete-sequential students
thougﬁtAabout organization and were concerned with brevity. The
abstract-sequential s&uaenté were pleased with a natural, logical
sequence in their éompositions. The abstkact—random students were.
concerned that their coﬁbositionS'shopld be interesting to the reader.
The concrete-random s&udehts were concerhéd that their compositions
express their "feelings; in a "truthful manner" and took delight in
their titles. ~The“no-doTinahce students were pleasedilo_be abie to
write about an incidenf which was very close to them and‘inid in
their memories. 1In addition, all students expressed a preference for

~¢
school-assigned writing topics with which they had some first-hand

'expérienqe or previous knowledge. All students spent Little time§
exploring the topic assigned when they were beﬂ%g obsefveq. A1l students
spent most of the cémposing time drafting and most of the revision
time copying. Aithough there were différences in the scoreg teachersﬂs'
assigned to the students' compositions, these differences were not
statistically significant. ” |
Although writing emerged in this study as a complex activity
which ié influenced by many f;ctors, learning style elements were
reflected in grade XII students’ writigg preferences, writing behaviérs,
and written products. Based on the specific findings, implications for
writing assignments, teaching stra;egiés, evaluation techniques, and |

| L -
environment were@ihggested and recommendations were made for further
. £

research into the importance of learning style to writing:
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Chapter 1
INTRODUCTION AND STATEMENT OF THE PROBLEM
INTRODUCTION

Writing is considered an essential skill for students to master
\

and an important part of o 1~0l curricula (Rosen and Rosen, 1974) but
much has yet to be learned about the n;ture of the act and the factors
which influence it. Although investigators have examined both "how"
individuals write and "what" they write, the composing process and the
factors which affect it .are not fully understood.

Writing is fundamentally a language process (Applebee, 1981).
It uses language to discover meaning in experience and to communicate
that meaning to a reader using a conventional graphic system. Each
writer must translate his inner language (which is often condensed and
abbreviated in a form of verbal shorthand) into appropriate words,
sentences, and paragraphs which articulate accurately on paper what

he knows, thinks, and feels. Language is, therefore, both the sub-

stance and the tool of writing.

Although the actual process of writing may vary with the writer
and task, an individual wiiter will likely utilize certain strategies
and move‘through certain phases during the writing process. Murray
(1968) has identified these strategies as discovering a subject, sensing
an audience, searching for specifics, creating a design, writing,
developing a critical eye, and re-writing. Cooper and Odell (1977)

described the strategies in the following manner:
1



Composing involves exploring and mulling over a subject;“
planning the particular piece (with or without notes or outline};
getting started; making discoveries about feelings, values, or
ideas, even while in the process of writing a draft; making
continuous decisions about.diction, syntax, and rhetoric in
relation to the intended meaning and to the meaning taking

shape; reviewing what has accumulated, and anticipating and _
rehearsing what comes next, tinkering and reformulating; stopping,
contemplating the finished piece and perhaps, finally, reviewing.
This complex, unpredictable, demanding activity is what we call

the writing process (p. ix).
While each writer may handle differently the various strategies identi-
fied, there emerges, however, a common direction for the writing
process: prewriting to composing to revisiong (King, 1978).

In addition, the context in which the individual Qrites also
appears to influence the writing procéss. A quiet environment is
necessary for some writers while others work relatively well with hoﬁ¢e.
Still others require a particular physical setting which is warm (or
cool). Some writers like to write at a desk while others find it
eaéier to compose in a soft chair or on the floor. Some individuals
are light-sensitive and can tolerate only subdued lighting while others
are light-needy and require bright lights before they can comfortably
engage in writing activities. Still others are unaffected by variafions/
of 1light (Dunn, Dunn, and Price, 1979). 1In addition, the social and

emotional environments place demands on the writer and affect him in

.certain ways. Some individuals write best on their own while others:

need to interact with others in order to get ideas flowing. Writing
hl
is usually activated by enabling environments, environments which are
safe, unobstrusive, and (usually) literate (Emig, 1981).
Petrosky and Brozick (1979) describe writing as a highly

complex process which involves "the brain's ability to acquire,



organize, and produce information" (Petrosky-and Brozick, 1979, p. 98).
It generally has been accepted that the whole of the cognitive and
affective domains underly the act, including conceiving, labelling,
describing, comparing, ‘contrasting, categorizing, generalizing,
speculaéing, judging, and valuing. It also has been accepted that
writing ha3d a physical aspect which involves a complex brain-to-hand
coordinatign (Rinderer, 1978). These\cognitive, affective, and physical
fact5>s in combination enable the.writer to use his experiences,
knowledge, and feelings tocshépe and express his message and to discover
ideas and feelings within himself (Holt, 1970).

During the writing process "many combinaéions of variébles or
features come into play" (Petrosky and Brozick, 1979, p. 99) including
past experiences, knowledge, feelingg, language resources, cognitive
processihg, perceptions, writing environment, and writing sgrategies.
Researchers, however, can only speculate on the manner and degree in
which these ‘factors influence the writing act of any given writer at
any given stage of his development.

Recent research in learning and, in particular, learning style
perhaps offers inve§tiga£ors of the writing process a useful :construct
with which to further explore the act. Leaﬁﬁing styles "are character-
istic cognitive, affectivgl and physiological behaviors that serve as
relatively stable indicators of how learners perceive, interact with,
and respond to the learning enviroﬁment" (Keefe, 1979, p. 4). As such,
fhis construct takes into account not only the cognitive styles of an

individual (including perception and conceptualization) but also

affective factors (including motivation, persistence, and structure)



and physiological response modes (including timelrhythms, need qor
mobility,iénd environmental elements).

Of the various learning style constructs which have evolved
during the present and last three decades (e.g. Wigkin, et al., 1962;
' Kagan, Moss, and Sigel, 1963; Kolb, 1978; Dunn, Dunn, and Price, 1978;
Gregoré, 1982), a combination of two appears to offer a comprehensive '
construqt which may give some insight into the many variables which
affect the writing act. ‘Dunn and Dunn (1975) identified 18 elements
.which, in combinations and variations, affect people as they acquire
skills and information. When they cléésified these elements, four
categories emerged: (1) the immediate énvironment, (2) the indiviéual's
own emotionality, (3) the individual's sociological needs, and (4) the
individual's physical requirements (1979, p. 40). In addition, the |
Dunns reéognized that individual psyché}ogical differences such as

those which identify “a person as field-dependent or independent

(Witkin, 1954), global or analytic (Coop and Sigel, 1971), or concrete- ,

sequential, concrete-rafidom, abstract-sequential, or abstract-random
(Gregorc, 1977) may address yet another category of learning style;

Of the various constructs ideﬁtified“by the Dunns under the psycholog-
ical componént, Gregorc's (1977, 1982) construct takes into account an {
1ndiyidua1's'1earning modes and, thus, appears to shed light on how the
human>mind functions. Based on the belief that "the human mind has |
channels through which it }eceives and expresses information most
éfficiently gnd effectively" (Gregorc, 1982, p. 5), it atteﬁpts to

represent ways in which "individuals comprehend and organize their

perceptions of themselves and the world around them" (kregorc, 1982,

3
2
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p. 4). At least two types of mediation abilities arg. identified:

(1) perception, which emerges as the qualities of abstractness and

concreteness, and (2) ordering, which emerges as the qualities of

-

sequence and randomness. ;pg}coupling of these qdalities results in
/S : « :

\

four distinct transactjon ability channels designated as concrete-
sequential (CS), abstract-sequential (AS), abstract-random (AR), and

concrete~random (CR) (Gregorc, 1982, p. 6).

»

, PURPOSE OF THE STUDY
i

) ﬁg study attempted to determine if there were relationships

4

TH
between the learning styles of grade twelve students and their writing
processes and products. In order to detérminer;ny relationships,
the researcher examined éhe learning styles found in a given grade
tweive sample using the Gregorc Style Delineator (Gregorc, 1982) and
Learning Style Inventory (Dunn, Dunn, and Price, 1975). He then
examined the composing perceptions, composing behaviors, and the nature
of.the compositions of two students who were dominant in each of the

\ T
four of the GSD categories aéd of two who were not dominant in any
category. Finally, he examined phe writing scores which_all students
received for their school-assigned compositions. Based on the data
obtéined during the coﬁrse of the study, the researcher then attempted

to answer the major question for the study: What are the relationships

between the learning style and writing of grade twelve students?

]



OUTLINE OF THE STUDY

The major research question was approached using the following
i

procedures:

.

\\ 1.‘ a) The distribution of actual learning styles as defiged and
assessed by the Gregorc Style Delineator (Gregorc, 1982) and
the Learning Style Inventoryv(Dunn, Dunn, and Price, 1978) was
surveyed in niné regular grade twelveqfnglish classes in a
comprehensive high school in a small Saskatchewan city. The
LSI data for each studegt were then cross~tabulated with his
GSD data’’ ‘ '

b) Fou? school~based tasks--autobiograpﬁical,'eiplanatory,
narrative,\and argumentative--as defined by Wilkinson, et al.
(1980) were elicited from each of the students. These tasks
were integrated byﬂthe classroom teacher into the normal
English cgrricglum over a period of three months and the quality
of the written products was determined by teacher marking.

2. A detailed stﬁdy of the relationships between the writing
perceptions, processes, and products and learning styles of ten
students was completed using a case study approach. 1In order to
compare students of equal writing ability, two students with
teacher-assigned writing scores of 70-80 were selected from the
top twenty Eercent of each of Gregorc's concrete-sequential,

' concrete-random, abstract-sequential,.abstract—random categories.

In addition, two s;pdénﬁs wiéh no dominance on their Gregorc

profiles were selected. This part of the study also examined the

students' writing percdptions and processes and their cognitive,

o~
H
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affective, moral, and linguistic development as reflected in their

compositions. It egployed_the following data sources:

a)

b)

c)

d)

An assessment of eachiwrit¥{'s performance on the four tasks
completed in the classrooh in terms of Diederich's "Analytic
Scale for AsBessing Compositions™ (197%#) as well as Wilkinson,
et al.'s (1980) cognitive, affébtive, moral, and stylistic
measures.
A writing attitude questionnaire based on a shortened form of
the "Emig Student Attitude Scale Questionnaire" (Kaufman, 1981)
in order to determine three general composing proceSS'variapleéz
(i) perception of writing, |
(ii) composing practices, and

(iii) writing preferences. 2

A writing history interview with each writer using Pianko's

"Background Interview Gﬁ;de" (1977).
Two additional writing samples were‘collected.

(1) The first, an open-ended writing assignment, focused
upon the writer's thoughts and feelings concerning his
personal experiences. This assignment was completed b&
each student in the case study sample during the course
of one week and returned with all drafts to the researcher
for scoring using the instruments identified in 2 (a).
The writing was completed wherever the student felt most
comfortable. The return of the written &bafts and final
copy was followed by an interview with the students

conducted by the researcher using Brozick's "Guideline



Questions for Composing" (1976).

(ii) The second,,a repqrtorialAwriting assigpment, focused
upon a specific topic which required a response in the
expository mode. This assignment was written in the
presencé of the researcher during a one-hour session.

As the student wrote he was observed by the reséarcher
and videotaped. Pianko's "Outline of Observable Behavior

»

During Cbmposing" (1977) was used as the guide for
observation by the researcher and for analysis of t;e
videotape. Thé two additional compositions were analyzed
and scored using the instrumenté jdentified iﬁ 2 (a).

(iii) Immediatgly following the completiom of the second task,
Glassner's "Composing Process Interview" (1980) questions
were posed to the student in order fo‘determine some of
the processes that w;re\going on in the writer's mind
before and during the writing act.

The data from these writing sessionsj;ere used to compare the
five pairs of students'’ writing perceptions, ybiting proéesses, and
compositions to deterﬁine the influence of their learning style on
these perceptions, processes, and products. In addition,‘multivariate
analysis of variance and correlation procedures were used to determine

the relationships between learning style instrument scores and teacher-

assigned writing scores.



DEFINITION OF TERMS

o
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In this study the following terms were used as defined:
Learning style: characteristic cognitive,.affeetive, and
physiological behaviors that serve as relatively stable indicators of
how individuals perceive}. interact with, and respond to their eénviron-
ment. ] ’ | Y

Cognitive factore: consistent characteristic modes of
functibning which individuals demonstrate in theif information-
processihg habits'including perception and conceptualization. For the
perposes of this study, cognitive factors‘were limited to the following

modes: (1) abstract-concrete perception orientations, and (2) random-

sequential ordering orientations. \J

Affective factors: those gimensions of personality that have
to do with attention, emotion, and QaluingTA_Fop the pﬁfposes of this
study, affective'factors were'limitedAtegthe follow}ng elements:

(1) motivation,'(2).persistehce‘er perseverance, (3) responsibility,
(4) need for structure, and (5) sociolegical preferences.

Physiological factors;' those bielogicelly-based modes of
response that are founded on sex;relaﬁed‘differences, pehsonai nﬁtrition
and health, and accustomed reaction tq the physical environmeﬁt; rFor |
the purposes of this study, Physioloéidél factors weké’iimited to ﬁhe
follewing elements: (1) need fer {hfake (e.g,"foqd),h(Z) time‘rhythms
(e.g. a.m., p.m.), (3) need for mobility, (U)‘individueILpreference'ﬂ
for, or requnée to, varying levels of light, sound,‘andftemperafure,
(5) formal or informal?design, and (6) perceptual preferenpes‘(e.g.

3

visual, auditory). . ‘
Q
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Writing: a process of communication which is influenced by
the individual's perceptions and Behaviors and results in the use of
a conventional graphic system to convey a message to a reader in‘the

form of a composition.

2 . ) 2

DELIMITATIONS

For the purpose of this,sthdy, only one-interpretation of the

concept of learning style was used, i.e. learning style conceived of

in three dimensions: cognitive factors, affective factors, aﬁd
'physiological’factors, énd only representative constrgcts of ‘each of
these categories were employed, i.e. cognitive factors—eGregorc'(19§2)i
'affective factors~~Dunn, Dunn, and Pﬁice (1978);.physiologica1 f;;tdrg--
Dunn, Dunn, and Price (1978).. 1In addition, the assessment of.these
categories was instrgment-bodnd. Cognitive factors were measured

using the Gregorc;§§yle Delineator (19825 éqg affective and physioiogical
factors wefe mea;ﬁrea ueiﬁg the Learning Stylé'Inventory-(Dunn, bunn, ’ |
and Price, 1978). ”

All writing tasks originated with the school and researcher.

Personal writing initiated outside the school setting was noﬁ'considered. ,

~ LIMITATIONS OF THE STUDY

The following limitations characterized this sﬁudy;
1. Students were encouraged to respond‘to the StylévDélineator
(5982) and to the Learning Style Inventory (1978) accbfding to how they
#)Perceived themselves. The-instrumeﬁté were explained to the sﬁudents

at the end of each testing session and the students were asked to
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verify fhe results. All data which were not verified by the stud;nt
were to be deleted from the study. An external check of the validity
of the responseé’inéiuded in the study waé not made. &5
2. Thé ten subjects selected on the basis of their writing
ability (i.e. mean writing scores of 70-80 on a 100 point scé&e) and
onh the basis of the Style Delineator's categories for the purposes of

studying’the composing process represented "extremes" in cdgnitive
style'factors anq, therefore, limited‘theégéneralizability of the
findings in the case studies. -

- 3. The assignment and asseésment of the written tasks usedﬁ
yith the entire sample of this study wére partially dependent on the
individual teachers involved. Thrbugp discussions with the teachers
it Haf.stressed that -they make these tasks a "natural" pért of their
English Brogfam and that they "encourage students to explore their
topic, consider their audience and purpose, and revise and e&it their
work" (Odell, 1981, p. 1{3) as they would with any other aqgignments.
The teachers:then assessed the written products. While it'was expected
that marking schemes would vary somewhat from dn% cléssroomvto énother,
the teachers involved in this study had worked ﬁogether fob'; number
of years, aéd_becauge of this, it was anticipated by the reseandher tﬁat
they had évdl@@d some "intuitive" sensg,of their departm;nt's standards
and a common.markingiéystem and standard. ‘Tﬁis was found not to be
the case. R , g

j
4.  Although the‘reséarcher collected data from a regular

classroom setting and writing done outside the confines of thg classroom

setting, one expository writing task was closely observed and video-
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taped. This non—naturalistic,settihé might haQé‘affected:bhe studénts?
perfor;ance. S - o ;¢% |
5. The degree to which the ihdividuai studenf was‘nesponsiQe
to particular activities and his ;illingness to respénd honestiy were .
_dependent upon the atmosphere.ofvtrust established between the teacher
and the student and betweén thg researcheé ahd the student. Every |
“effort was made to buiia a high degree of trust. | R
6. Although m&re_than one kind of‘péosé exp;ession was .
considered in fhis study, no attempt was made ﬁo assess poetry written

K

by the students.
SIGNIFICANCE OF THE STUDY

Learning style may be an impoftgnt variablé in wriﬁing ahd
may provide a COmprehensive explapétion,of some of éhe COgniiiQe,
affective, and physical factors which influence the‘writing,éct;: To
date, very little research on leabnipg stfle and its~re1ationship f
with the writ&né processes and the éompositiong of,studénts,has been
reported. wﬁat little has been done has focused Qpbn‘only cognitive
étylé (e.g.fFisgher, 1979; Kaufman, 198ﬂ) or personality*factqys
(e.g. Brozick, 1976, Kramer, 1977) and has,ﬁgen concerﬁed, fo;‘éhe most
part, with a¢uit writers (e.g. Kramér, 1977; Kaufman,»1§81).b‘

The empirical. and reflectivez(e.g..The Paris Review Interviewsl)

~data which have accumulated'point out that not all writers write in

 1Gould (1980) has summarized the contenté of a number of these

. volumes.. Emig (1971) noted that these reports are more likely to focus

on feelings or context in which the writing occuf}ed rather than
‘decisions and choices which are involved in the actual act of composing.

<@
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the same way but these reports do not offer any'explanation of why this
is so or note any patterns. Learning style may give us further insight
into writing. Ag a discussion on writing and learning style indicates
in Chapter II, little is known about the relationship between learning
. Style and writing. Any additional information which can be acquired
about how students write and the relationships between writing and
learning style would have important implications for researchers and

teachers. This study attempts to explore those relationships.




Chapter II
REVIEW OF RELATED LITERATURE AND RESEARCH
INTRODUCTION

During the paét two .decades a number of studies have attempted
to discover the essential nature of the writing act and to detérmine
the factors which affect it.. The general, although tentative,
conclusion is that composing is a complex language process which is
the outgrowth of\expérienée and thought. It is affected by ; number
of other factors such as perception, cognition, environment, composing

process, and the stage of development of the writer.
& - LEARNING STYLE

The writing process begins with the individual writer. To
understand that process, therefore, investigators must begin with an
understanding of the creator (Brozick, 1976, p. 4) and the factors
which influence that individual. The gonsﬁruct of learning style

provides researchers with one possible reference point from which to

&

examine these factors.
?
Learning styles are "characteristic cognitive, affective, and

physiological behaviors that serve as relatively stable indicators of

how learners perceive, interact with, and respond to the learning

environment" (Keefe, 1979, p. 4). They "emerge from inborn, natural

2
[3

inclinations which include preferred ways of learning (e.g. visual,

auditory, tactile, etc.)" (Gephart et al., 1980, p. 1) and descriptions
14
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of individual characteristics that relate to learning (e.g. need for
structure or flexibility, preference for working in large groups,

small groups, or alone, etc.). Of the three central behaviors associated
Jith learning étyle—-cognitive, affective, and physiological--

cognitive factors have received the most attention from researchers.

Cognitive Factors .

Since its conceptualization, the term "cognitive style™ has
been used by researchers and theoreticians to refer to and encompass
different dimensions of the cognitive process (Yu, 19%1, p. 42).
Messick (1976) enumerated nine distinct "cognitive styles" wgile
Kirby (1979) identified nineteen "cognitive styles" and Hill (1971)
defined twenty-seven different factors which make up the "cognitive
map" of a learner. Messick's (1970) listing is included in Table 1
as an example of the range and variety of "cognitive style™ concepts
which have been postulated and examined in the literature.

Kaufman (1981) concluded that investigators seem to hold the
various elements or factors associated with cognitive style in varying
degrees of importance. For Fhe purposes of clarity, she placed the
perceptual and cognitive variables associated with most cognitive
styles on a continuum with Witkin occupying "a far left position on
the continuum at & point described as 'perceptual emphasis', and Kagan,
Moss, and Sigel occupying the far right position described as

'conceptual emphasis'"™ (Kaufman, 1981, p. 11). (See Figure 1.)

Yu (1981) concluded that "ultimately, an integration of Sigel's
specific insights with those of Witkin's could perhaps provide a more

comprehensive understanding of what constitutes cognitive style" (p. 67).
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Table 1

Nine Cognitive Styles
Enumerated by Messick

Field independence vs. field dependence: an analytical, in con-
trast to a global, way of perceiving (which) entails a tendency

to experience items as discrete from their backgrounds and reflects
ability to overcome the influence of an embedding context.
Scanning: a dimension of individual differences in the extensive-
ness and intensity of attention deployment, leading to individual
variations in the vividness of experience and the span of awareness.
Breadth of categorizing: consistent preferences for broad inclu-
siveness, as opposed to narrow exclusiveness, in establishing the
acceptable range for specified categories.

Conceptualizing styles: individual differences in the tendency

to categorize perceived similarities and differences among stimuli
in terms of many differentiated concepts, which is a dimension
called conceptual differentiation, as well 4s consistencies in the
utilization of particular conceptualizing approaches as bases for
forming concepts (such as the routine use in concept formation of
thematic of functional relations among stimuli as opposed to the
analysis of descriptive attributes or the inference of class member-
ship). v

Cognitive complexity vs. simplicity: individual differences in

the tendency to construe the world, and particularly the world

of social behavior, in a multidimensional and discriminating way.
Reflectiveness vs. impulsivity: 1individual consistencies in the
speed with which hypotheses are selected and information processed,
with impulsive subjects tending to offer the first answer that
occurs to them, even though it is frequently incorrect, and reflec-
tive subjects tending to ponder various possibilities before decid-

ing.

Leveling vs. sharpening: reliable individual variations in assim-
ilation in memory. Subjects at the leveling extreme tend to blur
similar memories and to merge perceived objects or events with
similar but not identical events recalled from previous experience.
Sharpeners, at the other extreme, are less prone to confuse similar
objects and, by contrast, may even judge the present to be less
similar to the past than is actually the case.

Constricted vs. flexible control: individual differences in sus-
ceptibility to distraction and cognitive interference.

Tolerance for incongruous or unrealistic experiences: a dimension
of differential willingness to accept perceptions at variance with
conventional experience.

Nathan Kogan. "Educational Impli.ations of Cognitive Styles,"

Psychology and Educational Rractice, ed. by G.S. Lesser (Glenview,

I11.: Scott, Foresman and Company, 1972), p. 246.
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Perceptual% Aé%Fonceptual
Witkin . Kagan Broverman Wallach Scott Kagan, Moss,
(1954, (1964, (1960, & Kogan (1962, and Sigel

1962) 1966) 1964) (1965) 1974) (1963)
Wyer
(1964)
Figure 1

Kaufman's Continuum For Cognitive Style

Yet another perspective of cognitive qﬁyle is offered by those
who have examined learning from a behavioral perspective. Kolb (1977,
1976, 1970), for example, determined that individuals perceive
information somewhere along a continuum from concrete to abstract.
People who tend to be at the concrete end of the continuum, sense and
feel their way. They enter into the experience. Those who tend t&
be abstract, think their way. They stand outside the experience and
examine. Kolb also examined the processing dimension, what people do
with their perceptions. He determihed that some’ process by reflection
and watching, wﬂile others jump right in.and act. These péople process

by doing. As illustrated in Figure 2, Kolb then juxtaposed the two

dimensions of perceiving and processing to form a four-quadrant system.

Type ohe learners .perceive concretely with their senses and feelings,
and process refiectively by watchiné. They are reflective sensor-
feelers. Type two learners perceive with their intellect and process
reflectively, by watching. They are reflective thinkers. Type three
learners perceive with their intellect and process by doing. They are
thinking doers. Type four learners perceive concretely with their
senses and feelings, and process actively, by doing. They are sensor-

feelers (Gephart et al., 1980, ﬁp. 2-3).
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(Concrete Experience)

Sensing/Feeling
(Dynamic Learners)  Type Type (Innovative Learners)
Four One
Learmers Learners
(Active Ebcperinmtatim; Doing watching (Reflective)
Type Type
Three Two
(Common Sense Learmers)  Learmers | Learmers (Amlytic Learmers)
Thinking
(Abstract Conceptualization)
Flaure 2

Kolb's Four-Quadrant System of Perceiving
And Processing Information
Gregorc (1977, 1982) used a phenomenological approach! to

determine how people learn. From his analysis of what people said and
did, he concluded that "learning style consists of distinctive behaviors
which serve as indicators of how a person learns from and adapts to his
environment. It also gives clues as to how a person's mind operates"”
(Gregorc, 1979, p. 234). Like Kolb, Gregorc used the concrete and
abstract dimensions as reference points for perception. Abstractness
enables the individual

to grasp, conceive, and mentally visualize data through the

faculty of reason and to emotionally and intuitively regigter and

deal with inner and subjective thoughts, ideas, concepts, feelings,

drives, desires, and spiritual experiences. This quality permits

you to apprehend and perceive that which is invisible and formless

to your physical senses of sight, smell, touch, taste, and héaring
(Gregorc, 1982, p. 5).

1Phenomenolbgical research consists of cataloguing overt
behavior (pheno) and analyzing the behavior to determine its underlying
cause (nomena). From this, certain inferences are drawn that tell.the
observer about the nature (logos) of the learner.
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Concreteness enables one

to grasp and mentally register data through the direct use and
application of the physical senses. This quality permits you to
apprehend that which is visible in the concrete, physical world
through your physical senses of sight, smell, touch, taste, and
hearing (1982, p. 5).

In addition, Gregorc (1977, 1982) introduced ordering abilities
which indicate how an individual arranges, systematizes, references,
and disposes of information (1982, p. 5). Sequence:

disposes your mind to grasp and organize information in a linear,
step-by-step, methodical, predetermined order.° Information is
assembled by gathering and linking elements of data and piecing
them together in a chain-like fashion. This quality enables you

. to naturally sequence, arrange, and categorize discrete pieces
of information. It further encourages you to express yourself in
a precise, progressive, and logically systematic manner (1982, p. 5).

4
Randomness, on the other hand:

disposes your mind to grasp and organize information in a nonlinear,
galloping, leaping, and multifarious manner. Large chunks of data
can be imprinted on your mind in a fraction of a second. Informa-
tion is also held in abeyance and, at any given time, each piece
.or chunk has equal opportunity of receiving your attention. Such
information, when brought into order, may not adhere to any prior
or previously agreed upon arrangement. This quality enables you
to deal with numerous diverse and independent elements of informa-
tion and activities. Multiplex patterns of data can be processed
simultaneously and holistically. This quality encourages you to
express yourself in an active, multifaceted and unconventional
manner (1982, pp. 5-6).

Although Gregorc noted other possible dualities--deductive
and inductive processing, and separative and associative relationships--
he coupled only the abstract/concrgte perceptual abilities and sequen-
tial/random ordering abilities to form“four distinct channels
designated as: (1) concrete—éequential (CS), (2) abstract-sequential
(AS), (3) abstract-random (AR), and (4) concreLe—random (CR). These
serve as mediators as individuals learn from and act upon their

environment. Each of these combinations is found in everyone, But
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"most individuals are pbedisposed strongly toward oné, two or even

three chanﬁels" (1982, p. 6). Most people also "have innate tendencies
that 'tip' toward one aspect of a duality rather than the other,

i.e. we are more conérete than abstract or more sequential than random"
(Gregorc, 1979, p. 19). Specific’'characteristics clﬁster to distinguish
each channel and, in turn, constitute style (Gregorc, 1982, p. 17).
Tables 2 through 5 summarize the key style characteristics associated

with each category (Gregorc, 1982).

Table 2

Dominant Concrete-Sequential (CS) Style Characteristics

General: A patient, conservative.realist... Methodical and deliberate.
More objective thadn sensitive, evaluative, or intuitive.
Likes order and logical sequence.

Specific: 1. Derives information through direct, hands-on experiences;
prefers concrete, touchable materials; discriminates
among sounds, tastes, and smells extremely well.

2. Sees situations in black and white.

3. Is cognitively based.

4, Accepts official authority.

5. Has direct, practical pay-off orientation.

6. Anticipates "good" performances; gives and expects to
receive primarily corrective feedback.

7. Sees discrete parts.

8. Wants and follows step-by-step directions; wants and
needs to know what is expected of him; pays careful
attention to detail; likes clear presentations;
organizes logically; thinks using a "train of thought"
which has a beginning and a clear end.

9. Has a low tolerance for distraction; prefers a quiet
atmosphere.

10. Uses and interprets words and labels "literally" to
name and describe what can be physically and materially
experienced; prides self on being succinct and logical
(shuns "flowery" language).
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el
Table 3

Dominant Abstract-Sequential (AS) Style Characteristics

General:

Specific:

A serious, intellectual realist. Logical, analytical, and
rational. Evaluative rather than objective, sensitive, or
intuitive. Values a logical, rational, theoretical, analyt-

ical, and sequential approach to the world. '

1.

Uses conceptual pictures to decode symbols (written,
verbal,and/or image); matches what he sees, hears, and
reads in graphic or pictorial form.

Sees "the" answer to situations.

Is analytically-cognitively based.

Accepts referent authority (documentation is important)
(and learns from authorities).

Has vicarious, hypothetical, theoretical, analytical,
evaluative orientation.

‘Anticipates "excellent" performance; gives and expects
~to receive primarily corrective feedback.

Sees models with logical parts.

Follows overarching substantative, logical guidelines
and general procedures.

Has low tolerance for distraction. Prefers an ordered
and mentally stimulating environment.

Highly verbal. Loves polysyllabic words because they
are conveyors of abstract thoughts; readily able to
decode words and use them with precision. Expects use
of formal language and standard English in order to
communicate well.
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Table 4

Dominant Abstract-Random (AR) Style Characteristics

General:

Specific:

An emotional, exuberant idealist. Psychic, perceptive,
and critical. Emotionally sensitive rather than objective,
evaluative or intuitive.

1.

U Ew N
D TN

© —
RN

10.

language, colour and mood.
Sees situations in greys.
Is affectively based.
Accepting of person authority, medium is the message.
Has multi-sensory personal experience and group orienta-
tion (likes to receive information in group discussion
and forms strong relationships with others).
Anticipates subjective-personal performance; gives and
expects to receive approval feedback.
Sees a whole.
Follows broad overarching guidelines under minimal
structure, restraint and limitation; enjoys freedom
from rules and guidelines.
Likes a "busy" environment and multisensory experiences,
prefers psychically pleasing environment.
Communicates through sound, colour, music, symbols,
poetry, and gestures. Uses metaphoric language because
he thinks in 1mages which cannot be communicated well

a linear or direct manner. Speech contains multi-
tudinous adverbs and adjectives. Uses hands and body
movements naturally when communicating. Talks in
sentence fragments.

Uses sixth sense fzf "vibrations"; attuned to body
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Table 5

. Dominant Concrete-Random (CR) Style Characteristics

General:

Specific:

An inquisitive, independent realist/idealist.. Intuitive,
instinctive, and impulsive. Intuitive and instinctive rather
than evaluative, sensitive, or objective. Has an experimental
independence attitude and accompanying behavior.

Uses insight; makes intuitive leaps and gets the "gist"
of ideas or situations; learns by trial and error; a

risk taker. ’

Sees "an" answer or multiple answers to situations.

Is cognitively-affectively based.

Accepts varying forms of authority if considered legiti-~
mate; ideas must be his own.

Has problem-solving, application orientation experimental
attitude.

Anticipates mixed performances; gives and expects to
receive approval and corrective feedback.

Sees -a whole with overlapping parts.

Follows overarching guidelines with reasonable structure,
restraint and limitation. : ‘

Likes stimulus-rich, competitive environment free from
restriction; works well by self or in small groups.

May use words which have a present literal meaning and
acceptance but not always convey what he himself believes
the words connotate. May communicate ideas and emotions
with dramatic animation and sweeping gestures. May
ramble in speech; livély conversation, colourful, inform-
ative, rarely dull.




.. to the physi environment" (Keefe, 1979, p. 15).

‘ | 2y

In light of the various constructs which have been developed,

7

the present consensus is that "cognitive style" is a "superordinate

L

construct" which describes "informatién processing habits" representing
a "person's typicél modes of perceiving, remembefing, thinkiné, and
problem solving" (Messick, 1976, p. 5). Aé such, its.influence extends
to almost all human activities that implicate cognition, including

writing (Kaufman, 1981).

Affective and Physiological Factors

N

Since the 1960's, learning style has been broadened to
include vzricus affective and pgysiological style factors. The former

congiine b :sses those "dimensions of personality that have to do

|, cmotion, and valuing" (Keefe, 1979, p. 11).and are the

fbetwork of motivational processes that are subject to a
¢ of influences" (p. 11) including the cultural environment,

peer pressures, school influences, personality factors, and

values. $fhe latter dimension, physiological style factors, includes

nbiologfiélly—based'modes of response that are founded on sex-related

differer -es, personal nutrition and health, and accustomed réactions

a

v . | o
Alti .ugh both the affective and physiological dimensions of

learning style .ave been researched by others (e.g. Hill, 1976;

2
Maccoby and Jacklin, 1974), Dunn and Dunn (1977) have evolved the most
synergistic apr .ach. Drawing on educational, industrial, and psycth

logical research concerned with how children and adults learn, Dunn

d2ted eighteen elements that comprise the affective and
./

and Dunn i:

physiolbgi; gfxctoﬁs of learning style. When classified; these
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eighteen characteristics indicate how learners are affected by their
(1) immediate environment, (2) emotionality, (3) sociological prefer-

ences, and (4) physical needs. ‘Figure” 3 gives an overview of the

eighteen elements associated with Dunn- and Dunn's construct.

STIMULI <
Environmenta; AN et N\ - N el N romel
\ \ \ N\
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_ \ \ \ \
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Teacher': vated [Persistent Responsible Structure
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Figure 3

Dunn and Dunn's. Eighteen Learniﬁg Style Elements

—

1Although the Dunns recognized a fifth dimension, "cognitive
style", they did not incorporate it into their learning style model

‘because they had not undertaken the field studies they felt necessary

to develop a precise understanding of how cognitive style affects

‘schooling (Dunn, Dunn, and Price, 1979, -p. 54)..#Their "perceptual"

element, however, perhaps better describes a cognitive factor--
perception. - \
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STUDIES OF LEARNING STYLE °
AND WRITING ABILITIES

Few studies have be€n conducted into the relationship between

Alearning style and wr .« In those whiéh have been completed'there

has been a focus only on coéhitive ster or personality and the
subJects have most often been adults;- ‘v
| Using the Group Embedded F%&ures Test, Boyd (1979) foun:\field—
independent community college students received a grade en‘avenage of
sis—tenths of a grade point highe“ than field-dependent students.
(significant at the .01 level) bué they attended clsssrless; " When asked

to write with three aims, the fie d—independenttstudents came'closer to

_ achieving the aim for referential writing (significant at the .01 level)

o

but not for expressive or pensuas ve writing. There were no differences
between the tno groups in the volFme or kinds of’revision; Also using
the Group Embedded Figures Test, ?Cooper (1979) found that there were f
dlfferences in standard usage in written compositions of college

students in three areas: field- independent students were:found to use

greater distance (F=5. 03) and more classification features (F 7 3). in
writing than field—dependent students. Field-dependent students were
found to use significantly moreftrans;tional'features than field-

independent subjects (F=4.66). ﬁ

Fischer (1979) and Fischer (1980) found‘that there was no

significant relationship betwe n»refleotion-impuisiVity as measured by

I
f

the Matching Familiar Figures iest_(MFFT) and selected aspects of
seventh and eighth graders! wrftten;compositidns (e.g. length, pause

time, amount of time spent writing the compositiog) but that performance
| ! §) but that perfc
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gn the MFFT latency ofsresponse was positively related to composition
length and to the number of paragraphs written. Johnson (1980) found
that prewriting-planning, pausing, fescanning—rereading—revising, and
composing rate and cognitive tempo of college freshmen as aséessed by
the MFFT were not efficient predictors of composing behavior.

Kaufman (1981) found that, using Sigel's Conceptual Styles
Test (SCST), community college freshmen writers whose cognitive style

. e

was predominantly descriptive-analytic were awarded glightly higher
scoresrthan writers with predominantly relational-contextual or
categorical-inferential styles. Steady characteristics of writing,
however, were found for each cognitive style group. Writers whose
style:was predominantly descriptive-analytic .were observed to .have
facility with aescriptive language, and to use point of view cénsistently

and purposefully. Writers whose style was predominantly relational-

contextual focused on the functional aspects of the subject of their

writing, considered the writer in relation to an immediafe and relatively

A%

limited context, used chronology as an organizational device and spent
less time reading and rescanning during writing than did their counter-
parts in the other two style groups. Writers whose cognitive style was
described as cétegorical—inferential demonstrated_a relatively wide
world view that encompassed perceptions of the writer in relationship
to self, to past and present experience, and to writing task. These

writers used writing to make meaning and used subject matter as a spring-

¥

board for symbolizing and generalizing.
Brozick (1976) investigated the composing behaviors and use of

cognitive strategies in written composition of four twelfth grade

-
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students of "distinc@" personality types based on the results of the
Myers-Briggs Type Indicator (MBTI). He concluded that the composing
behaviors for reflexive and extensive writing of thé four students
differed as a result of the students' purpose, audience, and personality
style. He found that the students' purpose, audien;;, and personality
style governed thepchoices made in regard to sequence, focus, classifi-
cation, contrast, change, and physical context in their writing.
However, Kfamer (1977) concluded, using the same instrument (i.e. MBTI),
’that instructors should not expect a significantly different level of |
achievement in expository writing from college students 1dent1fied as
introverted ;s opposed to extroverted students but that the intuitive
personality variable appeared to be associated with higher achievement
in this type of writing and with interest and achievement in creative
writing. ,b

Recognizing that not all elements of learning style can be
applied simultaneously, that somé learning style constructs are not
well researched, that testing instrumentation is sometimes inadequate
fqr some styles, and that "each person is a complex with the differing
probabilities of approaching tasks from one point of view or another
depending on varying personal and situational conditions" (Davis, 1971,
p. 1457), the present study used the cognitive style factors of Gregorc's
construct (1977, 1982) and the affective and physiological style
factors of Dunn, Dunn, and Price's constructs (1978) to give a broad
‘but comprehensive application of the learning style construct defingd
by Keefe (1979, p. 4). The study then attempted to determine the‘

relationships of these learning style factors and students' writing
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perceptions, writing behaviors, resulting compositions, and writing -

3cores.

THE WRITING ACT

Britton et al. (1975) have portrayed writing as a process
made up of four stages or phases: conception, incubation, production,
and revision. Flower and Hayes (1980) have described it as activities,
ordered in time, which a subject engages in while performing a writing
task: planning, translating, and reviewing (p. 4). Koch and Brazil
(1978) divided the process into three phases--prewriting, writing, and
post-writing. While still other models have been proposed (e.g. Murray,
1968; Cooper and 0Odell, 1977; King, 1978; Petrosky and Brozick, 1979;
Holdaway, 1979), most authqrities agree that "there is no monolithic
'process of writing: there are processes of writing that differ
because of aim, intent, mode, and audience..." (Emig, 1981, p. 26).

Different purposes for writing and different audiences will
require different types of responses and make different demands on the

!

writer} "As soon as we set out to look at writing as a process, we
find J@sselves engaged in describing many of the different processes
involved in producing different kinds of writing (Brigton, 1975, p; 21).
Emig (1971) identified two dominant modes of composing: reflexive and
extensive. The reflexive mode focuses upon the writer's thoughts and
feelings concerning his experiences and the chief audience is the
writer himself. The extensive mode focuses upon the writer conveying
a message usually in reportorial fashion to any audience other than the

writer. The reflexive mode draws mainly on the affective domain; the

extensive mode on the cognitive.
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Moffett (1968) classified writing in four modes: what is
happening (drama); what ngppenéﬁx(n;rration); what happens (exposition);
and what should happen (argumentation). Each mode provides the writer
with a different point of view and requires different levels of ‘
abstraction as well as a range of possible distances between the writer
and his audience. Although writers should try to "symbolize raw
phenomona of all levels of abstraction (Moffett, 1968, p. 9) in all
modes of discourse, Moffett concluded that students move in "a logical
and orderly progressipn through levels of abstraction (report, narration,
generalization, and speculation) and levels of audience distance
(reflection, conversation, correspondence, and pu?lication)" (Peterson,
1982, p. 117).

Britton et al. (1975) divided the universe of discoursé into
three modes: expressive writing, transactional writing, and poetic
writing. They asserted that wrgftéh language ranges along a continuum
which begins in expressive writing (writing which allows a student to
get "it right with self") outward toward either transactional writing
(writing intended to "get things done") or poetic writing (writing
which is "language for its own sake") (pp. Ti4-87). Although they also-.
saw a sequence of levels of abstraction througﬁ which a writer pbo—
gresses in the transactional mode [i.e. recbrd, report, generalized
narrative, low-level analogic, speculative, tautologic, -and conative
(persuasiveﬂ,.Britton and his team saw the role of audience awareness
as the important dimension of deQelopment in writing ability (p. 18).

Writing should lead students to widen their concept of audience:

writer to self; writer to teacher; writer to a wider known audience;
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and writer to an unknown audience.

A range of possibilities exists when researchers are devising
activities which will stimulate students to write. Harpin/(19f6)
pointed out that written discourse can be classified by means of at
least six different systems: by céntent or subject matter (i.e. What
is the composition all about?); by form (e.g. Is the writing poetry,
prose, essay, report?); by audience (i.e. Who is the composition for?);
by writer-audience relationship (i.e. How does the writer suit his
language to the various situations in which he employs it?); 5y
writer and task (e.g. Is the writing free, creative, imaginative,
;ntensive, personal or factual, practical, functional recording?);
by function, purpose, intention (e.g. What is the writing inteﬁded to
do? Is it expressive, poetic, transactional?) (pp. 38-44). Studies
of the writing process could take all or a number of combinations of
Harpin's categories into consideration. 1In order to assessvthe
students' writing ability across a range of tasks, students were asked
in this study to write four to six compositions on the basis of
funct;on (personal statement, explanatory, imaginative, and argumenta-
tive) and for four audiences (student to teacher; student to peer

group, expert to layman, and to a wider public audience) (Wilkinson

et al., 1980).

ASSESSING AND EVALUATING WRITING

o

To determine the aétual steps that writers use as they prepare
to write, then write, and finally revise their work, researchers have

used a variety of techniques, including both observation of the writing
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act and analysis and assessment of the written product. Emig (1971)
used a case study approach to determine how grade twelve students
composed. Using a tape recorder, she had studeﬁts compose aloud three
themes with herself present. Her basic assumption was
... . that composing aloud, a writer's effort to externalize
his process of composing somehow reflects, if not parallels,
“his actual inner process (p. 40).

Emig (1971) also obtained retrospective aupgg}ographies of the students
writing experiences using an interview technique. AAs a result of the
data collected, she was able to draw inferences about their Qriting
behavior. Mischel (1974) replicated Emig's study but focused 6n the
writing process of one grade twelve studengi

Stallard (19725 used careful observation of the writer in the
act of writing, interviews, and an analysis of the finished product.
During the interviews, the students were asked to discuss things that
they.were concerned with and things that they attended to as they wrote.
Graves (1975) used detailed observation, analysis of compositions, and |
observations of groups of students as they wrote. . Pianko (1977) and
Glassner (1980) developed and refined observafional checklists to be
used during such sessions whilé Glassner (1980)‘and Nolan (19%8) usé;
both introspective and retrospecﬁive comment and dialogﬁe between the
writer and réseaccher; Newell and Simon (1972) and Flower. and Hayes
(1981) used protocol analysis for the identification of the psycholog-
ical processes in writing while Nolan (1978), Matsuhashi (1979), and
Kaufman‘(1981) videotaped the transcription process and then analyzed

the tapes. There does not appear, however, to be_ope adequate method

of gaining insight into how students write. Beé%use researchers do not
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have direct access to the human brain to observe what happens during
the wrlting process, they must continue to use a variety of indirect
methods including observational checkllsts, questionnaires inter-
viewing, video-and audiotapes as well as assessments of the written
product.

The task of assessing the written product must begin with
researchers obtaining an adequate sample of the writer's performance.
To obtain a good sample of student writing, Odell (1981) suggested
that investigators need to:

have students write under circumstances that approximate ‘the
conditions under which important writing is done. Ask them to
do more than one kind of writing; that is, have them write for
more than one audience and purpose. Provide them with information
about the audience and purpose for which a given piece of writing
is intended. Assess the demands of our writing assignments,
especially when we create more than one assignment. Base our
judgements on an adequate amount of student's writing (p. 113).
Once the samples are gathered, there are numerous approaches to
analyzing and assessing the quality of the writing ranging from error
- counts to any of the many forms of holistic and analytic scoring.
Each of these measures has certain uses and certain limitations
(Odell, 1981, p. 119). ' .

Counts of errors or deviations from standard written English
have been used as one quantitative measure of students' writing ability.
Odell (1981) pointed out that in evaluating students' mastery of
standard written English, researchers are evaluating the students'
ability to observe specific mechanics and usage in writing and that in
marking them they must decide which one to be concerned with,énd what

they will gonsider an error. Error counts, howeVer, do "not necessarily

imply competence in making choices (of diction, syntax, and content)
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that are appropriate for one's purpose and audience" (Odell, 1981,
p. 120).
Syntax fluency is another quantitative measure of students'
writing competence. Hunt (1965), Christensen (1967), and Méllon (1969)
deveioped procedures for describing sentence structure. Qne of these
measures, the T-unit!, has been well-tested and used to indicate the
kinds of syntactic structure which appear in the writing of students at
different age levels. As students grow in their syntactic fluency,
the average length of the T-units increases. Recent studies (e.g. Crow-
hurst and Piche, 1979) have shown that syntax will vary according to
the writer's purpose and audience. ‘Because it does not address the
larger rhetorical issues, however, Cooper (1975) has recommended a
limited use of sentence length as a means of determining verbal fluency.:
Lundsteen (1976) suggested that a global or general impression
of the overall quality of a piece of writing is as effective a measure-:-
of students' writing ability as quantitative analysis. 1In this type
of assessment, the evaluator reads the compbsitioncand makes a general
assessment of its overall "holistic" quality. This'ppocess requires the
_marker to familiarize himself with "range finders" for a particular
mode of writing (e.g. essay). The "range finders" illustrate differept
levels of performance on a given ;ask (usually the very best to least
successful): Papers are then assigned io the given level. While it

has been found to be a very usefu;’way of making general assessments

“he Pl 4

of writing, this approach'ﬁoes not give the researcheryspecifig

Tp T-unit (a "minimal terminable" unit) is one main clause
plus any subordinate clauses attached to it.(Hunt, 1965).

<
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information about the competencies and deficiences of the writer.

Primary trait scoring is another type of holistic scoring which .
considers the sample of writing as an-entity. 1It, however, isolates
énd rates writing samples in terms of a specific éharacteristic {or
characteristics) (Mullis, 1980). Based on the premise that all writing
is done in terms of an audience, the primary trait approach judges
writing as successful if the composition has had the desired effect
upon a given audience. The assigned score indicates whether or not a

7

composition contains the trait or traits it must have in order to
produce the desired response from the audience.

The analytic scale is one of the most widely used guides for
marking specific aspects of writing. This device consists of a list
of the prominent featurés or characteristics of writing in a particular
que. Raters make judgements on the basis of the prominent features
of the piece of writing. Thesq>features, in turn, are assigned
weighted numerical values. ("Iéeas" and "organization™ usually receive
greater weight than "handwriting" or "spellingf.) The best known
scale is Diederich's "Analytic Scale for Assessing Compositions"
(1974). This particular scale is divided into three main sections—-
content and organizatioﬁ (50%), aspects of style (30%), and mechanics
(20%), which in turn, are subdivided iﬁto eight subcategories--ideas,
organization, wording, flavor, usagé, punctuation, spelling, and
handwriting. Each subcétegory is accompanied by a description of the
high, middle, and low points which should be identified in the section

and is rated on a scale of one to five (poor to excellent). Djederich

(1967) claimed that with practice raters could achieve a reljability
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of .90 for a cumulative total of eight ratings, two each of four

different papers by the same writer.

Whatever evaluation system is used, a writer\should not be

»

penalized for writing in those ways that are appropriate to his age
and developmental level (Greenhalgh and Townsend, 1981, p. 813).

Piaget, Bruner, Efikson, and otheré have stressed the importance of

Q o
recognizing the students' developmental stages as one basis for under-

standing their approaches to a task and their performances. For this

‘reason, Wilkinson, Barnsley, Hanna, and Swan (1980) argued for and used
5
qualities of thought, feeling, and moral judgement as well as the

traditional linguistic features when assessing students' writing
products. In an attempt to take into account the students as "developing
beings,™ they developed the following four models to serve as systems

of analysis for writing:

1. Cognitive. The basis of this model is a movement from
an undifferentiated world to a world organized by mind, from a world
of instances ‘to a world related by generalities and abstractions.

2. Affective. Development is seen as being in three move-
ments--one towards a greater awareness of self, a second towards
a greater awareness of neighbour as self, a third towards an: inter-
engagement of reality and imagination.

3. Moral. "Anomy" or lawlessness gives way to "heteronomy"-
or rule by fear of punishment, which in turn gives way to
"socionomy" or rule by a sense of reciprocity with others which
finally leads to the emergence of "autonomy" or self-rule.

4. Stylistic. Development is seen as choices in relation to
a norm of the simple, literal, affirmative sentences which char-
acterizes children's early writing. Features, such as structure,
cohesion, verbal competence, syntax, reader awareness, sense of
appropriateness, undergo modifications (pp. 2-3).

Wilkinson et al. (1980) found that the protocols differentiated the
compositions of seven-year olds from those of ten- and thirteen-year
olds and showed a "movement from dependence to autonomy, from cqﬁven—

N i

tion to uniqueness; from unconsciousness to awareness; from subjec-
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ti&ity to objectivity; from ignorance to understanding; from self to
neighbour as self" (1980, p. 222). The conclusions confirmed what
many devélopmentalists‘had predicted about writing growth{
This‘sfudy made use of teachers' marking schemes, Diederich's
"Analytic Scale for Assessing Compositions" (1974), and Wilkinson et
“al.'s zModéis for the Analysis of Writing" (1980) in an attempt to
understand Bétter‘the writer and the cognitive, affective, and physio-~

logical factors which influence him in the creation of a composition.

SUMMARY '

Py
Examining the learning style of a writer may provide an

* important understanding of factors--cognitive, affective, and physio-
logical--influ;ncing that writer, thé writing act, and the written
product. In order to determine this influence, the researcher must
first est#blish tﬁe learning style of the writer. Instruments such

~as the dregorc Style Delineator (1982) and the Learning Style Inventory
(1978) appear comprehenéive enough to establish this. Once the learning
style has been identified, the researcher can then determine the
Lcomﬁosing process gg the writér, examine the actﬁal compgsitions he
produces, aﬁd_atté;:t to determine what relationship exists between

| writing and the writer's learning ‘style. Function, audience and actual
his writing. Observational checklists, interviewing, videotapes, ahd
audigzgggs\aé well as an examination of the written product are

impértant pleans to determine how he writes. Analytic and holistic

//gZoring dev@ces, as well as recognition of the age and developmental
\1



stag i “f are important. for evaluating'the written product

Jebfor identifying the language resources ;he;writer’

may hadi J;f,:ed. Examining the learning style of the writer may
and phys} Pgical--on the writer, the writing act, and the written

~Mter III outlines the procedures used in this study to

determine learning style ahd the influence of that style oh»the

writing proc:ss and products of grade twelve students.

i }erstanding of additional,influences—;cognitive,'affective,
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DESIGN AND PROCEDURES
INTRODUCTION

Thié study was exploratory and descriptive in nature. First,

it attempted to explore the7commonality and differences in grade
:twelve students' learning styles as identified by the Gregorc Style
Delineator (GSD) (Gregorc, 19825 and the Learning St&le Invehtory
(LSI) (Dunn, Dunn, and Price,-1978). It then examined in depth the
composing perceptions, composing behaviors and written reéponses,of
eight students whose‘"cognitive styies" were "tipped" in one of the
féuf GSD modes--concrete-sequential, concrete-random, abstract-
sequential, and abstract-random--as well as two students who showed
no dominance in any mode. In additioq, it attempted to determine
the effect of learning style on the wfi£ing scores the students were

assigned by their teachers.

DESIGN -

Two-hundredfand-nineteen‘grade-twelve students in a cémprehen—,
sive high school were assessed‘using the GSD and LSI and the results
‘were cross-tabulated. In addition, each student was asked to éomplete
Sfour writing tasks--one autobiographical, one explanatory, one
narrative, and one argumentative.. Thesg tasks were inéegrated by the -
classroom teacher into the normal English curriculum during a thi-ee
month period. They were.marked by3;he teacher as any other assignment

A

A
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was and were taken into consideration when the teacher was determining

the students' final grades.

Ten students from a Sample of 219 who were dominant CS CR, ‘AR,
AS, and ND and who had mean writing scores of 70-80 points at mid-term ;
on their school-assigned compositions were randomly selected from the

top twenty percent of each of the GSD's four categories as well as the

no-dominance category. Two studehts were selected in each category.

Writing scores of 70-80 on ﬁ 100 point scale where chosen in an attempt

to control the quality of tHe writing while examining the writing process.

!

The students selected for the case studies had their perform-

1

ances on the four writing quks which they completed in the classroom
setting assessed by the researcher using Diederich's "Analytic Scale
for Assessing Composition?" (1974). and Wilkinson et al. 's (1980)

cognitive, affective moral "and stylistic measures. They were then

N

asked to participate in two additional writing tasks—-one personal

centering on the affective domaih and completed outside the tes 'setting

/

during the course of oZe week, and another explaﬁﬁtory, centerin on tbe

cognitive domain and % mpleted in the presence of th%mresea,cher and
videotaped using a camera focused on the paper and locateéafqbind the
writer. The first wr‘ting activity was follOWed by Brozick's "Gu1de-
line Questions for Composing" (1976). The second writing activity

was completed during | one-hour session and was followed by each student
completing Glassner's?"Composing Process Interview" (1980).v'These two o
additional tasks were\marked also using Diederich's scale and Wilkinson

et al.'s measures. The ten students completed a shortened form of the

"Emig Student Attitude\Scéle Questionnaire" (Kaufman, 1981) in order



41

&

to determine their perceptions of writing, their composing practicés,
and their writing prefg;ences. The results from all the data collected
were used to compare and contrast each student and each student pair

in an attempt to determine the relationship of learning style and the
students' writing perceptions, Qriting processes and written products.
In addition, the rgsults from the GSD and LSI were correlated with the
scores which the 219 étudents received on each of the four school-
assigned writing tasks. A multivariate analysis of variance was
performed on the data obtained from the four writing tasks using groups
" formed from the d%minant categories of the G2D to determine the sighif-
icant differences (at p<.0%) which existed. As well, Pearson Product
Moment Correlations were performed using the raw scores obtained on

the four GSD categories and the writing scores on each writing task.
These correlations were also performed using the 23 variables from the

LSI and the mean writingvscores on each writing task as well as the

mean of the four writing tasks.
SUBJECTS

Two-hundred-and-nineteen grade-twelve students from a compre-
hensive high school in a small Saskatchewan city were involved in this
study. The total population of regular grade twelve sé;dents was
represented in an attempt to determine the range of learning styles
present in a given grade level and to provide a pool from which to
select the students for the case studies. Grade twelve students were

chosen for this study because an individual's learning style is not

considered by some experts to be permanently set or stablized until
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late adolescence (Kaufman, 1981, p. 90). As well, by this age, students

L

are able to perform a range of writing tasks.
All regular grade twelve students in the selected school were
asked if they were willing to participate in this study. No student

declined to participate. : \
INSTRUMENTS

Because they complement each other and represent the range of
learning style constructs--psychological, affectf@e, and physio}ogical--
the Gregorc Style Delineator (GSD) (1982) and Dunn, Dunn, and Price
Learning Style Inventory (LSI) (1978) were selected for this study.

The Gregorc Style Delineator (Gregorc, 1982) is a paper-and-
pencil test administered to determine a learner's style relative to
© four distinct transaction ability channels designated as CS, AS, AR,
CR. It uses single words selected for their "strong connotative values
and elicited intellectual and emotionai impaét" (Gregorc, 1982, p. 46).
In order to reduce linear processing the words are "not parallel in
construction nor are they all adjectives or all nouns. The Delineator
is designed to tap 'the unconscious'" (p. 46). Respondents are asked
to "assess the relative value of the words' which appear in ten groups
of four and rank them (li-3-2-1) using their "self" as a reference
point and reacting to their "first impression®. The recommended time
for administration of the GSD is four minutes. Results are then
tabulateé and the total scores of four columns (CS, AS, AR, and CR) are
plotted on a graph. The representation of the modes or "mediation;

channels" designate the respondents as dominant (27-40 points),



43

intermediate (16-26 points), or low (10-15 points) in each of the four

categories.

Gregorc (1982) obtained the following validity and reliability

scores using the GSD (1982):

One hundred ten (110) adults took the Style Delineator on two
occasions ranging from six hours to eight weeks apart. Standard-
ized alphas were 0.92 and 0.92 for the Concrete Sequential scale;
0.89 and 0.92 for the Abstract Seqfiential; 0.93 and 0.92 for
Abstract Random; and 0.91 and 0.91 for the Concrete Random scale.
Correlation coefficients between the first and second tests were
0.85 for the Concrete Sequential scale; 0.87 for Abstract Sequen-
tial; 0.88 for Abstract Random; and 0.87 for the Concrete Random
scale.

The validity of the GSD was assessed in terms of construct
validity by interview, predictive validity by correlatiomr between
GSD scores and attribute scores, and responses to the descriptions
resulting from the Delineator. Interviews with over 100 individ-
uals who took the GSD indicated that virtually all found the
descriptions accurate.

Correlations between GSD scores and ratings of attributes were
0.68 and 0.70 for the Concrete Sequential scale; 0.68 and 0.76
for the Abstract Sequential scale; 0.61 and 0.60 for the Abstract
Random scale; and 0.55 and 0.68 for the Concrete Random scale.

One hundred and twenty three (123) subjects who took the GSD rated
the resulting descriptions of themselves on a 1 to 5 scale labelled
strongly agree, agree, unsure, disagree, and strongly disagree.

Of the sample, 29% strongly agreed with the description, 57% agreed,
14% were unsure, and none disagreed either partially or strongly

(p. 1). ' .

Gregorc cautioned that an individual must be given the right
to self-validate and accept, suspend judgement on, or deny his scores
on the GSD. Although the instrument "works™ for the majority, it does
not necessarily "work" for everyone. This fact must be acknowledged
in order that results are not used to label or pigeon hole individuals.
In this study, therefore, each participant was asked to verify his
resu}ﬁs. Although all results considered by the student to be "invalgd"

were to be excluded from the study, only three students questioned

their profile. After further clarification of the accompanying
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descriptors; they, along with the other 216 students, confirmed the
results.

The Learning Style Inventory (Dunn, Dunn, and Price, 1978) is
a paper-and-pencil test administered to diagnose an individual's
preferences in the following areas: (1) immediate environment (sound,
heat, light, and design); (2) emotionality (mgtivation, responsibility,
persistence, and structure); (3) sociological needs (e.g. self-oriented,
peer-oriented, or combined wéys); and (4) physical needs (time of day,
food intake, and mobility, as well as perceptual preferénces).

This test requires students to answer 104 questions as "true™ or "false".
The questions are concerned with the way(s) in which the respondent
believes he behaves in certain situations (e.g. "I can block out sound
when I work"). The recommended time for administration of the instru-
ment is thirty minutes. The résponses are fed inio a computer system
wgich ylelds an itemization of the learning style elements which are
important to each indiv;dual. The computerized scores provide four
types of printouts:

1. The individual profile which includes raw scores for each
of the 24 areas, standard scores (mean=50, standard deviation=10) and
a plot for each score in each area. »

/

2. A group summary based on those individuals who have a
standard score higher than 60 in any of the areas.

3. A group summary basedron those individuals who have a
standard score of 40 or lower in any of the areas.

4. A sub-scale summary which indicates the number and percent

of the total group that identified a particular area as important

he
‘e
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(standard score higher than 60) or not important (standard score iower
than 40). There areitwo printouts for each group.

The validity of the LSI was détermined using a factor analysis
technique which identified which areas of a pool of 223 items adminis-
tered to 1,000 subjects in‘grades 1 through 12 were unique and indepen-
dent of each other. The factor analysis accounted for 68 percent of
the variance on the LSI. Those items which achieved 90% consistency
or better during the analysis were isolated and used in the development
of the present LSI. The reliability of the LSI was assessed using
test-retest correlation coefficients as thé statistics and the Hoyt
analysis of variance procedure to ‘estimate the reliability for each
subscale.‘ When the LSI was admiﬁistered on'two different occasions
eight months apart, a total of 80% of the variables were significant
at the .05 level or better with a total of 56% significant at the .01
level on test-retest reliability (Dunn, Dunn, and Price, 1981, p. 16).
In estiditing reliability for each subscale, Dunn, Dunn, and Price
found that of the forty-eight reliabilities calculated separately for
males and females, 80% were greater than .33 and of the 80%, .33 /4//
were above .70 with a maximum of seven items per subscale (Dunn, Duﬁn
and Price, 1978, p. 391).

The shortened version of the "Emig Student Attitude Scale
Questionnaire" (Kaufman, 1981) attempts to assess students' preferences
for writing, perceptions of writing, and processes of writing.
Respondents are asked to circle one of the five résponses: "almost
always™", ﬁoften", "soméfimes", "seldom", or "almost never".. Tﬁis

instrument was originally created by Emig for use in assessing studehts'
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attitude toward writing in the New Jersey Writing Project. It was
later abbreviated by Kaufman (1981) using 42 rather than 52 of the
original items. Item numbers 1, 2, 4, 7, 13, 16, 17"19, 2é, 25, 33,
36, 41, and 42 represent the students' preferences for writing; items
numbered 8, 9, 10, 12, 15, 20, 23, 24, 26, 27, 30, 38 and 40 represent
the students' perceptions of writing, and items 3, 5, 11, 14, 28, 29,
32, 35, and-39 represent the_survey's writing "process"»items. . The
shortened scale is included as Appendix A.

Because any instance of the composing process is not an
isolated effort but a point on the continuum of writing experience
(Kaufman, 1981, p. 109), the thirty-thfee questions in the "Writing
Background Interview Guide" (1977) were used to Yelicit information.
about the students' previous experieﬁces with writing" (Kaufman,

1981, p. 109). The interview guide is inciuded as Appendix;B;.

Pianko's "Qultine of Observable Behavior During Composing™
(1977) was used by the reéearcher during the second writing sessioﬁ of
the case studies as a guide for compiéting the chart in Table 6. The

outline itself 1s§16c1uded as Appendix C.

Table 6

Observed Composing Behaviors

Student:
Writing Task:

Prewriting time:

Planning time:

Composing Closure time:
Rereading and Reformulation time:

Evaluation of the finished product:
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The data gleaned through observation were checked agginst those
provided by a videotape. One videtotape camera was located behind
and directed over the right shouldeh of the writer and ancother was
located in front and to the left of the writer. Two Hitachi Sifacon
cameras were used. The recording was made by a JVC-HR6700U Video
Cassette Recorder using VHS Scotch T60 half-inch cassette video-tape.
Brozick's "Guideline Questions for Composing" (1976) were
designed to detérmine the student's composing processes and his ﬁ;e of
cognitive stratégies. Through retrospection, the writer attempted to
recall his prewriting, planning, and reformulation behaviors as well
as what he saw as strengths and weaknesses in the finished written
product. Examples of these questions are: "When did you decide not
to write any more?", "What is your opinion of thig writing?"™ A copy
of the "Guideline Questions for Composing™ is included as Appendix D.
Glassner's "Composing Process Interview" (1980) was designed
to get at some of the processes that are going on in the writer's mind
before and during the writing act. Exgmples of these interview ques-
tions are: "What did you feel before you started to write?", "How
closely did you stick té your original plans?", "If they changed, tell
whether they changed before or after you 6egan writing, or both,”how
they changed and ghy they changed," "If they changed after you began
writing tell how and where you went about making the changes." The
"Composing Process Interview" (1980) was used to glean information
about the students' thinking before and during the writing of the take-

home assignment. A copy of the "Composing Process Interview" is

included as Appendix E.
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WRITING TASKS

In order to build up a satisfactorywdescription of the written
language competence of any one writer, the researcher needed to have
the writer complete more than a single type of writing. While it is
possible to produce many gifferent kinds of writing fdr“many different
audiences and purposes, the following taéks were selected on the basis
of function, audience, and content.

1. Autobiographical narrative.

Topic: "The best/worst experience I have ever had."
Reader: The teacher as trusted adult

Function: Personal statement

Content: Student.'s choice of content on the principle

of memory selectivity
2. An account of a process from which the student can write
with the confidence of.a perscnal authority.

Topic: "How to (play)...

Reader: Layman; someone who doesn't know how to
(play)...

Function: Discursive (explanatory)

Content: Student's choice of favorite game, his

knowledge of rules and procedures
3. A fictional story.
Topic: Three visual stimuli, from which the student
selects one picture with the instruction:
"Write a story for which your picture is one
of the illustrations.”
Reader: Wider public; that is, stories displayed in
an anthology or on classroom display board
Function: Imaginative/construct
Content: Student limited in terms of content by the
picture chosen. Each picture contains at
least one person in a dramatic situation
4, Discussion of an issue close to the student's direct
experience in which he is required to present a point of view
and persuade the.class to it.

Topic: "Would it work if students came to school when
they liked, and could do what they liked there?"
Reader: Peer group

Function: Discursive (argumentative)
Content: Students' own thinking stimulated by class
discussion and based on personal experience.

(Wilkinson et al., 1980, p. 88}



Wilkinson et al. (1980) selected these tasks because (a) they have
topics which are suitable to the classroom, (b) they represent a range
of functions (expressive through argumentative) and audiences (student
to teacher as trusted adult, student to peer group,§;xpert to knpwn
layman, and stdhent to a wider public), and (c) they elicit responses
"along cognitive, affective, moral and stylistic dimensions. Tasks one
and three are likely to elicit and validate moral and affective develop-
ment while tasks two and four are likely to reveal cognitive development.

In order to avoid héving the subjects view the assigned writing
tasks as tasks performed for "an examiner™ or tasks extraneous to the
regular cléssroom, teachers were asked to integrate the tasks in their
normal English program over a period of three months, beginning
February 28, 1983 and ending May 31, 1983. They were informed that it
was assumed by the researcher that‘they would "encourage students to
explore their topic, consider their audience and purpose, and revise
and edit their work" (Odell, 1981, p. 113) as they would with any other
writing assignments.

Two‘additional writing tasks were completed by the ten students
" selected for detailed case studies. Task A asked for a personal account
of an activity, reflection, observation, reaction, or memory that was
important, interesting, and vivid to the writer. Task B asked for a
short explénatory essay on a given topic requiring the conveying of
specific information to a'given.audience. The first writing task asked
the student to write in what Emig (1970) called the reflexive mode

while the second called for writing in the extensive mode. The first

was intended to be personal in nature and the latter impersonal.
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Thé audience for the first was the researchér who it was hoped would
be perceived as a "trusted adult" (Britton, 1975); for the second, a
known layman. 1In the first, -the writer was asked to draw upon his
imaginative ability to express ideas and feelings while ig the second
he was asked to call upon his ability to select and arrange details so

that information could be conveyed effectively.
DATA GATHERING PROCEDURES

A Prior to the administration of the GSD and the LSI the students
were informed that the learning style tests and some samples ‘of their
writing duri;g the semester would be used as a source of 1nformétion
for a research study that was looking at the connections between the
ways students write and the ways they think and feel about ﬁhings.
Every effort was ;ade to ensure that the students' privacy would not
be invaded and withdrawal from participation in the research was at
their discretion. Only pseudonyms were to be attached to the data.
Although any student could withdraw from the study at this time if he
wished, no one did so. Students were informed that the results of
the study wouldvbeﬁm&de.available to.any student wishingito .see them.

Upon the student's completion of each ﬁriting task, the
teachers were asked to.gnark ié according to their regulér grading
procedures.and to arrive at a summative numerical grade (i.e. 1-100
points). Aft:~ the teacheré&%ad recorded the marks for their records,
they asked t'~ ~hool secretary to make a copy of the completed and

marked assignucuts, place the copy in an appropriate envelope and place

the envelope in a designated box for pick up. The original copy. of
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the composition was then returned to the student.
- ¢

The LSI and GSD were administered by the researcher during the
third week of semqsteﬁ II to all students. The GSD was explained at
the end of each session and the students were given a chance to verify
the score: "Yes, this describes me" or "No, it doesn't descriﬁe me."
No papers were marked "no". The LSI was sent away for scoring.

Once the GSD and LSI data had been analyzed and mid-term marks
received, meetings with each of the ten individuals selected for the
case studies were organized in a separate room made available to the
researcher in the school. At each meeting, some time was spent getting

Y
acquainted with the student and he was asked to complete the "Emig
Student Attitude Scale Questionnaire" (Kaufman, 1981) and Pianko's
"Background Interview Guide" (1977). Then the first additional writing
task was given to the student with the following instructions:
Write a personal account of one of the following: (1) the most
interesting activity or reflection that you have experienced this
week; or (2) a memory which is particularly vivid; or (3) your
observations and feelings on the events of a particular day this
week; or (4) your reactionsl thoughts and feelings about a
certain place or person; or’ “(5) an important event in your life.
You may write in any style you choose and use any prose form you
like. Your response will be shared next week with.me. You may
rewrite as often as you wish but please bring all your drafts as

well as the final draft with you to our next session. You have
one week to complete your writing. -

The second writing session was held one week later. Tﬁé
researéﬁer interviewed each writer regarding the composing strategies
which he had employed during the first task. A self-evaluation of
the finished product was also obtained from the writer. Brozick's

"Guideline Questions for Composing" (1976) were used for this purpose.

The interview was followed by an explanation of the procedures for the
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second writing session. The student was shown the video-tape camera

mounted on a tripod and its purpose was explained. He was then>showq//

e
e

to a table and provided with a variety of writing materials: fg}fi

,,,,, N

0
tipped pen, ballpoint pen, pencil; white lined paper, white-unlined
paper, and scrap paper. The following instructions were given to him:

Choose one of the following topics and write a short essay of
three or four paragraphs. Think of your audience as someone .
who doesn't know:

(1) how to wax skiis.

(2) how to study for finals.

(3) how to win friends and influence people.

(4) how a good teacher teaches.

(5) how a jury is selected. - ,

(6) how something such.as steel or gasoline is made.

(7) how a particular sport is played.

You will have one hour to plan, draft, and revise your composition.
You may use any of the writing materials provided. At the end of
the session your final draft will be marked and graded by the
researcher as any other school writing aséignment might be.

The researcher used Pianko's "Outline of Observable Behavior During
Compgsing" (1977) as a guide to record the behaviors observed andrthsi
session was videotaped. This session was followed by the student )
completing Glassner's "Composing Process Interview" (1980) using a
cassette tape recorder as described in the instructiéns which accom-

panied the 1nstrumen€.
SCORING AND ANALYSIS

For the purposes of this study, three marking systems were

cho~ ur writing tasks completed in the regular classroom

> teacher using his regular marking-system. For the
and analyzing the case study writers' compositions,
~iting tasks originally scored by the teacher and

the additional two tasks, Diederich's "Analytic Scale for Assessing

5
&
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Compositions™ (1974) and Wilkinson, Barnsley, Hanna, and Swan's "Mo@els
for the Analysis of'WPiting" (1980) weré used by the researcher. Both
the scale and the models ére included as Appendix F and Appendix G
respectively.

The GSD and‘LSI were scofed according to tpe directions which

e

accompanied each. ‘The former was plotted on the graphs provided with

- o
the instrument &nd the total scores for each of abstract-random,

abstract-sequential, concrete-random, and concreteésequential and their
combinations as well és no;dominance were used in the tabulations énd
correlation procedures. The LSI was computer scored by Price Systems,
Inc., (Lawrence, Kansas) and the data presented in tabular and narrative
form. Interviews were tape recorded and summarizeq. Case studies for
each student were then built based on the information provided by the
attitude questionnaire, writing history interview, Brozick's "Guideline
Questions for Composing" (1976), Glassner's "Composing Process Inter-

view" (1980), and Pianko's "Qutline of Observable Behavior During *

Composing" (1977) as well as the learging style profiles.
SUMMARY

This study was designed<:; examine the relatibnships between

learning style and the composing processes and written products of

grade twelve students. Two-hundred-and-nineteen students were asked

to complete foir different writing tasks within a three month period.
.’ 1 : .

These tasks*Wenétmarked by their .classroom English teachers. From the

sample of 219 students, ten students with mean scores off70-80 on a

100 point scale at mid-term on their school writing tasks and a
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*dominant cs, Cﬁ, AS, and AR or a no-dominence (ND) profile on'the GSD .
were asked to participate in two additional writing taeksf .One task
was coﬁpleted outside the reguler echqol eeeting‘and one was completed
in the presence of the researcher. A videotepe recoéding was mede Of
the latter task. The compositions and videotape were anaiyzed 1n‘order
to determine the processes used by the student during the writing act.
‘This information was supplemented by data obtainedthreugh_ineeeviews'
with the students. Finally, the scores assigned towthe students'r
compositions by their Eninsh teachers were correlated with the scores

*\ the students received on the Gregorc Style Delineator (1982) and the.

)Learning Style Inventory (1978).

f
-

Chapter IV reports the analysis of the data 6btained~from the

students. The tabulations and the correlations among variables are

noted and comparisons and contrasts among writers of different learning

styles highlighted. Through é&rration and tables, profiles-of the‘ten
writers selected for the case studies are presented in detail.
Descriptions of findings pertinent tq the majer Question posed in

Chapter I are given together with other'important finaings}

s




Chapter IV
ANALYSIS OF DATA
INTRODUCTION

'bata gathered in this study were of three main types. First,
learning style profiles were compiled from the responses of 219 grade-
t&elve students to the Gregorc Style Delineator (GSD) and the Dunn,
Dunn, and Price Learning Style Inventory (LSI). Secondly, scores were
obtained from teacher marking of four compositions written by the 219
grade-twelve students in response to four writing stimuli suggested by
Wilkinson, Barnsley, Hanﬁa, and Swan (1980). Thirdly, using information
obtained through interviews with students, observations of their writing
an additional composition, and finally, détailed analysis of six
compositicna written by each of them, profiles were built for five
pairs of grade twelve writers who were dominant in one of the four
major cognitive styles of the GSD or who showed no dominance in any

combination of catqgories.
LEARNING STYLE DATA

Learning style data were initially collected by the researcher
from 219 grade-twelve students registered in English during Semester II
of the 1982-83 school term in a Saskatchewan comprehensive high school.
On the basis of the Gregorc Style Delineator (GSD) (Gregorc, 1982), the
researcher identified phe following eleven dominant (i.e. scores of

27-40) cognitive style groups and the major characteristics associated
55
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with eéch were confirmed by each student as being representative of
his cognitive style:

1. Concrete-sequential (CS)

2. Abstract-sequential (AS)

3. Abstract-random (AR)

AN
4. ‘Concrete-random (CR)

Concrete-random (CS-CR)

5. Concrete-sequential

Abstract-random (CS-AR)

6. Concrete-sequential

Abstract-sequential (CS-AS)

7. Concrete-sequential

Abstract-random (AS-AR)

8. Abstract-sequential

9. Abstract-sequential - Concrete-random (AS-CR)
10. Abstract-random - Concrete-random (AR-CR)
11. No dominance (ND)

Inspection of Table 7 reveals that more students, male and
female, were designated as CS (21.9 percent of the total populatioh)
than any other group. This was followed by CS-AS (15.1 percent),

CR (13.2 percent) and then AR (9.0 percent) and CS-AR (9.1 percent).
Only three students were designated as showing no dominance in any
category (1.4 percent). Although 51.6 percent of the population was
male and 48.4 percent was female, the distribution of males and females
in eaéh category was nov!proportional. Méles were more prevalent in

the CR, CS-CR, CS~-AS, AS-AR, and AS-CR categories. Females were more

prevalent in the CS, AS, AR, CS-AR, and AR-CR categories.

[
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Table 7

Number and Percentages of Students in the Eleven Cognitive Categories
Designated by the Gregorc Style Delineator

As Dominant (27-40)

%
GSD Category Number and Percentages of Students
Both Sexes Male Female

N 1T % R N_ T &
1. CS 48 21.9% 20 17.7% 28 26.4%
2. AS 16 7.3% 5 4. 4% 1 10.4%
3. AR 20 9.1% 7 6.2% 13 12.3%
4. Cr 29 13.2% 19 16.8% 10 9.4%
5. CS-CR 17 7.8% 15 13.3% 2 1.9%
6. CS-AR 20 9.1% 6 5.3% 14 13.2%
7. CS-AS 33 15.1% 24 21.2% 9 8.5%
8. AS-AR 6 2.7% 4 3.5% 2 1.9%
9.  AS-CR 10 4.6% 8 7.1% 2 1.9%
10.  AR-CR 17 7.8% 4 3.5% | 13 12.3%
11.. ND 3 1.4% 1 .9% 2 1.9%
TOTAL 219  100.0% 113 51.6% | 106 48.4%




The Learning Style Inventory (LSI) (Dunn, Dunn, and Price,
/
1978) indicated that the following affective and physiological sygle
variables were important for the majority of qtudents in this Eample.
1. Affective style variables:/
a) 92.2% were adult-motivated (but 86.3% did not need an
authority figure present in order to learn).
b) 71.2% were self-motivated.
2. Physiological style variables:
a) 62.1% preferred bright light.
b) 61.6% preferred a warm temperature.
c) 58.4% needed mobility.
d) 91.8% showed a low late morning energy curve.
The presence ofvauthority figures, a peer orientation, learning in
several ways and the late morning were not important variables for the
majority of students in this sample. Table 8 indicates the distribution
of responses by subscale for a standard scofe equal to or greater than
60 on the LSI, indicating that a variable is important to the learner,
and a standard score equal to or less than 40, indicating a variable
is not important to the learner. The difference in male and female
numbers is also indicated.
A cross-tabulation of the Gregorc Style Delineator (GSD)
categories with the elements of the affective and physiological

variables from the LSI was prepared to determine if there was a

relationship between the GSD groups and LSI variables.
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At least fiféy perceht of the concrete-sequential.(CS) learners
showed a preference for warm temperatures (75%), were self-motivated
(77%), responsible (50%), adult-motivated (95%), and teacher-motivated
(93%). Fifty percent showed an auditory perceptual preference and 58%
a preference for mobility. As with all the other groups, they indicated
that they did not work well with adult authority fiéures present.

At least fifty percent of the abstract-sequential -(AS) students
indicated they preferred bright light (50%), warm temperatures (62%),
were adult-motivated (93.8%) and teacher-motivated (6?%), persistent
(68%), and self-motivated (87%). One half (50%) indicated a p}eference
for quiet work areas.

At least fifty percent of the abstract-random (AR) students

~___
indicated that they preferred bright light (50%) and warm temperatures
(90%), were self—motivated (70%) and adult-motivated (100%).

At _.least fifty percent of the concrete-random (CR) students
1ndicatedlg preference for bright light (55%), warm temperatures (55%),
and mobility (62%). The majority were also adult-motivated (82%).

A majority of concrete-sequential - concrete-random (CS-CR)
students indicated breferences for bright light (77%), mobility (64%),
and were self-motivated (71%) as well as'adult—motiVated (94%) .

A majority of concrete-sequential - abstract-random (CS-AR)
students. indicated that they were self-motivated (60%) as well as adult-
motivated (100%), had a higher energy level in the evening (50%), and

.showed a preference for mobility (70%).
A majority of concrete-sequential - abstract-seque;tial (CS~AS)

learners preferred bright light (64%), a warm temperature (58%),
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mobility (61%), and were self-motivated (76%) and adult-motivated (93%).

A majority of abstract-sequential - concrete-random (AS-CR)
learners showed a preference for bright light (67%), a formal design
(6;%)? mobility (67%), and had a higher energy level in the evening
(5;%). They were adult-motivated (100%) as well as self-motivated
(67%) .

A majority of abstract-sequential - abstract-random (AS-AR)
students preferred bright lighg (50%), warm temperatures (70%),
mobility (70%), and a formal design (60%). Their energy curve was
highest in the evening (80%). They were self—motivatgd (60%) as well
as adult-motivated (70%).

The majority of abstract-random - concrete-random (AR-CR)
students were self-motivated (71%) as well as adult-motivated (88%),
and showed a preference for bright ligh£ (59%), warm temperatures
(65%), and mobility (65%). Their energy curve was highest in the
evening (53%).

The no-dominance students (ND) were self-motivated (100%),
adult-motivated (67%), and teacher-motivated (66%). They preferred
bright4ﬂ;%ht (100%) and were auditory (67%) and kinesthetic (67%)
learners who believed that they learned best in the afternoon (67%)
and evening (67%).

The cross-tabulation tables 1llustrating the magnitude of the

relationships among the GSD groups and LSI variables are found in

Appendix H.
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PROFILES OF TEN GRADE XII WRITERS

Introduction

+

The following case studies provided a closer examination of
two students from each of five of the eleven GSD categories: concrete-
sequential (CS), abstract-sequential (AS), abstract-random (AR),
concrete-random (CR) and no dominance (ND). The two students in each
group, one male and one female with a writiﬁg score of 70-80, were
selected randomly from each‘GSD category.

The two concrete-sequential (CS) students selected were Ron
and Laurie. Ron lived in a small town and planned to take a two-year
civil engineering course when he had cbmpleted his grade twelve; His
out-of-school interests included working on cars and going té movies.
Laurie lived in thelcigy and planned to become a teacher. Her
interests included reading historical fiction and.ﬁétching television.

The absffact-sequential (AS) studentg selected were James and
Kathy. James lived on a farm and planned to becomeﬁg?mechanic after
completing his grade twelve.  His interests includeéwfiding horses
and visiting friends. Kathy lived in the city and planned to work
in either a daycare centre or small-animal clinic. Her interests
included reading and watching television.

The abstract-random (AR) students selected were Tracy and
Fiona. Tracy lived in the city and planned to study commerce at
uﬁiveréity when he had completed his grade twelve. Hié interests were
centered on sﬁérts and television watching. Fiona lived in the city

and planned to study arts and sciences at university. Her interests
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included "eating out" and going to movies.

The two concrete-random (CR) studehts selected were Arthur
and Karen. Arthur lived in the city and planned to become a doctor. ’
At the time of the study he was very involved with the Students'
Representative Council. His interests included watching television,
listehing to records, and playing the drums. Karen lived in a small
village;and planned to go to university and major in psychology. Her
interests included going for walks and watching television.

The two students selected for their no dominance (ND) profile
were Richard and Kathleen. Richard lived on a farm and planred to-
become a bartender. -His interests included going for long walks and
watching television. Kathleen lived in the city and planned to study
commerce at university. Her interests included playing b;seball and
bike-riding.

The case study profiles are presented in the following manner:
(1) A summary of the learning style characteristics of each student
assigned to each category; (2) A summary of each student's perceptions
of writing and writing preferences; (3) A description by each ;tudent
of how two compositions were written; (4) A comment on each student's
composing processes as observed by the researcher and a comment on the
quality of the products which resulted; (5) An evaluation of the
compositions produced; (6) A summary of the analysis and inferences
about each student's style which were m;de through analysis of his
writing pergeptions and preferences, writing behaviars, and written

products. The compositions written by each student in the cése study

profiles are included in Appendix I and are ordered in the same

)
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sequence as that followed in tﬁe\gifsentation.

.

. ~ \\
Learning Style Characteristics . ‘\\\\\\_gf,,—~/’//’/~_\\\“\~\\\\

Concrete-Sequential (CS): Ron and Laurie. Ron and Lauiif-kig’é//////

cognitive style described by the GSD as concreti;566£;;£ial (cs).

-

S
4

Their profiles read as follows: /
Ron Laurie
CsS 38 35
AS 18 22
AR 18 25

CR 26 18\Lu'

Both Ron and Laurie confirmed the following gener#l characteristics of

the CS category as indicative of themselves: patient,'conservative,

realist; methodical, orderly.and }ogical. Ron also described himself

| as deliberate and objective. Laurie stated that she théught that s@e

was more intuitive than objective and was "not necessarily deliberate".
Ron and Laurie confirmed thaﬁ the following specific traits

described them well: :

Ron Laurie
;!ﬁ ~_ CS-1 Derives information through direct, hands-on
' experiences; prefers concrete, touchable materials;

discriminates among sounds, tastes, and smells
extremely well.

= CS-2 Sees situntions in black and white.

v Y Csg Cognitively based.

vV CS-4 Accepts official authorify.

v v/ CS-5 Have direct, practical pay-o—igoriwntation.

v Y C§-6 Anticipates "good" perf‘ormances; gives and expects

to receive primarily corrective feedback.

CS-7 Sees discrete parts.

oy
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Ron Laurie

v v’ CS-8 Wants and follows step-by-step dirgctions; wants and
needs to know what is expected of him; pays careful
attention to detail; likes clear presentation;
organizes logically; thinks using a "train of thought"
which has a beginning and a clear end.

CS-9 Has a low tolerance for distraction; prefers a quiet
atmosphere.

v
v v CS-10 Uses and interprets words and labels "literally" to
name and describe what can be physically and
materially experienced; prides self on being succinct
and logical (shuns "flowery" language). j '

Ron felt that he saw situations in black and white

and noted that, although he had a low tolerance for distraction and

preferred a quiet atmosphere, he liked music playing in thé background.
Laurie noted that the only statement that she felt did not describe

her was "seeing discrete parts"--she thought she "saw a whole" (an AR
characteristic).. In addition, Ron indicated the following concrete-
random (CR) characteristics as being descriptive of himself:

General characteristics: independent realist/idealist. (He
stressed that he was instinctive and impulsive, however, and
that he did not have an experimental independent attitude and
accompanying behavior).

Specific characteristics: CR-2: Sees "an" answer or multiple
answers to situations; CR-4: Accepts varying forms of authority
if considered legitimate; CR-8: Follows overarching guidelines
with reasonable structural restraigt, and limitation.

Laurie indicated the following abstract-random (AR) characteristic

as being descriptive of herself:
General characteristics: emotional, exuberant, and perceptiva.
She noted that she was not, however, critical.
Specific characteristics: AR-3: 1Is affectively based;
AB-T: Sees a whole.
Ron and Laurie's LSI indicated that both were self-motivated

(LSI-5) and adult-motivated (LSI-22) and they both préferred to learn
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in the evening (LSI-fB). Ron's profile indicated that he preferred

to work in a bright (LSI-2), warm (LSI-3) environment and was
respdnsibie (LSI-T). In addition, the LSI indicated that Ron preferrgd
kinesthetic (LSI-16) learnihg (by first-hand involvement, "whole body"
activity, or real-life'experiences). Laurie's inventory indicated

that in addition to being self-motivated (LSI-5) and authority-
oriented (LSI-11), she was persistent (LSI-6) and leafned well from
teachers (LSI-23) and other adults (LSI-22). Laurie was an auditory

learner (LSI-13) and preferred to learn alone (LSI-9). /

¢

Summary . The‘majority (80%) of concrete~sequential character-
istics of Ron and Laurie's cognitive style were shared. Both liked
order and sequence and both had a preference for concrete reality--
actual ;nstances and special objects. Laurie and Ron also confirmed
charactéristics of their secondary cognitive style--AR and CR respec-
tively--but these were in the minority. Of the'%aeﬁtg%three possible
affective and physiological elements from the LSI, Ron and Laurie
identified only three in,coggbn; self—motivatéd, authérity-oriented,

% vl

and evéning. In conversation, however, both indicated they also

preferred to learn alone.
f
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Abstract-Sequential (AS): James and Kathy. James and Kathy had a
cognitive style described by the GSD as abstract-sequential (AS).
Their profiles read as follows:

James Kathy

Cs 24 19

AS 33 - 34

AR 25 26

CR 18 21
James and Kathy confirmed the following general characteristics of the
AS category as indicative of themselves: serious, realist; logical
and rational; evaluative; value a logical, rational and sequential
approach to the world. Kathy also described herself as intellectual

W
and analytical.
James and Kathy confirmed the following specific AS traits

described them accurately:

Jémes Kathy

v v~ AS-1 Uses conceptual pictures to decode symbols (written,
verbal, and/or image); matches what he sees, hears,.
and reads in graphic or pictoridl form.

Vel v AS-2 Sees "the" answer to situations.

v/ AS-3 1Is analytically-cognitively based.

AS-4 Accepts referent authority (documentation is
important) (and learns from authorities).

\
\

AS-5 Has vicarious, hypothetical, theoretical, analytical,
evaluative drientation.

v
v’ «/  AS-6 Anticipates "excellent" performance; gives and
expects to receive primarily corrective feedback.

<
<

KS-7 Sees models with logical parts.

AS-8 Follows overarching substantative, logical guide-
lines, and general procedures.

\
<
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James Kathy

v" v/ AS-9 Has low tolerance for distraction. Prefers an
ordered and mentally stimulating environment.

v~ v~ AS-10 Highly verbal. Loves polysyllabic words because
they are conveyors of abstract thoughts; readily |
able to decode words and use them with precision.
Expects use of formal language and standard English
in order to communicate well

James did not think that analytically-cognitively based was an
“apt descriptor of himself while Kathy was uncomfortable with the use
of "theoretical" as a descriptor of herself.

Both James and Kathy indicated that aspects of the abstract-
random (AR) cognitive style were aiso characteristic of themselves.
James noted that at times he was "emotional" and nidealistic" and that
he followed "broad overarching guidelines under minimal strucQure,

restraint and limitation", and “enjoyed freedom from rules and guide-

lines sometimes". Kathy noted that she was at times perceptive" and

¢

S

"used her sixth sense to receive infogiation in ‘group discussions and
forms strong relationships with others" ’ James‘QE}t that the CS traits‘

it

of hands-on experiences and concrete, touchable materials were also
applicable to him. , » o F\ |

James and Kathy s LSI indicated that they were both persistent
(LSI—6), adult-motivated (LSI—22) and preferred to learn in the evening,r
(LSI-18).. James, . in addition, indicated that he.preferred to learn in T
a quiet environment (LSI-1) with a formal design (working better seated
“at a ‘table or desk) (LSI-4) and was responsible (LSIJWSV‘ Kathy indi-

cated that she preferred a warm (LSI-3) environment ‘was teacher moti-,

S~
T

vated (LSI 23) as well as self—motivated (LSI- 5), required 1ntake

(i e. food and drink) (LSI 17), needed mozility (LSI- 21), and greferred:
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to learn in the afternoon (LSI-20) or evening (LSI-18).

s

< )
Summary. James and Kathy shared the majority (80%) of the

abgtract-sequential characteristics. Both thought that they Qere
‘serious realists who valued a logical, rational, and sequential approach
to the world. 1In addition, Jaméé saw himself as, at times, emotional
and idealistic (AR traits) and preferring concrete h#éﬁs-on éxperiences
(CS). Kathy saw herself as perceptive and attuned to "vibrations"

(AR traits). Kathy also noted that she liked to work with otHers.

Of the twenty-three possible affective and physiological elements from

"the LSI, James and Kathy indicated three common traits: persistent,

adult-motivated, and preferred to learn in the evening.

Abstract-Random (AR): Tracy and Fiona. Traéy and Fiona were abstract-

random learners according to thTir GSD cognitive style profile¥. These

read as follows:

Tracy Fiona

P

cs 25 21
AS 24 20 _—
AR 27 34
CR 24 - 25

Both Tracy and Fiona confirmed the following general AR characteristics:
emotional,jexuberant, idealist, psychic, perceptive, and critical.

They both-feIt that they were emotionally sensitive rather than objec-

- tive, eyaluative or intuitive.

Tracy and Fiona confirmed the following specific abstract-

random traits as descriptive of themselves:
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Tracy Fiona

v AR-1 Uses sixth sense for "vibrations"; attuned to
body language, colour, and mood.

AR-2 Sees situations in greys.

AR-3 Is affectively based.

v
v Y
v
vV AR-4 Accepting of person authority; medium is the
message.
v

AR-5 Has multi-sensory personal experience and group
orientation (likes to receive information in group
discussion and forms strong relationships with
others).

\
\

AR-6, Anticipates subjective-personal performance; gives
*  and expects to receive approval feedback.

o~ AR-7 Sees a whole.

v’ .~ AR-8 Follows broad overarching guidelines under minimal -
' structure, restraint, and limitation; enjoys
freedom from rules and guidelines.

.~ + AR-9 Likes a "busy" environment and multisensory
experiences; prefers psychically pleasing environ-
ment . '

v v/ AR-10 Communicates through sound, colour, music, symbols,
poetry, and gestures. Uses metaphoric language
because he thinks in images which cannot be
communicated well in a linear or direct manner.
Speech contains multitudinous adverbs and adjec-
tives. Uses hands and body movements naturally
when communicating. Talks in sentence fragments.

Tracy did‘not think he saw things as "a whole" but rafher as
"discrete parts™ (CS trgit) and noted that he liked to derive informa-
tion through direct, hands-on experiences and at times preferred step-
by-step directions and doing t;ings which have a "practical pay-off".

" Tracy also noted that he was sometimes .a realist--again, a CS trait.

Fiona noted that the following CR style characteristics were
applicable to herself: idealist, intuitive, instinctive, and impulsive.

She thought she had an experimental independent attitude and was a risk

taker. Fiona also noted that she liked a competitive environment, free

5
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from restriction and worked well by herself (also CR traits).

Tracy and Fiona's LSI indicated that they preferred to learn
in a quiet (LSI-1), warm environment (LSI-3), and were adult-motivated
(LSI-22). They also both learned best in the morning (LSI-18). 1In
addition, Tracy was persiséent/(LSI—6) and liked structure (LSI-8).

He was.-d tactile-kinesthetic learner (i.e. prefers firsthand involve-
ment: "whole body" activity, or real-life experiences) (LSI-15 and
LSI-16). Fiona likgd a bright environment (LSI-2), reqdired intake

(i.e. food and drink) (LSI-17), and needed mobility (i.e. had to move

around) (LSI-21).

Summari. Tracy and Fiona confirmed most (90%) of the abstract-
random characteristics associated with their dominant catego:y on the
GSD. Both were emotional, exuberant idealists who saw themselves as;
psychic, perceptive, and critical. In addition, Tracy indicated that,
at times, he displayéd characteristics of tﬁe CS category--seeing
"discrete parts", doing things with a practical pay-off, liking step-
by-step directions, and deriving information through direct experience.
Fiona noted that she felt the intuitive, instinctive, impulsive nature
of the CR style and the experimental independent attitﬁde and risk
taking associated with it were also descriptive of herself. Both
Tracy and Fiona indicated that they preferred to learn in the morning

in a quiet, warm environment. They were both adult-motivated.

Concrete-Random (CR): Arthur and Karen. Arthur and Karen have a

cognitive style described by the GSD as concrete-random (CR). Their

profiles read as follows:
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AS
AR
CR
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Arthur Karen

22 21 ¥
20 23
26 26
32 30

Both confirmed the following general CR characteristics as descriptive

of themselves: - inquisitive, independent, realist, idealist, intuitive,

1

instinctive, and impulsive; has an experimental independent attitude

and accompanying behavior.

Arthur and Karen confirmed the following specific concrete~

random traits were descriptive of themselves:

Arthur Karen

v v

N

AN N A\ N AN A AN AR A
CIKRN KR KRS

CR-1

CR-2
CR-3
CR-4

CR-5

CR-6

CR-T7
CR-8

CR-9

CR-10

Uses insight; makes intuitive leaps and gets the
Pgist" of ideas or situations; learns by trial
and error; a risk taker.

Sees "an" answer or multiple answers to situations.
Is cognitively-affectively based.

Accepts varying forms of authority if considered
legitimate; ideas must be his: own.

Has problem-solving; application orientation;
experimental attitude.

Anticipates mixed performances; gives and expects
to receive approval and corrective feedback.

Sees a whole with oierlapping parts.

Follows overarching guidelines with reasonable
structure, restraint and limitation.

Likes stimulus-rich, competitive environment free
from restriction; works well by self or in small

groups.

May use words which have.a présent literal meaning
and acceptance but not always convey what he
himself believes the words connotate. May
communicate ideas and emotions with dramatic
animation and sweeping gestures. May ramble in
speech; lively conversati;i, colourful, informa-
tive, rarely dull.
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Arthur stressed Ehat "ideas must be his own" while Karen n&ted
that ghe felt this way only sometimes.

Both Arthur and Karen noted that the perceptive and critical
traits of the AR style were charaeteristic of them and identified the
specific characteristics of seeing situations in greys and anticipating
subjective-personal performance and giving and expect;ng to receive
approval feedback as descriptive of them. Arthur added that he usually
rfsees a whole" and "sometimes".likedgto receive information in group

; discussion and to form strong relafionships with others. Karen stressed
the receiving information in group discussions and forming strongvrela-
tionships with others as well as using her "sixth sense for vibrations".

Karen also noted that she liked a "busy environment and multisensory

experiences".
Arthur and Karen's LSI profiles indicated that ;hey preferred
‘

to learn alone (LSI-9¢ in a qﬁég} (LSI-1) warm environment (LSI-3).

R s
Both indicated they were adult-motivated (LSI-22). Arthur indicated
‘that he liked a structured environment (LSI-8) as well as needed
mobility (LSI-21) and intake (i.e. food and drink) (LSI-17) and learned
best in the morning (LSI-18). He indicated that he was kinesthetic "\,
(LSI-16) learner and therefore preferred firsthand involvement and

real-life experiences. Karen indicated that she preferred low light

(LSI-2) when learning.

Summary. Arthur and Karen confirmed that all the specific CR
style characteristics described them although they also noted a number

of characteristics from their intermediate style--AR--including a

N
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..
perceptive and critical nature as descriptive of them. Their 151
profiles indicated that they both preferred to learn alone in a warm,

quiet environment and that they both were adult-motivated..

No Dominance (ND):  Richard and Kathleen. Although "ninety percent

of those tested have a definite preference in one or two of the four
categories" (Keefe, 1982, p. U7).of the Gregorc Style Delineator, this
study revealed'that 2.3 percent of the population showed‘é dominant
(i.e. a score of 27-40) profile of three and 1.l percent had no domi-
nénce or preference in any of the four learnihg\styles. Iﬂ qrder to

~ contrast the learniﬁg style characteristics of the students with a
definite preference in one of the four categories with those with no
preference or dominance, two of-the three students with a no dominénce

profile were selected. " {Hf

\ LT
N Y.
O

Richard and Kathleen had a cognitive siyféﬁhescribed by the
GSD as "no dominance" (ND). Theip profile scores read as follows:

Richard Kathleen

cs 24 22
AS 25 26

. AR 26 26

R 25 26 ' - ;

Of the general CS style characteristics Richard and Kgi¥

both théught ndeliberate” described them. Richard inclu@ed Co
tive, realist, methodical and deliberate; and liking arder ard ”ogféaé
sequence. Kathleen could’ogly agree with “patient" and "1iking order
and logical sequence" "sometimes", In additidn, the following specific

CS traits were identified by each.
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Richard Kathleen

v CS-1 Derives information through direct, hands-on
: -experiences; prefers concrete, touchable
materials; discriminates among sounds, tastes,
and smells extremely well.

v/ CS-2 Sees situations in black and white.

CS-3 Cognitively based.

v CS-4 Accepts official authority.

CS-5 Has direct, practical pay-off orientation.

R K

CS-6 Anticipates "good" performances; gives and
expects to receive primarily corrective feed-
back.

~

CS-7 Sees dihcreteﬂparts.

V4 CS-8:§%ants and follows step-by-step directions;
7 wants and needs to know what is expected of
him; pays careful attention to detail; likes
clear presentations; organizes logically;
thinks using a "train of thought" which has
a beginning and a clear erid. '

v’ CS-9 Has a low tolerance for distraction; prefers
a quiet atmosphere.

CS-10 Uses and interprets words and labels "liter-
ally" to name and describe what can be
physically and materially experiences; prides
self on being succinct and logical (shuns
"flowery" language).

Of the AS style characteristics, Richard and Kathleen did not
identify any common elements. Richard said he was a realist; Kathleen
said she was rational. The following specific AS traits were identified
by each student. |

Richard Kathleen

v AS-1 Uses conceptual pictures to decode symbols

. (written, verbal, and/or image); matches what
he sees, hears, and reads in graphic or
pictorial form.

4

v/ " AS-2 Sees "the" answer to situations.

- AS-3 +Is analytically-cognitively based.
v AS-4 Accepts referent authority (documentation is




Richard Kathleen

AS-5

V AS-6

AS-T
v  AS-8

v AS-9

AS-10

3
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‘important) (and learns from authorities).

Has vicarious, hypothetical, theoretical,
analytical, evaluative orientation.

Anticipates "excellent" performance; gives and
expects to receive primarily corrective
feedback. &

Sees models with logical parts.

Follows overarching substantative, logical
guidelines and general procedures.

Has low tolerance for distraction. Prefers
an ordered and mentally stimulating envirohment.

Highly verbal. Loves polysyllabic words
because they are conveyors of abstract thoughts;
readily able to decode words and use them with
precision. Expects use of formal ‘language

and standard English in order to communicate
well.

2

Of the AR style characteristics both Richard and Kathleen agreed

3

to the terms "emotional"

and, at times, "psychic". The following

specific traits were identified by each student.

Richard Kathleen

v, AR-1

”
F~

AR-2
AR-3
AR-4

v~ AR-5

AR-6

v’ AR-T
v AR-8

Uses sixth sense for "vibrations"; attuned to
body language, colour, and mood.

Sees situations in greys.
Is affectively based.

Accepting of person authority; medium is the
message. s :

Has multi-sensory personal experience and
group orientation (likes to receive information -
in group discussions and forms strong felation-
ships with others). v

Anticipates sub jective-personal performance;
gives and expects to receive approval feedback.

Sees a whole.

Follows broad overarching guidelines under
minimal structure, restraint and limitation;
enjoys freedom from rules and guidelines.
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Richard Kathleen

v AR-9 Likes a "busy" environment and multisensory
experiences; prefers psychically pleasing
environment.

AR-10 Communicates through sound, colour, music,
symbols, poetry, and gestures. Uses metaphoric
language because he thinks in images which
cannot be communicated well in a linear or
directed manner. Speech contains mué;itudinous
adverbs Qnd adjectives. Uses hands &nd body
movements naturally when communicating. Talks
in sentence fragments.

Of the CR style characteristics, Richard identifigd "realist"®
and "intuitive" as descriptive of h{mself while Kath}een 1dentified
"inquisitive" and "impulsive" as descriptive of’herself. Of ‘the sb;cific
4raits both identified "a risk taker" and "works well by self" as

desciéptive of themselves. In addition, Richard said he "anticipates
Q-/.'

A - .
mixed performances; giyes and expects to receive approval and corrective

S
feedback".

Richard and Kathleen's LS profiles indicated that they pre-
ferred a bright (LSI-2}, warm (LSI-3) environment, were motivated
(LSI-5) and learned bést 1? the evening (LSI-18) or afternoon (LSI-20).
In addition, Richard indicated he learned well by doing (i.e. involve-
ment in real-life experiences (LSI-15 and LSI-16) and was teacher-
motivated (LSI-23). Kathleen's profile indicated that she liked a

0% . b
formal environment (LSI-4), was responsible (LSI-T), as well as adult-

N,

motivated (LSI-22). , &

Summary. Richard and Kathleen identified characteristics of
all four styles as descriptive of themselves. The§>égreed to more

common characteristics on the CS and CR style descriptions. They often

L



prefaced their comments with "sometimes". 1In addition, Richard and
Kathleen indicated that they preferred a bright, warm environment,
~tp

learned well by listening, preferred to learn in the evening or

afternoon, and were self-motivated.

Summary of Learning Style Characteristics. All students confirmed
' N

_their dominant score (27-40), indicated by the GSD, by acknowledging

o~ "( R .
that the majority (70%*) of characteristics associated with each style

category accurately described. them. . Tn addition;:the students -

Q
identified characteristics associated with thelr intermediate scores

(16-26) on the GSD. The latter, however, were (with the exception of

CR) restricted to one to three traits and all students felt that their
3 ‘

dominant style characteristics best described: them.

- All students showed a preference for various affective and

-./

physiological elements of ‘learning style as they were determined by
the” Learning Style Inventory. Table 9 shows that the students who

were'selected for the case studies revealed common LSI elements across *-
cognitive style cateffriés (c g. ai} CS AS, AR, and CR students were

0

adult-motivated) as well ‘as within cognitive style groups (e.g. the

two AS students were persistent) The‘study indicated that while
these characteristics were not unique to every_ student within a given
cognitive style group (only 68% of the total sample of AS students

were persistent), they were associated with the majority of the

students in a given group.’
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Table 9
Comtion LSI Elements of the Ten Students From Each GSD Category
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Key:

cognitive style group

Q0 = quiet

F = formal design

M « morning
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B = bright light -
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Students! Writing Perceptions and Preferences

In order for.the résearcher to determine each studeﬁt's writing
pehceptions and preferences, the stugents responded to the "Emig ﬂ
Student’Attitude Scale Questionnaire" (Kaufman, 1981) and Pianko's
"éackgrpund Interview Guide™ (1977). This section déscribes and '

—

summarizes the students' responses.

Concrete-Sequential (CS): Ron and Laurie. Ron said that he believes

that writing is important for good communication. He believes that one

must write "properly" and effectively using "proper grammar" to get

4 -

one's point across. He does not write outside of school other than an
. L

occasional order form or letter to a friend in a neighbouring prgyince.
|

His father writes letters and sermons but other members of his family

}

and friends do not write. Laurie also said she believes that‘grgﬁing

is important in that "sometimes you can't say something but‘y;u één

write it down". Other than writing lists . ("I am an organized persod");

Laurie does not write outside of school. Although her.mother'apd‘.’

' sisters write a "lot of letters", she and herifrien;; do not write. -
Ron said that he Seelsvthat writiﬁg assignments aré important

in séhool bﬁt béiieves.thét students ;hould be allawed tb chods; their

~own tobics, write on things;that interest them or relate to them, and

: --;e ‘given &' mjéasonﬁbl&m@oﬂnt}l‘.‘pfi time (g,,g.,;ﬁtwé “totthree-Hays) sto 'ébmﬁie‘t'e’"’ ]

in;school writing Assignments; Ron usuallyfleaves‘school wbitihé

! . ] .
assignments, however, until the "last minute". Laurie said that she

likes some of the topics which she is asked to write about in school"'3

but prefers tobics she can choose. She feels that she needs a time
1limit to get her moving but the time limit doesn't help her writing.
R o ,

«
N
S



»

She feels that she must "feel relaxed and not pressured" when she

writes.

Whéq writing at.home, Ron prefers to do the task at a deskﬁin
his bedroom towards evening. He likes a "cogfortablé temperature"
(i.e. warm) and usuaily turns on the radio. He doesn't liké interrap—
tions and can write one-£0“§w9 pages insg one hour sitting. He usually
"figures oué“ a topic, thinks through what- he ig,unitiﬁérgbout;nhnd>then
sits down and writes. His first draft 1; qsually done on sczap paper.
He thinks of a couple of sentences aqd then ké@ps going. ‘Once he hggii%_
compieted his rough draft, he réw}ites'it and then reads the’ second
draft over for "obvious mistakés".“ He is usually satisfied with:thisb
as a final draft. L L E .

FN

When writing.at hoﬁe,-Laurie eai&athat she usually sits at the
; . .
dining room table, She does her best writing after supper,. Laurie

needs to have everything in front of her before she begins to write. .
. { A
Vo ) dy -

including a dictionary, eraseré, pens and pencils. She l;kes to Qrite o
- a rough drafg with a pencil and a final draft.with a fountain pen. N
When she gets an_idéa, she feels that she "must sit down and write".
- She usually outlines the main points she wants to make in a particular
order. Laurie then Writes two to three fﬁugh drafts‘making.the changes

kihe feels necessary. Finally, she writes a "good" draf@. She feels .

3

bﬁoofreading is impbrtant and when she does it®she looks for“"grgmmatical
érrgrs". Laurie claimed that she feels "relievéd"_when she has”finisbed
a piece of writing because she does not have to worry about it-~she ‘

~can "stroke it off the list". Laurie finds it hard to "write a lot".

S
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na Y. Ron and Laurie both believe that writing is important.f f -

v

Neither, however, write unlessvthey have to and when they do it is.
most often for school assignments. Both indicated that they %}ked to

choose their own topics when given a school writing assignment. Ron

2

reported that he usually wrote two drafts--an initial one and a final

one—-when writing a composition. Laurie reported that she wrote two
or three rough drafta and then a final draft. Both reported looking
for "mechanical/grammatical" errors when revising. Ron sits at a desk

.when writing at home, while Laurie prefers to sit at the dining room e

table. Both students prefer to write in the evening.: - -

: 1 ‘ _
Abstract-Seqpential’(AS): James and Kathy James said that he believes

/ “,
'that writing is important. It is a way to cOmmuniaate with other

i ’
people (e.g. letters) and. is. a form of entertainment (e.g. an 1nterest—':"ij:
-

ing written article) Other than writing grocery lists and school

1 [

assignments, however, James does little writing outsid;/of school. J% -

Although his sister likes to write letters, other family members and ‘

friends do not write regularly. fKathy also believed hat’ writing is

important because it allows people to expres‘ ) ves. ‘She 1 "es‘bf'”

Rad

"to write and finds writing gives her pleasure

~writes‘1etters to “'3117

friends, poetry (once a week or when inspired), ?hd is working on the
. ) .
) background for a short story. Kathy has two friends who also wrdte

ypoetry which is exchanged among the threeigirls.t She reels that this '

sharing helps to get across each person 8 viewpoints and feelings. o 1!

|
James believes ‘that writing is worth doing 10 school because
you "get marked on it" .~ School writing demands "better grammar"

A"organization", and "interesting,sentences" James likes to be rree '
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to choose his own topic because when he is ass}gned a topic, he finds
it "more difficult" and needs mor; time to think about it (i.e. at
least a few hours). wAlthough Kaphy_QAuld like to See more poetry
writing in school, she beiieves that in-school writing (i.e. trans--
actional) is important "to make sure siudents have understood the
lessons™. Kathy al sees value in "grammar" exercises. She usuallyA
doesn't feel like dbi;g school assignments and, therefore, does them in
the last couple of days before they-are due. Although school writing
assignments sometimes take time and have a time limit;‘she sémetimes
gets "better marks out of them" when a time limit. is impbsed:

James prefers a table in his bedroom, adequate lighting and
no distractions when writing at home. He likes to feel comfortable.
The best time for him to write is in the evening after ch&res are done.
James likes to use a fine-tipped pen because "it is smooth". He puts
ideas down as they come to his mind. James usually writes aA%ough

copy and then a good copy. He proofreads for spelling errors. When

he has spent the time and done a good job of writing a composition, * _ ~

¥,

he is proud of himself..

Kathy writes in her bedroom sitting on her bed when writing
at home. She prefers a quiet, warm réom with lots of pictures arOﬁnd.
She feels that she does her best writing in the mbrning or afternoon.
Kathy doesn't 1like to be distracted when writing. - She tries to write
down ideas "before they go away". She does some outlining, writes a
rough draft then a good copy. Sh; proofreads for "proper English'.
Kathy usually feels when she has completed a writing assignment "that

it is done™. She will sometimes ask a friend to read her\apmposition.

(

~
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Kathy doesn't usually hand in assignments when she is not satisfied

St

with the results. S

Summary. James and Kathy both believe that writing is important
becausé it allows a person to communicate with others and because the
actual writing itself or reading the polished product gives pleasure.
Jémes does not write regularly outside of schooi assignments while
ﬁathy writes letters, poetry, and short stories. Both James a?d~Kathy
believé school—-assigned writing is importanf. James sees it as a means
for getting a "mark" {(grade)=while Kathy believes that it 1s.an impor-
tant way for students to show that they have understood the lesson.

Both students write in their bedréoms, James sitting at a table and
Ka%hy‘sitting on.her bed. Neither like distractions. Both write a

rough draft and then a good copy; both proofread for mechanical errors.

Kathy focuses on "grammar" and usage.

Abstract-Random (AR): Tracy and Fiona. Tracy said that he believes

that writing is important in thét it "helps you in your job" and it
'gets the message across to someone else". Other than leaving tele-
phone messages for his brothers, however, Tracy doesn't write outside
of school. His family and his friends do not write. Fiona also said
that she believes that writing is important but sees it as a way to
e#press oneself. She writes a "lot of poetry"™ about things that have
meaning for her. (She used to write a number of letters regularly
but became bored with this task.) Most of her poetry is written for
herself although she sometimes exchanges poems with a friend. An

older brother writes regularly for a university newspaper and her
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mother and father have written a;ticles for local newspapers.

Tracy thinkgathat school writipg should be about things that ™\
students care about as well as practical things like Job resumes. Hem
found it difficult to recall the kinds or amount of writing that he
had done in previous school terms and concluded that he was "not
interested in writing". "I don't have much use for it." Fiona thinks
that in-school writing is not as personél as her out-of-school writing
and she prefers her own writing tasks to teacher-assigned tasks.

School assignments should be more about things that students want to
write about and should include more poetry writing according ‘to Fiona.
When an assignment is given in school, there should be a sufficient
time limit--at least three or four.days--before it is due.

Tracy writes at a table in his ﬁggm in the evening when writing
school assignménts at home. He is more relaxed at this time of the
day. 1If he has a topic that~is interesting (e.g. sports), he can
write for two hours at one sitting. The conditions do not really matter
but he felt that he does his best wri;ing at schooltwith "people around".
Sometimes, if he has the information, Tracy can compose ."right away".
Usually, however,ﬁhe has Eo sit and think about the topic for a half
hour. Tracy doesn't outline on paper. He writes a rough draft, reads
through to see if the sentences make sense and then rewrités it. He
then writes his final copy,%reads through it to see if it makes sense
and to look for spelling errors. Tracy usually feels good about his
writing assignments when they are done well. Althougﬁ he usually tries
to do "a good job", he has handed in assignments not well written.

Fiona writes in her bedroom on her bed with pillows against
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the wall and a lamp at the side when writing at home. She likes to be
in a warm, quiet room. Fiona writes down ideas as they come and likes

to write with a pen in her~big red book (i.e Nothing Book). Although

she prefers to do homework only 1n the morning, she likes to write
befdré going to bed 5ecause "things are going through my head". When
" Fiona gets an idea, she wriges it'down on paper. -She doesn't plan
_ahead-—just writes what.she is thinking. If shé is interested in the
topic, she will spend moré\time writing. Fiéna usually writes a rough
copy and then a good one. Her dad psual}y proofreads any composition

that goes for marking by a teacher because "he always catched my

mistakes™. Fiona is usually pleased with the writing she does.

Summary. Tracy and Fiona both believe that writing is impor-
tant.‘ Tracy sees it in a pragmatic sense--job ahq getting message
aéross—-while»Fiona believes it is a valuable means of reflecting on.
pebSonal;experiences. Only Fiona writes outside of school. Both
students felt in4échool writing\should be about things that students
"cate ébout"_and thus, personal in nature. Tracy believed that "practi-
qal thiné; like job resumes™ were also important. When writing at home,
'oth students wrote in their bedrooms and felt that if the} were inter-

sted in the toﬁic they spent more time writing about it. Tracy spends

!

time reflecting on a topic, while Fiona writes down ideas as they coméx

Both write a rough draft and then a good one. Tracy proofreads for
"sense" and "spelling“ while Fiona gets her father to do the proofreading.

Concrete-Random (CR): Arthur and Karen. Arthur reported that he sees

writing as "just a bunch of words" and believes that while it allows

A
)

N
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a person to express himself, "speaking'does a better job". Arthur
writep three or four 1etters'a month outside of school but other than
these, he does not "write anything“. Arthur's sister writes in a

diary regularly but neither his mother or father nor his friends write‘*&

Karen, however, believes that writing is important because it allows

a person to express herself and helps her to study. Karen's sisters,

mother and father all write--essays, a diary, and reports--and Karen

~ writes 1etters; poems, and anecdotes (possibly for publication someday

v

in Reader's Digest) outside of 'school.

Artpgr said that ﬁe feels tpat gchool writing assignments are
necessary to help students ﬁny to wiiﬁe formal English_and claims. that
While‘he understands why school assignments'are given, he does not enjoy
them. He beliéves that he does a better job when he gets to picw‘his\
"own topics" énd likes writing familiar rather than formal essays.
Arthur feels that s;ﬁe teachers 1&Fe his writing because it is "very
creative and original" while others don't like it because it does not
have "enough detail" and the thoughts "gstray". Arthur puts more effort
into échool writing for grades. Karen‘thinks she writes a lot of“eésays.
in school. She believes, however; that school writing absignments
should be more "creative" and deéi with "things that habpened" to
students. She doesn't like a time limit but would rather go home»and
write on her own time and aﬁ herkown rate. |

AL home, Arthur writes on the floor and 'is comfortable anywhere
in the house. He appreciates a coke to drink when writing. He psdally

attends to a school writing assignment two days before it is due. He

Jots down a few ideas but does not do a lot of planning. Usually he
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Just writes a rough draft and checks it over for words that don't look
right. He then rewrites the composition. Arthur usually feels "relieved"
zheg he hés‘%ompleted the assignment but is not always satisfied with it.
"I think I should have done a better job." Arthur feels best when his
" writing "comes from the,geart".

At home, Kadgi ;refers to write at a desk in her bedroom. She
prefers to write in the evening ‘and 1likes a dark room 1f2 only by a
lamp. She usually gets an idea, thinks about it and then plans the
whoie composition in her head. Karen usqally writes one draft and then
revises it. Revision activitiés usually centre on proofreading for
spelling errors and making certain that the "grammar is correct". If
Karen feels good about a‘composition, she will show it to her parents.
School-related-wriﬁing assignments are usually left until the "last

possible minute". She doesn't turn essays in.which she does not feel

good about.

Summary. Although Karen sees writing as an important means of
expressing oneself and as an aid to sﬁudying, Arthur believes that
speaking does a more éffective Job. Both Karen and Arthur believe that
Bchool writing assignments should focus on things that happen to students.
Neither like formal essay assignments. While Arthur is comfortable
writihg on the floor anywhere in the house, Karen prefers to writg\gt
a desk in her bedroom. Karen spends pime planning a whole compositi§q
in her head while Arthur jots down a few ideas quickly and then writeé.
Both write a rough draft and a reviéed draft. Revision for both students

is usually concerned with proofreading activities.
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No Dominance (ND).r Richard and Kathleen. Richard reported that he does

not believe that writing(is important--"you could sa& what you mean and
this means more". Nevertheless, Richard writes "lots of letters" as :
does ‘his family. §ichérﬁ's friends don't write outside of school.
Kathleen, on thé other hand, believes that writing allows a person to
express wnat shé'wants'to say and how she feels. Kathleen writes a
theatre review out of school for a newspaper dnd a script for a cable
television production ("Entertainment‘This Week"). She feels these -
have been good experifpces and she is prond of her”“accomplishments.
Her brother writes'essafs in university but other members of her family
do not write. Kathleen has girl friends who write poetry but she feels

v ~ .
that she "can't get the words to sound righi".

Richard believes that school writing assig?ments are ‘different
from out—of—séhool writing in tnat you have to "be more complex, look
for spelling errors, and the way you write ideas" and you,usually cannot
express your feelings. He sees these school assignments as being "all
for marks" and "not helping" him. There is usually "too much writing,
too fast" in school. Richard thinks that he writes slowly. &(athleen
worries about grades when doing school writing assignments. Spe thinks
" school writing is "good" in that it "prepares students for whét is to «
come" {e.g. university essays) but she does not like the time limits
put on these assignments nor does she like‘thé’assigning of a specific
topic for writing compositions. Kathleen feels she writes best "without
a time 1imit" and when she can "do her own thing".

wnen Richard writes at home, he does so in his pedroom at night
when he can relax and "tell what happened during the day". He prefers

ha

N
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quiet and lots of light. Richard needs something smooth to write on.

R

He usually writes at a table or sometimes on the bed. Richard feels

th;t he must compose righ% away. He usually has a general plan in his

mind and for school assignments will write two to three drafts: one

a "scribble-scratch" draft, 5he not as messy anq“ibh;er, and then a

good copy. It takes him about an hour and a half to write an assignment

with which he is satisfied. Richard rereads for anythiné "that doesn't

'go with the rest of the composition". He has turnéd in assignments

which he has not been satisfied. These he has rushed through and notes
1

that they weren't h}s owWn thinking.

When writing at home, Kathleen prefers to write at the kitchen
table (even though'she has a desk) with others present in the house.
These other people must be quiet, however. She feels that she writes
best when she is in the mood to write. It doesn't matter if it 1s day
or night. Kathleen usually thinks first until an idea comes (usually
this takes twenty minutes). Once she has the idea, everythingl"falls
into place”--an introduction, body, and conclusion. She may write a
briéffheading outline and th%n hef rough draft. Tq1s usually doesn't
take,longer than ten miiﬁges. " After Kathleen has completed her rough
d%aft, she rewrites it checking for spelling and punctuation. She
always hands in something “good"‘an if she can, puts her fqelings in

her composition. She is "proud of it"; "if not, it's a mock". Kathleen

notes that her writing "tends to be melodramatic".
* »

Summary. Although Kathleen believes that writing is important
in‘that it allows a person to express what he feels and wants to say,

Richard believes that speaRing is a better means of achie;Lng this end.

3
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Richard writes "lots of letters" while'Kathleen writes rev%ews and a TV =
script. BothkRiéhard and Kathleen bﬁ!ieve that school assignments
should alloﬁ students to choose their own topics and should not have
time limits. Ag yome, Richard usually Qrites a£ a desk in his bedroom
while Kathleen prefers to write at the kitchen,tégig. Both prefer
quiet. While Richard writes two'to three drafts; Kathleen writes two--

N

a rough and a final. Richard revise@ for unity while Kathleen focuses

on spelling and punctuation.

-~

Suﬁmary of Students' Writing Perceptions and Preferences. The students

selected for the case studies placed different degrees of importance
=7 .
on the writing act. Few peculiar but common perceptions and preferences

for a given cognitive category were noted, however. With the exception
of A;thur (CR) and Richard (ND) all students saw writing as important.
Ron (CS) and Tracy (AR) saw it as a means to get a point across and as
being useful when on a job. Kathy (AS), Karen (CR), and Kathlgsn (ND)
saw it as an important way to express feelings whi{e Laurie (CS) saw

it as a means to communicate something she could not say orally.

James (AS) and Kathy (AS) both saw writing as a form of entertainment,
as a way of giving pleasure to the writer and the reader. Fiona (AR)
saw it as a means for'beflecting on personal experience while k;ren (CR)
saw it as an aid to studying. Both Arthur (CR) and Richard (ND)
believed that speaking was a better way of communicating what one thinks
and feels.

A1l students saw school-based asgsignments as necessary but—

noted that they were usually not allowed to choose their own'topics

. and write about things which interest them. Most found the time limits
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\\imp;sed by teachers insufficient. When given a w%iting asaignmeqp,
; p

Ron {CS), James @ﬂé), Kathy (AS), Tracy (AR), Fiona (AR), Arﬁhur (CR),

éaren (CR) and Kathleen (ND) usually wrote a rough dfaft of their

compositions and then a final draft. Laurie (CS) and Richard (ND) noted

that :hh(%:;oﬁe two or three rough drafps before writing their final

draft. Ron (éSi, Tracy (AR), and Kathleen (ND) spend time reflecting

on a topic befor; writing while Karen (CR) plans the composi%}on in her

head before writing .the rough draft. Laurie (GS) and Kathy (AS) make

an outiine. Arthur (CR) and Fiona (AR) jot doiv - ideas as the; come

and then write a rough draft. All students except Richard (§ND), focgsed

on looking for mechanical and grammatical errors during tﬁe revision

: -
process. Richard noted that, in addition, he is concerned with the

ideas relatiﬁg'to one main idea. '

Most students stated that they writg comfortably outside of
the school setting sitting at‘a desk or table in thg&r bedrooms in the

[

evenihg with no distractions or interruptions. Laufie (C3S) and Kathleen
(ND) noted that they prgfer writing at the dining table or kitchen table
while Kathy (AS) and Fiona‘(AR)"brefer £o sit on thq{? beds. Arthur
(CR) prefers to complete his writing while lying on the floor. Kathy
(AS) noted that she writes best in the morning or a%gg;gqon while
Kathleen (ND) noted that she is comfortable writfag day or night.
Tracy (AR) and Kﬁphleen.(ND)Aprefer having oﬁhers present when they
write.

Although Ron (CS), Ar£hur (CR), and Richard (ND) write letters,
most of the male étudenté in the sample claimed that they do not write

outside the academic setting. With the exception of Laurie (CS), all

the female students in this sample indicated that they write for
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"éérsosal and academic-reasons. Kathy (AS) writes letters, poetry, and
. e . \ . A

anesdotes; Kathleen (ND) writes reviews for a newspaper and a script
for T.V. )Tf ) .
& o AN
\ r PO
Students' Own Accounts of Hritigg the Compositions For This Study
) R )
£ach student wrote, in addition to four teacher-assigned writing

tasks for this'study, two additional compositions for the researcher.

The first cosposition, Assignment A, was a personal account of an
.activity, reflection, observation, reaction, or memory that was impor-
tant, interessing and vivid to him, Qas in the reflexive mode and was
completed at home. Upon returniﬁg the drafts of Assignment A to| the
researcher, each student was interviewed. Brozick's "Guideiine estions
for Composing" (1976) were used by the researcher o conduct the inter-
view andAéq]audiotape was made of eath student's responses. The second
composition, Assignment B, was a short explanatory cssay or given
topic inm~the extensive mede and was written at schpol in the presence

of the-researcher and a vidco-tape ca: .. Immediately foliowing the
comsletion of Assignment B, the- students each responded to the questions.
found in Glassner's "Csmposing Process Interview" (1980). They each
recorded their responses on audiotape. This section summarizes the
students' ohn_accounts-of how they wsote Assignmehts,f and Bég?FinaIA

_ copies of ‘each of their assignments are found in Appendix I.

-

Concrete-Sequential (CS): Ron and Laurie. Assignment A: Personal

autobiographical account in reflexive mode. When Ron completed
Assignment A, he thought through the topics given and reviewed what had

happened during the previous-week. He took some time to determine
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a "unique experience" which'was "worth, shaging". Once he h;d deé;ded
‘on‘an ihcident, a fight at a daﬁbe,'he‘thbught the incident through
"mére or less" in his head.ahd‘after ten minutes of'thinking,“;rote
his'first draft.'giltﬁough he felt‘that he could have written more -
aboutythe topic, he stgpped with a concluding statement, "This gohld,

has no need....", because he thought that his composition "would hdve

dragged on" beyond this point. When revising, he reported making minor .

changes to a couple of words. Aithough Ron "wrote it the night before"
. . ' -
and felt that the composition needed "some improvement", he concluded
that the piece "sticks to the point" and that-he was "genérally pleased"
Swith it. | o |
When Laurie completed A;signment A, she "thought for a long
time" (i.e. four days) about what she was going to wiite. She felt
that it must be "interesting and important™" to her. Shetthought about
different things that had happened to her, different places she had
beemy. and then decided to wfite about how she idolized her sisters and
finélly realized théy were nop perfect. Laurie wrote no outline for
this writing tasy becagse‘sée "knew how to organize it". She had
thought "it out" before she.began to write and found it easy to begin
her rough draft. She knew she wés finished when she had "no more things
to say": "I;d kinda gone through the things I felt" -and "finished“
talking gfzuﬁ things I’quted to say". Laurie reread the composition
and changed phrases ("I didn't iike the way it soﬁnded") and words
("It didn't fit in"). Although Laurie's composition was very brief

- and she felt that she could have explained more, she was satisfied with

the composition: "It is...Jjust the way I felt. I put down what I
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felt " Laurie stressed that she was "honest" adﬁ had said whlt she

. } .
"wanted to say". R—— P : \

[ i .

-

2]

Assignment B: < Explanatory essay in extensive mode. Ronwfelt comfortable -

during the writing of Assignment B, which was written in. the presence
of the researcher and video-recorded, although he noted that he would
have had something to listen to (e‘g. a radio) in his usual writing

' situation. He read over all the topics and~chose "How to Study‘for"
Finals" because .he had the most information on this topic, it ingzre ed
him, and he felt he could- "make points about it“ 'Bon.would'not
normally have chosen this topic but he felt it was the best of the

. topics given and a "lot of peopie'don't’have good study techniques".
Having chosen the topic, he thought‘aboutlthe major points he couid
include and how to arrange them. once,he had the main.ideas and rough
plans in his‘mind he started to write. Ron found that4khe first
paragraph was the most difficult to. write because he wanted to interest
the reader. As he wrote, .an idea would come into his head and he used
it in the next sentence. Although he adhered closely to the original
plans, changes occurred whilzrhe was writing (e.g. "I thought about
another word I could use..."). Ron stopped writing when he thought

'vhis composition was complete°‘ "I wanted to keep to the basics"
Even ‘though he thought about the dstudying atmosphere" (e. g the light
and temperature) Ron felt that it. did not apply to everyone and would
result in- "too mdch detail" if he included it in his composition.: Hen )

<

"didn't want to get too lengthy...too long "

Ron reread the whole composition and made minor changes at the

f



lexical level as well as one syntactic 'change. He then reread the
paper through without stopping because he "didn't find any mistakes".
He felt satisfied with the composition and noted that he feft the
second half of the secord paragraph flowedrnaturally and smoothly.

He had not missed &ny major points. There were no surprises in the

paper and he "didn't discover anything new". 1In his compositio;ﬂ;‘e
described his "general way of studying".
Laurie felt comfortable and natural ("I sat the way I usually

¥
do") during the writing of Assignment B. She noted that she usually

. had a record or a radio playing, mbre people around her, a;d'no one
in authority watching her. After surveying the topics™and thinking
about what she could say about the topics given, she started to write
about winning friends and influencing people but abandoned this ;opic
when she realized she "couldn't work two ideas into one essay". She
then started writing on how a good:teacher teaches. Laurie "felt:
strongly" about this topic because she planned on becoming a high
school teacher and felp.that the ideas she would write about were
important because shé "hopefully QQGi;—Z; these things". (It "under-
lies what I have been thinking.") Laurie thought about teachers she
knew and jotted down a few pointsr(main ideas) in outline form. (She
thought about writing: the composition for her best friends.)

Laurie found it easy tolbegin her composition because she
"had most of the ideas in mind before (she) started writing". As she
went along the words came to her. The composition was easy to write

because "these are things I felt". Laurie stopped writing because

she "couldn't think of anything more". Laurie wrote a second draft

ki
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in which she "changed from a formal style to informal (as if speaking
to a person)". She added a new sentence: "(S)he should lisfen without
interrupting, to a student's answer". Laurie then wrote her final
draft. Afterwards she reread the piece twice--once straight through
for the "sound of it" and then a second time. (Laurie thought that

the teacher she described would be a teacher éhe would like.) Nothing
surprised her during the wrf;ing: "What I wrote ébout I thought about

for a long time". She was "pleased to be able to say what I felt and

thought".

“o

Summary. Both Ron and Laurie felt comfortable writiﬁg the
b
two compositions although they both noted that they would have been
more comfortable if there had been something to "listen to" (e.g. a
radio) as they wrote the second assignment. They both wrote about
topics with which they were familiar: an incident at a dance and
studying for final examinations; idolizing older sisters and how a
good teacher teaches. Specific to CS style traits, both thought about
"how to organizé" their compositions and both were concerned about
brevity--"not too.ﬁuch detail"~-and sticking to the point. They were

both satisfied with their compositions. Laurie showed more concern

for "how she felt" than Ron.

Abstract-Sequential (AS): James and Kathy. Assignment A: Personal

autobiographical account in reflexive mode. Unfortunap;ly, the section

on the aﬁdio—tape recorded by James .after he had completed Assignment A,
("My Elementary Years"), was accidently erased. Therefore, comments

and comparisons cannot be made using this specific data from James'
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accounts of writing Assignment A.

When Kathy completed Assignment A, she thought about the
assignment for a few days. When she was writing a biology assignment,
the ideas of writing about her sea cadet experience in British Columbia
from a éast summer came to her. She outlined the key points in list
form on a chocolate bar wrapper. Later, using her outline, Kathy found
it easy to begin and to :'rite her composition. After she had written
it, Kathy wrote two rough drafts before the final one. She crossed

NS -
out words and sentences and inserted words in her rough drafts, then
prepared the final copy. She read the final copy "one or two times"
to see if it "sounded appropriate". Kathy felt thaf she had said what
she wanted to say. "She was pleased with her description and thought
that the reader could "feel" that he was "there". She was not certain

what was expected or what the researcher would think of the composition,

but thought a teacher would be satisfied.

Assignment B: Explanatory essay in extensive mode. Although James

was not "used to these kinds of things" (i.e. videotape camera), he
felt "relatively" comfortable writing Assignment B. The table and
chair felt natural, there was sufficient lighting, and nothing
interferred with his thinking (i.e. there were no distractions).
Because James hadn't@ealt with the other topics suggested (e.g. he
hadn't gone skiing); he chose the topic "how to study for final
examinations". After twelve years of schooling, having thought about
June finals, and having completed a test the day before the writing
session, he felt that he knew what he was going to say and that it

was an easy topic to write about. He planned his composition by writing
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down some main ideas about studying. Once he had five Sr six good ideas,
he felt he was ready to write. Although he didn't know exactly what to
write, the general ideas were sorted put and clear in his mind and the
words came easily. As he went along, new ideas came to mind. James
stopped writing when he had said "all I had to say". During the
drafting, James reread up to where he was and made any changes "straight
away". He made spelling chgg§gs and reworded a sentence. James left
out some sentences as he wrote his final draft. Not?i:g surprised him
as he wrote. He felt the 1deés "related to each other". James found
the composition easy to write because he knew what he wanted ‘to say.
James felt that he "wrote quite Well".

When Kathy completed Assignment B, she felt a little nervous
and under pressure with the time limit, but the table, quiet atmosphere
and pen were natural and comfortable. Shg noted that there were not
the familiar objects of home around her. Kathy initially felt that
she couldn't write about anything but finally chose "how a good teacher
teaches..." because "I see the topic in my classes everyday". (Kathy
was concerned that everyone's opinion on this topic is different.)
Kathy thought about different points she could discuss about the topic
and the order she could put these in. She thought about writing to her
best friend (because she was easy to talk to) and about what could go
in each paragraph (including her own opinion).

Kathy "just started right in..." writing. She started with
"] think a good teacher...starts a class" because this is where a
(Eeacher starts. She tried to get all her ideas down quickly so she

wouldn't forget. The words flowed naturally and she didn't find it
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overly difficult to write the composition. It came out as if she
were speaking. Kathy ended her composition when she felt she had
completed the "chronological order". She felt that she had stuck
closely to her original plan. She reyised her rough draft by making

.

changes in the word order and punctuation as well as grammatical
€
changes. She substituted certa;n words for others because the sub-
stitutes sounded better and she did not want to "overgse“ words.
\Kathy then reread the entire composition. She was satisfied with the
assignment and her completion of the writing within the time limit.
She was surprised to discover that she knew what she wanted to say
and that the "words flowed naturally". She liked the idéa she had

included about the teacher establishing a friendly atmosphere.

A

Summary. Both James aﬁa Kathy felt comfortable writing
Assignment B--the table, chair and quiet atﬁosphere wére éppropriate
for them. Both Qrote about .topics which were very familiar: Assignment
A - "My Elementary Years" and a sea cade£ experience; Assignment B -
"How to Study for Final Examinations™ and "How a Good TeachgrfTeaches".
Although James spent time jotting down ideas when writing,ﬁshignment B,
both studenfs/found that the ideas for their composi;idﬁg sorted them-
selves out as they wrote and resulted in a naturql{”&ogical sequeﬁce.
These latter two aspects of their writing appeg;éa‘specific to the A4S
category. Again, like the other students,_pdgh students were satisfied

with their two compositions. Kathy was:mbre concerned with her

"audience" than James. -
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Abstract-Random (AR): Tracy and Fiona. Assignment A: Personal

autobiographical account in reflexive mode. When Tracy completed

Assignment A, he thought about it all week. On Friday, something
important in his life happened and he decided to write about it--a
break-up with his girl friend jgst before he had to write a test. He
érganizeq the ideas in his head and then began writing. ﬁe fouﬁd it
easy to begin his composition because he was writing about something
that had happened to him. Tracy wrote a rough d;aft and then decided |

N

that the "sentences weren't altogether" and that he had written "too \\\\
much about the test". He then changéd these ideas as he wrote his "j
final draft. Although he felt that he could have "written more", he
"didn't want to go deeper" .into 3he break-up. "I said the main points.
Tracy was satisfied with the coonSition aﬁd'thought he had done "a
pretty good job" and that the pagér was "interesting". He saw his
sentence structlire as a possible weakness and wasn't certain that he
would get a»good mark from an English teacher.

\

When Fiona completed Assignment\A, she thought about the
topics given for "about":anchour.. She:then made a:point.outlinefahd'
began to write the composition: Beginning the composition was thé ST
hardest part. She wanted to make it interesting.- As a result, it
took her fifteen minutes before she put down/the first sentence.
Writingvabout her bedroom, Fiona made only one draft (as she usually
does) and it was the finalvcopy.‘ Rereading ptoduced no changes. She

saw the ending, her "leaving the room", as a natural place to close

her composition and félt that she had captured everything she wanted

tor-'"said all I wanted‘tilsay". ' K

B3

Ea
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Fiona thought that her composition was %ﬁteresting and noted

that it was "all from personal opinion". 8he pointed out that a

teacher may see it as being too short but she was satisfied. "I

~ \

enjoyed writing about LE?} ‘ (

P

_— ‘
-Assignment B: Explanatory essay in extensive mode. Tracy was a

"little nervous" before he began writing Assignment B. He was
thinking of the time and his badminton practice after the session.

He felt ,comfortable, nevertheless, in the setting and his position

oo
at FQA table felt natural. He chose "how to play badminton" as his

i

topit for the composition because he thought that he "knew the subject
best". Tracy thought that the topic was "a good one" and he felt that
heAhad "lots to wrige". He thought of himself és;a "teacher talking
to students who were just playing around and needed to be given some
basics"y ‘hé then thought about the basics which he had been taught
and had found useful. It didn't take him long to start writing and
the "ideas just came". ' Tracy wrote out what he thought were tﬂe basic
skills, read over his Qraft, changed a few ideas (e.g. "touch your

: /
opponents") and crossed out others (e.g. '"return of service is not
really a basic"), then rewrote his composition. Tracy felt that he
could have Qritten more but he didn't have time and it would have
taken too long to discuss the other ideas he might have included. He
found that the composition was easy to begin because he knew what he
was going to say and ip was smooth until he reached the point where

he discussed the "basic shots". Tracy had to stop and think a while

about "the serve" because he was not certain how it actually was

executed.
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- Fiona had a cold when she wrote Assignment B. She was not

comfortable in the hard chair and found the room cool. She was "not
I

N

sure what to expect” and "didn't care for any‘éf the topics". However,
Fiona said that she was "feeling better" that day and took the sténce
that one tdpic, "how to win friend;", was important because "you h%ve
to take it into considebation when you do anything\(e.g. a job)m,

She then wrote an outline of the maig points she was going to make and
* began to write her composition. She found the beginning hardest
because she wanted to gake 1t.interest1ng to her reader (i.e. the
researchier). She decided to start with a discussion of "speech
paﬁterns". Fiona stuck to her original plaﬁs and wrote the rest of
her éomposition. She ended when she.felt that she had éaid all she
wanted and when she was "bored with the topic". Fiona was surpr;sed
that she talked about hep own feelings—-"needing a friend to help a
person out"--in the composition. She reread each pafagraph as it

was written and then reread the entire composition after.ghe had
finished writing it. Although she said "I know that's not the right

way", Fiona did not make any major changes other than crossing out

a repeated phrase.

Fiona felt that the compositi;a flowed well and that she had
said what she wanted to say but she thought that she hadn't done

"too goéd a8 Job" and was "not really happy with it",” She felt that
she did not have much time to think about the topic and would have .
done a better job if she could have written about sbméthing she wanted

to write.

‘ \
N | .
Summary. Specific to their AR style category, both Tracy and
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Fiona were concerned that their compositions be interesting to the
reader. They both(selected"topics which they thought they knew some-
thing about--a break-up with g\girl friend and a comment on the
significanc% of a bedroom; playing badminton and winning friends.

Tracy thought about his topics and then wrote a rough draft and then a
final draft for each assignment; Fiona wrote a "point" cutline and then
one draft for each assignment. Both stopped writing when they saw a
"natural" stopping point. Even though Fiona had a cold, didn't like
the topics for the second assignment, and was not comfortable when she

wrote Assignment A,’both Fiona and Tracy were satisfied with,theA

compositions they wrote. .

Concrete-Random (CR): Arthur and Karen. Assignment A: Personal

autobiographical account in reflexivg mode. When Arthur completed

Assignment A, he tried to find a topic which would result in two pages
% N

of writing and allow him to express himself. Centered about "an

emotion", his feelings about the significance of a trip to the Rocky

Mountains, what to write about in his composition "just came" to

P
S

Arthur. He did not use an outline or organize in his head but wrote

until the ideas were "just not coming'". He found only the introduction

difficult because he Adidn't want to say too much in the first para-

graph". He reread his draft, deleted a couple of sentences aﬁd

changed some words’and phrases in an attempt to write "better English".
Writing about the significance of the Rocky Mountains, . Arthur

felt that his composition's strength lay in the fact that it Qas his

"own composition": "It was almost my life”. He felt that the subject
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was, however, too broad and saw the fact that it "deals only with
myself" as a possible weakness. Even though Arthur felt that he had
. worked hard on the assignment, he would not hand it in to an English
teacher because it was "too colloquial™,

When Karen completed Assignment A, she thought about what topic
she would choose, read the assignment "over 15-20 times", and made
five different starts on five different topies. She finally.chose to
write about an incident from a recent exchange tour in Germany and
the feelings she had about the experience. She had never written on
this before and thought that it might be interesting to see what would
hanpen. Organizing in her head, she first decided how to end the
composition. Karen said that she always s;nsiders this first. She
usually tries to write something to think about or surpriee the
reader. After that she starts writing and thoughts Juet come. In
this composition, she worked towards the last lines in approximately
fifteen minutes and was satisfied with the composition that resulted.
She felt that she had "captured everything" (including her feelings)
that she wanted to capture. She revised the rough copy by changing
a few words and the last sentence. Karen then wrote the final copy.
Karen was pleased with the strong description and although "some

sentences were too simple", she felt a teacher would like her composi-

tion.

Assignment B: Explanatory essay in extensive mode. When given

Assignment B, Arthur felt pressured by the time limit, concerned

©

about writing on a given topic, and worried about his spelling. He
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also noted that he usually did not write at a desk (but on a soft,
warm floor) and usually he had music playing in the backgr%und. After
reviewing the topics given and rejecting each for various reasons
(e.g. sports--too lengthy; technology-~didn't have enough knowledge),
Arthur settled on the topic of "winning frieﬁds". It was the only
topic he "could relate to without going into too much detail™ and
he had "read many other compositions" dnrthis topic. He thought
about the headings f;r the composition--"the most important aspects
of topic"-—theﬁ of a couple 6? "examples or justifications"'for
each aspect; . It was easy to begin writing because he had sométhing
in mind to say‘but he found it "hard to elaborate ‘on". After writing
his first draft, he decided.that the order which he wanted wasn't
there, so he changed his organization. He also "added new words or
changed ideas of some sentenceé?. He was not certain of a couple
of spellings. He was "relieved" when the composition-wasidone but
"proud” that he could do it. He en joyed thinking'of an original
title. - 2y
\

Arthur noted that he didn't realize that he could write two
pages on the subject and was pleased with the smoothness-of the
summary. He was surprised to discover the idea 6f a "trﬁe relationship
involves two people. 7
Karen felt pleased with r;:\bompésition she produced for

Assignment. B because she knew what she was writing.about. She was,
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however, uncomfortable writing it becahse she usually writes at home

in a closed room without anyo%e watching her. She took some time
deciding which topic to write about but once she had ﬁhought about
"how she studied" and bealized éhe had to study for upcoming examinétions,
she found éhe assignment easy and‘straight forward. Ka:en planned
which ideas she might include, decided on which ideas were more

~ important, and then planned the beginning and ending of each paragraph.
Thinking about helping people who don't have a good study method, the
words for her composition came easily as she atarted to write. Karen'§
beginning discussed the "dreaded task" (é title whiéh pleased ‘her) and
she felt good about this because it was truthful. She left‘Qgt an

idéa she had about lighting because she felt it'woulqn't apply ﬁo all
readers and she was surprised by the cbmments she ma&e on knowing the
notes whicﬁ a student makes and}tﬁen being able t§ look forward to
examinétions.l Karen ended her composi?ion_when she felt that ﬁhe had
included all the important information ané had a good ending sgntehce
for her last paragraph.and, thérefore; for her essay. She reread

the composition often and checked for "spelling, grammar,,and aﬁkward
sentences!.” She made changes to whole sentences, added 1nformation

to a ;entence,‘and removed "needless rebetition"-(i.e. she felt she
used "room" and "say" too often). =
Although Karen "felt relieved" that the coﬁposition‘was

~ finished, she felf that she had done a reasonable job and that her

essay was "well composed".

Summary . " Both Arthur and Karen felt comfortable in the setting

where they wrote Assignment B. Both chose topics they felt they knew
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\something about and could express their "feelings"™ in a "“truthful"

manner. The latter traitiand the delight they both took in the titles
théy created for Assignment B--"A Friend Indeed" and "TQﬁxDreaded Task
That Must Be Done'"--were unique to CR students. Once A;;hur and Karen
had the idea in fheir head; they found it easy to write their composi-
tions; Both felt "relieved" after they had completed‘their two drafts

o \
but were also pleased that they had done a "reasonable” job.

-

No Dominance (ND): Richard and Kathleen. Assigrment A: Personal

auﬁobiqgraphical account in reflexive'mode. In éomplgting Assignmént A,
Richafd thoughtvaboufjah incident which inQolved a serious véhicle
accident‘and plahned it out 1n his mind. This took him about half an
ﬁour. Eecause he had gone through the'éomposition before in his mind,
Richard found it easy to begin and wrote down all that hé had thought
about it. He réread, correcting a few words and inserting a few words.
He could have written'"a bit more" because he could not "actually
explain" and "capture‘everything" abouﬁ the accident. “He was very
pleased with the composition, however, Because he had "always wanted
to put/}t (i.e. the accident) down but had never done sd;--ﬁl'll never
forget it".  Richard saw no weakneésses in the composition.-
Before"Kathieen completed Assignment A, she "thought about
the topiéé%qr a whole class period in English". Sitting at home,
she "got a thought, érabbed paper and began writing" gbout her grand-
mother's death. She.thought it through in her mind.j She found it

difficult to begin writing her composition because she didn't know

how to start or if the words would come. She decided that she had to
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te}l what happened before the "treumatic experience"_in erdem to,give-
the reader an idea of the "closeness" between her and her gn:ndmdthe;5
Kathleen made an outline. In thirty minutes she had compléted her
draft, reread it, and changed the werds and sentences that did not
"sound right". She was pleased that she had "captured everything" and
"explained it". She was satisfied that she had expressed her feelings.

&

Her mother read the composition and "almost started to cry...."

Kathleen concluded that she "knew what she was going‘to say" and that

it was "meaningful" to her.

Assignment B: Explanatory -essay in extensive'mbdeQ ‘Richard wa

nervous when he began writing Assignment B. Although fhe table nd

the position he was sitting in were natural and comfortable he found *

the room cool and noted that he usually'writeS'alone. After reading

the assignment over, he felt that "these eren't'the,right»ﬁopics‘

: forume"("I don't know how to ski,"” "I haven't had a godd teacher“

but "I have to ehoose-one"i. Because Richard had to study for‘u

examinations soon and beeause he had "a fniend.wno had trbuble"'. )
studying, he decided to try to-eXplaindhow to study for examinations. .
Richard began by making a mental plan in his head.‘\He beganﬂﬁitﬁ "The-. ,

way I study...." because that was "the way I _usually begin" Because

he had “studied for many finals before, pe knew what words to write.' '
The, writing was smooth until the end. _He felt that he had said |
"everything I had té'say" but had to think of a conclusion. Richard :

.then'reread his draft, scratching out unimportant words,jadding nen"

words, and removing "things" he felt were not necessary. He then "reread

the whole piece". Richard was "glad to be finished" but "felt good
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after”. His writing resulted in no surprises or discoveries. "It
was the same procedure I use all the time™.

Kathléen was uncomfortable writing Assignment B because she
"didn't feel like writing anything", the "topics were not appealing",
and the room was "rather warm" and "quiet". She found the position |
at the table similar to her writing position at home but felt under
pressure by the time limit. Although it took Kathleen a "couple of
tries" before she could write on studying for exams and express what
she wanted, she finally began her composition. Thinking of a "person
comiqg out of elementaryﬁgchool“ who wouldn't know how to stuly for
final examinations, she tried to visualize»in her mind how much she

,/"

would put down on paper and what she ¢ u1d<;2y. Although Kathleen

- e
said she never outlines in her min&l :az/aid so with this assignment

and then began writing down what she thinking. She planned a
comparison between studying for social studies and bioclogy which

require more memorizing and studying for chemistry, pﬁysics, algebra

and geometry-trigonometry which involv§§§gi§ulations. Sticking

"fairly closely" to her original plan, shé wrote her rough draft. After
“she had written a section, she reread it to keep the ideas fresh in

her mind and to avoid repetition. Kathleen ended when she felt she

was running out of ideas--"things to say". ("I didn't want to become
wordy and repetitious.") Kathleen reread the composition two or three
times more to make certain that it "sounded o.k." and to "check her
spelling, punctuation, etc.". Nothing surprised her in her composition.

She felt that the ideas were "basic kno leagg\that evg@yone should

know". She was satisfied with her compogition.

/

4



Summary. As ND students, Richard and Kathleen both chose
incidents for Assignment A which were very close to thsm, Ttraumatic",
and vivid in their minds: a vehicle accident involving friends and a
grandmother's death. Although Richard felt that he did not "capture"
and "explain" everything, Kathleen felt she had. Richard found it easy
to begin writing; Kathleen found it difficult. Both were uncomfortable’
writing Assignment B. éoth chose the same topic, studying for final
examinations, and thought of a specific audience to write for. They
concluded when they felt they had said evgrything they wanted to say..
Richard and Kathleen reread and made chaﬁées to ideas and to the
mechanics of their papers. Both were satisfied with the results but

not excited about the task they had completed.

Summary of Students' Own Accounts of Writing The Compositions For

This Study. All students confirmed their preference for familiar,
personal topics which they knew something about and all students
expressed satisfaction with what they had written for both assfgnments.
Only students, however, with a CS and AS dominant profile found the |
setting and time limitations for writing Assignmenf B comfortable.

More important, students with different styles were concerned with
different aspects of the composipg procesé. Ron and Laurie (CS) both
thought about organization and were concerned with brevity. James

and Kathy (AS) both noted that the ideas sorted themselves out as

they wrote and they were pleased with the natural, logical sequenéé.
Both Tracy and Fiona (AR) were concerned that their compositions should

be interesting to the reader while Arther and Karen (CR) were concerned

that they could express their "feelings" in a "truthful manner" and
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took delight in their titles. Finally, both Richard and Kathleen (ND)
noted that they were pleased to be able to write about an incident

which was very close to them and at the same time "traumatic".

<

Observations of Students' Composing Processes

While writing Assignment B, an explanatory essay in the
extensivé mode with a set time limit of one hour, the students were
observed and their behaviors were noted by the researcher using Pianké's
"Outline of Observable Behavior During Composing" (1977) as a guide.
Simultaneously, a videotape recording was made of zhé session.

Tables 10 through 12 sdmmarize the composing behaviors observed by

the researcher and confirmed by the videotape recording. The overt
behaviors of the students observed by the researcher are listed in
order of time spent. During the actual writing process, for éxample,
pauses were made by the students to reflect, reread the text, cross-
out, add; substitute, reorder, and make changes to mechanical aspects
of the composition including spelling and punctuation. In addition,
other behaviors such as glancing at a clock and twirling a pen were
observed. With the help of a stop watch and the "Qutline of Observable
ﬁehavior During Composing™ (Pianko, 1977), notes were made by the
researcher. These notes were then checked against the videotape which
was made of the student writing,‘transposed into summary charts which

identified the number of times each behavior was observed, and then

summarized in Tables 10, 11, and 12.



Table 10

Observed Prewriting Behaviors

Employed by the Ten Students

13

Student Cs AS AR CR ND
Male: Ron James Tracy Arthur Richard
Read Read Read Read Read
Assignment | Assignment Assignment Assignment | Assignment
Reflection | Reread Y
Assignment '
Time: 2:00 0:51 0:55 0:44 1:05
Female: Laurie Kathy Fiona Karen Kathleen
Read Read Read Read Read
Assignment | Assignment Assignment | Assignment Assignment
Made an Reflection | Made and
outline reorganized
an outline
Reflection
1:15 2:12 6:40 1:06 0:56

Time:




Table 11

Observed Drafting Behaviors Employed
By the Ten Students

114

Ccs AS AR CR ND

Fn Jaes Tracy Ather HMoard
Writing Witing Writing Witing Witing
Reflection Reread text Reread text Reread text Reread text
Reread text Cross-at (delete) Reflection Reflection Reflaction
Qoss-cut (delete) | Substitutions Insertions Cross-aut (delete) | Cross-out (delete)
Substi tutions Insertions Cross-aut (delete) Substitutions Substitutions
Other behaviors Other behaviors Substitutions " Mditions Othar behaviors
a) twirl pen a) glaroed at Reread assign- Re-order a) straighten
b) clear throat researcher ot Other behaviors glasses
¢) scratch b) =sigh Other behavigrs a) resting head b) checked watch
shaulder ¢) gaze at a) stretch leg on palm ¢) scribbled to
| blackboard b) acratch neck, b) tap pencil gt pen flowing

arm, eyebrow c) squere off . :
¢) check clock . area on paper

d) dresws dlagrem d) chack time

e) quastion re

spelling of

"recquet”

18:19 21:5 B3 31:17 2:13
Draft #1: Writing Witing Witing Witing
“Writing Reflection Reread text Reread taxt Reread assign-
Rereed text Beread text Reflection Reflection ot
Cross-out (delete) | Cross-aut (delete) | Check atline Substitutions Reread text
Draft #2: Substitutions Cross-aut. (delete) Cross-aut (delete) Reflsction
Witing Insertions Other betaviors “Mditions Cross-aut (delete)
Reread text Other behmvicrs 8) rest head ;- Reread a=sign- Substi tutions
- Raflection a) bead down on palm of hand " ment ) Mditions
Reread gssign- am . ‘ b) scratch neck Other betmviors Spelling changes
pent b) tapping ¢) mifYle a) rest head on Usage change
Substitutions fingers on desk palm Other behavicrs
Additions - ¢) vocalizations . b) check time 2) flip hair
Deaft #3: d) question of ¢) use pen as a out of way
Substitutions researcher " guide to follow b) writing en
Raread text ("bat I think?™) in rereading every secord
Aditions d) pick edge of line
Read sasign- peper
ot
Oross-cut (delete)

Cenge sentence

structure -
a) changad ;
witing instrument !

b) erwse N
¢) scratch neck
d) bite torgue
e) clear throat
k1:86 0: %R 21:0 28:40




Table 12
.

Observed Revision Behaviors
Employed by the Ten Students

115

Cs AS AR CR XD
Male Ron James Tracy Arthur Richard
Copying Copying Copying Copying Copying
Reread text Reread text Reread text Reread text Reread text
Reflection Insertions Cross-out (delete) | Make changes ‘
Minor Reflection in rough copy
revisions Other behaviors: Other behaviors:
a) checked - 8) stretched '
clock
b) cleared
throat
Time 18:09 23:66 28:46 21:25% 21:00
Female Laurie Kathy Fiona Karen Kathleen
Copying Copying Reread text Copying -Copying
- . Reread text Cross-out (delets) | Reread text Reread text
Other behaviors: | Substitutions Reflection Reflection
8) flexed Reread assignaent | Insertion
fingers Make changes in on top of
‘ rough copy rough
Other behaviors: draft
a) flexed
fingers
b) picked edge
of paper
¢) checked -
clock
Time 10:23 19:55 1:43 23:41 26;13
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The frequency of,aceu#rengé of specific composing behaviors varied as

much from oﬁe’ihqiyiaual to the next as from one style to the next.
Table 13 suéﬁarizes the specific behaviors in addition to the actual
writing observed by the researcher dﬁring the drafting phase of
Assignmeht B--writing an explanatory essay in the extensive mode.
Table 14 indicates that there were not consistent patterns within each
cognitive style éategoryznor were there consistent patterns when the

topics chosen, the writing instrument(s) selected, or the paper used

were examined during and after the completion oszssignment B.

/

Quality of the Compositions

\

Diederich's "Analytic Scale for Assessing Compositions™ (1974)

and Wilkinson, Barnse::;/ganna~and Swan's "Models for the Analysis of ,

s

Writing™ (1981) Arere us€d by the researcher to evaluate the final drafts
submitted by the ten students for Assignment A (a personal autobio;
graphical narrative) and Assignment B (an explanatory essay) as well

as the four writing tasks originally assigned and marked byvthe classroom
teachers.

Scoring Using Diederich's Analytic Scale

Concrete-Sequential (CS) Writers: Ron and Laurie. In Assignment A,

Ron elaboﬁated, showed his self~a§arenesg and reflective ability but
did not transform his recollection of a fight at a dance into a total
imaginative unity. Laurie showed a self-ayareness and some reflective-
ability in her composition about how she idolized her older sisters

but failed to adequately develop the events or assist the reader in
determining their significance. Her composition was devoid of detail

and thus the experience she was trying to communicate was unrealized.
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Both students made use of "adequate" language skills=-longer complex
éentences, some rearrangement of sentence units to stress meaning, an
adequate vocabﬁlary, and an appropriate organization.

For Assignment B both Ron and Laurie wrote a coherent account
of a familiar topic, writing examinations and how a good teacher teaches,
respectively. They both showed an awarenéss of the underlying principles
of composition organization, but did not always support their statements
;ith sufficient detail. Again, the mechanical aspects of their
compositions were adequate.

Teacher-assigned tasks 1-4 revealed patterns similar to
Assignments A and B. Ron used a standard composition approach while
Laurie did not pay careful attention to detail. Ron handled the "How
to..." and personal experience tasks best and was weakest in his
composition responding to visual stimuli. Lgurie, on the other hand,
wrote her best composition in response to the visual stimuli and her
weakest composition in her personal account.

As Table 15 reveals, Ron's writing appears, based on the scores
derived by the researcher using Diederich's "Séale for Assessing

O
Compositions", to be in the average "B" range, while Laurie's writing

appears to be in the low "C" range.

Abstract-Sequential (AS) Writers: James and Kathy. In Assignment A,

L}
James explained his feelings and the events surrounding his elementary

school experiences. He. appears to havésmade several attempts to

heighten the narrative but did not fully transform the experience into

a total imaginative piece. Kathy appears to have attempted to explain
) ¢

her feelings about a particular incident on a ship. Although her



Assessment of Ron and Laurie's (CS) Six Compositions
Using Diederich's Scale for Assessing Compositions

Table 15
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Writing Task Student = o | wl|e %
< (2 ]e SISt
Q c -t o] L - -t x -3
[} LY he) > [} (4] ~—t he) -
sleis|2|215(3|5 |6 :
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Task A: Personal (account Ron B8] T3 (5 |38 (& |& 4 138/500 76
of an activity, r)flectlon,
observation, reaction, or
menory Laurie ¥ 42 |3 13 {3 | § ]27/50 sS4
b
Task B: Explanatory essay Ron 8] 6|3 | % |* |% |8 37/59 74
on a given topic Laurie 6] 613 [3 s |u s | s |3u/5d 68
Task 1: Teacher-assigned Ron ARIAE AN RN ARE 4 |39/59 78
autobiographical narrative Laurie 6] 613 {33 |4 |n 3 32/5C"65
Task 2: Teacher-azssigned Ron 8] 84 |5 |84 {8 ]3 4 139/5G 78
account of a process .
(How to...) Laurie 6] 81313713 |44 3 ]32/5Q 6%
Task 3: Teacher-assigned Ron 6f T3 |3 ]84 )4 3 | 34/59 68
fictional story based on T
a picture Laurie T T3 |8 |3 |k |4 3 135/50 10
R 6 § 14 ] 4 1 35/59 0
Task 4: Teacher-assigned °n 7 3 ol Rt I
persuasive essay Laurie 6| 6(3 {3 }4 Ju 4 3 133/5q 66
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aincident was more focused than Jamgs' composition and was coherent,
she did not manage to communicate the experience in vivid térms_totthe
reader. Both James and Kathy employed adequate langu;ge'skills.
For Assignment B, both James and Kathy wrote coherent
explanations of their topic. Although they both wrote cleérly =
organized explanations, there was not, however, a confident exempli-
fication of each point. Kathy showed a stronger control over her
organization than James. Again, the language skills were adequate.'
Teacher-assigned writing tasks 1-4 showed a tendency on James'
part to glve his impressions and to Juxtapose these with one another
ik g, however, was not always cohesive. Kathy,showed an interest

:ple everyday things and made attempts to interpret their

noance.

As Table 16 reveals, Kathy 8 writing score was in the B+ range<
;James' writing score was in the C+ range when the researcher used
‘iblederlch "Scale for Assessing Compositions". ‘The results on
ei;-erlch's Scale also indicated that James handled tne personal

"ratlve best while Kathy was more comfortable with all the tasks.

fistrant-Random (AR) Writers: Tracy and Fiona. 1In Ass;gnment A,

Tracy = :.red his frustrations over a break-up with a_ginl friend.

Hls comp ition was a coherent story with some origlnal%ty of
expression (e.g. "My tonsils were swollen up like balloons, and my ego
had shrur like a deflated balloon.™"). Although it was clearly a
story demonstrating personal involvement, it did not result in a

total imaginative narrative. Fiona personified her bedroom and in

Mtrin thanked it for being so understanding as .she grew. up and
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Tabler16

{  Assessment of James and Kathy's (AS) Six Compositions
Using Diederich's Scale for Assessing Compositions
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Task A: Personal account James | &l 7l 3|s | als a3 |3 | 7™
of an activity, reflection, ’
observation, reaction, or
memory | Kathy 8i6{3|4x ! ajajs {4 | 37 |74
Task B: Explanatory essay Jazes 716|313 § 3j8 4 3|33 66
on a given topic .
Kathy 81 8] 3|4 )54 i 39 | 78
Task 1: Teacher-assigned James 8l 7|34 | 8|8 |% |3 37 T4
autobiographical narrative
‘ Kathy B| 6] 3]4 | 444 4 37 74
: ' . l
Task 2: Teacher-assigned Janes 716313 | &jafu |3 | 34 68
account of a process . .
(How to...) : Kathy 8l 7134 ] sfa|8|u 38 | 76
Task 3: Telcher;assigned' 5 James 61633 biagu 3 33 66
fictional story based on
a picture Kathy 9} 8] 44 iy 4 |4 3] 82
Task 4: Teacher-assigned James ‘ T 6] 3|3 3|83 33 66
_ persuasive essay Kathy sl 7| s8] wlula 4 39 78
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went ﬁhrough ali her stages and phases. Althqugh tne vocabulary»ﬁas'
not as original as it perhaps cohln’have been, she sgcceeded in. .
presenting n coherent and original comﬁdsition. |

In Assignment B, Tracy appeared to be at home with his subject
matter--how to play badminton--and confidently provided an adequate
explanation of the game. Fiona did not appear to_beras comfortable
» with her topic--how to win friends and influence 5éople-fbut succeeded
in writing a basic essay which communicated her thoughts (e.g;i"n-
smile is always' a good way to shqw you are a hapny and‘outgoing
person...."). |

Teacher-assigned.and marked writing tasks 1-4 showed that
Tracy was more likely to treat emotlons in an understatement while
Fiona was more open about her personal feelings and values, Tracy
appeared to be very pragmatic in his approach to life while Fiona
appéared more sensitive to mood and nuance.

According to the scores derived by the researcher using
Diederich's "Scale for nssessing Compositions™" (Table 17), Trécy énd
Fiona's‘nnﬁpositiong appear to be in the B~ range. The‘results 6n
Diederich's Scale indicate‘bpﬁh Tracy and Fiona found thebargumentaﬁive,'

assignment most difficult.

ConcreteeBandon (CR) WFiteréz Arthur and Karen. In ASsignment’A,
Arthur étténbted to share his feeiings towards the Rocky Mountains.
Although he showed in his writing self—awareness and. a refiexivé
ability, his elaborations and choice of details did not transfer the
composition into a.total original and mature composition. _Karén‘ni

composition was similar to Arthur's in that she-attemptpd to share the



Table 17

Assessment of Tracy and Fiona's (AR) Six:. Compositions

Using Diederich's Scale for Assessing Compoaitions
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of an activity, reflection,
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Task B: Explanatory essay raey : 3 3
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. 8
Task 1: Teacher-assigned Tracy A AR 3|4 3 38 76
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Task 2: Teacher-assigned Tracy 8 |8 {34113 |4]i.u4 3 37 T4
account of a process
(How to...) Flona | 7|6 (3|34 ua]la|a)f 35| 70
Task 3: Teacher-assigned Tracy 816 |3 |48 ]13]|a 3 35 70 J
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8 picture Fiona TIT 383 pufla | a] 36| 12
Ta;k 4: Teacher-assigned Tracy T{6 ]3| 4f3[u]" 3 34 68
ess
persuasive essay Flona | 66333 u|af a] 33| 66
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experience of being alone in a foreign country. At times, Karen
showed a mature self-awareness ané\reflexive ability but at other
times she was unable to transform the éxpérience into a mature and
original story (e.g. "In those words I found sglace....now. I could

go on living as an exchange student in Germany....").

In Assignment B, Arthur wrote a well structured essay about

-

. T

winning friends but failed to make it "ring true" for the reader.
Although he expreésed several lofty sentiments (e.g. "one must be able
to live with oneself"), the sentiments did not always come off as
believable. Karen, on the other hand, wrote a straightforward essay
oﬁ‘how to study for\final examinations. The composiﬁion was coherent
and clearly organized.

According to the scores derived by the researcher using the
Diederich "Scale for Assessing Compositions" (Table 18), both Arthur
and Karen's compositigns appear to_bé in the average to above average B
range. On the four teacher;assigned writing tasks, Arthur and Karen
handled the autobiographical narrative and fictional narrative tasks
well and showed signs of originality and maturity. Both students did
not do as well on the explanatory assignment while Karen handled the

argumentative assignment with more ease than Arthur--her writing was

rational and not centered on only one idea.

No Dominance (ND) Writers: Richard and Kathleen. In Assignment A,

both Richard and Kathleen chose to describe incidents which were very
vivid and traumatic for them. Richard explained what happened one day
when he came upon the scene of a bad accident. Although he told the

story in a coherent and, at times, detailed manner, the sum of the
‘\k E s

o~



Table' 18

Assesament of Arthur and Karen's (CR) Six Compositions

Using Diederich's Scale for Aasessing Compositions
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parts did not result in a totally satisfying whole.. He was obviously
moved by the incident but was unable to distance himself from it in
order to transform the memory into -an oriéinal and mature composition.
Kathleen, on the other hand, wrote a very satisfying composition in
which she described the death of her grandmother. Iﬁ it she ﬁaturely
explored her feelings and gave the reader the immediacy of the
experience. This ability transformed her recollection into an imagina-
tive composition. .

For Assignment B, both Richard and Kathleen chose the topic
"How to study for final exams". Richard wrote a straightforward
account of how he personally studied. Kathleen, however, took a
broader and more elaborate approaéh to the topic and compared and
contrasted the different approaches she saw necessary for different
subject areas.

According to the scores derived by the researcher using
Diederich's "Scale for Assessing Compositions™ (Table 19}, Richard's

compositions appear to be in the C* range while Kathleen's appear to

be in the B range.

Summary of Scoring Using Diederich's Analytic Scale. Although it was

initially assumed by the researcher that the scores received by
students of a particular style category woﬁld be similaé, this was not
found to be the case. According to the scores assigned eéch stﬁdent
by the researcher using Diederich's ﬁScale for Assessing Compositions"
{1974) there were differences in composition quality among style |
categories and'between students within each category. With the

exception-of teacher-assigned tasks 3 and 4, Ron (CS) did consistently
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Table 19

Q Assessment of Richard and Kathleen's (ND) Six Compositions
Using Diederich's Scale for Assessing Compositions

5 c 0
- o c
Writing Task Student ® 5 ]lw |5 %
N L] [} c -t
) - c & 3 - [N
o |c |= o © |9 |~ X -] g
> o < b > 0 (4] —t Rl -
SEl5lalels|818 |6
[ o = k. = a. (2] x [ 2] &3
Task A: Personal account Richard 8 RN ERERE 3| 36t 712
of an activity, reflection,
observation, reaction, or
memory Kathleen 8 |8 |3 18 ]3 |83 & ], 37 74
Task B: Explanatory essay Richard . TT 3|8 |3 |4 |4 3 35 70
on a given topic
& P atnleen | 8 |8 |3 [a|a[a]a | a] 39] 78
Task 1: Teacher-assigned Richard 8 |7 (3|4 }3 8|3 3] 3] 71
utobiographical narrati
autoblographicat B Ve | Katnleen |8 |8 |3 {a s |a|lu | a] 39| 18
Task 2: Teacher-assigned ‘Richard 6 6 13 ] 3 § 4 3 3 32 64

account of a process

(How to...) Kathleen | 7 |6 {3 ] 4|4 |4]3 y 351 70

Task 3: Teacher-assigned Richard 76 {3413 |%])3 3 33 66
fictional story based on : -
8 picture | kathteen | 716 |3{8]3{ufa| s 3] 70

Task 4: Teacher-assigned Richard 7 6 3 4 3 i 3 3 33 8¢

persuasive essay Kathleen § 8 [ 6 | 3| 4] & ] 4| & 4 31| T8
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better than Laurie (CS). With the exception of Assignment A and
teacher-assigned task #1 (both autobiographical narratives), Kathy (AS)
did better than James (AS). Other than Assignment A and teacher-
assigned task #3 (response to visual stimuli); Tracy (AR) achieved
better marks than Fiona (AR). With the exceptionAof teache}—as;igned
task #4, Arthur (CR) and Karen (CR) appeared to achieve similar scores %
on their compositions and were assiéﬁed higher scores over the other
categories for their compositions. Kathleeni(ND) consisfently receiyed
higher scores than Richard (ND). Table 20 édmmarizes the writing
scores for each student, male (M) and female (F), across the Sif
writing tasks.

In addition, inspection of Table 21 shows a wide discrepancy-
between -the writing scores assigned by the researcher using Diederich's
"Scale for Assessing Compositions" and those scores aséigned by the
teacher. In comparing the scores derived using Diederich's (1974)
scale as a guide with the teacher-assigned scores, it appeared to the
researcher that the teacher-assigned scores gave more importance to
the mechanics of writing--usage, punctuation, spelling, and handwriting--
than to the ideas, their organization and the style and flavor of the
writing. Comparisons of the various compositions also revealed an
unevenness in the grading and measurements made by the teachers.

Criteria used by the teacher did not always appear consistent from one

student's composition to the next.
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Table 20

Summary of Students' Writing

Scores Across Six Tasks
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\ -
X’riFi”g\\ Student CS AS AR CR ND Mean
ssignment ' g
A M 76 74 72 74 72 73.6
/F 5y T4 76 76 74 70.8
AN
B I 4 66 78 4 70 72.4
F 68 78 68 | 78 | 78 | 74.0
#1 M 78 74 76 80 70 75.6
R 64 T4 68 80 78 72.8
#2 M 78 68 74 72 64 71.2
64 76 70 74 70 70.8
#3 M 68 66 70 80 66 70.0
70 82 72 78 70 T4.4
# M 70 66 68 72 | 66 68.4
66 78 66 80 T4 72.8
Mean 69.2 73 71. 76.5 71 72
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Scoring Using Wilkinson et al.'s Models

Wilkinson, Barnley, Hénna, and Swan's "Models for the Analysis
of Writing" (1981) (Seé Appendix G) were used to determine the cognitive,
affectivé; moral, and stylistic stages of development of eacﬁ\gtudent
as well as tﬁe overall effectivenéss of the compositions. The cognitive
model examines the overall detail of the composition to determine if
the Qriter is describing by recording simple facts or statements
(C1.1-C1.5), interpreting by ?xplaining, inferring or deducing (C2.1-
C2.3), generalizing by summarizing, concluding, or classifying (C3.1~
C3;6), or speculating by using adequate hypotheses, arguments, and
conclusions (CU.1-Ch.6). The affective model attempts to determine
if the writer‘is becoming aware of self (his own motives, context,
imagé)'(A1.1—A1.5), of others (ﬁheir motives, context, and persona)
(A2.1-82.6), of a reader (who is catered to} (A3.1-A3.3), of an
environment (physical or social surrounvs) (AL.1-A4_4), or of
"reality" (i.e. coming to terms with th; human condition) (A5.1-A5.5).
The moral model attempts to determine thé yriter's attitudes towards
self, others and events on a seven point spectrum: in terms of
physical characteristiés or results (M1), in terms of rewards and
punishment (M2), in terms of social approval (M3), in terms of
conventional norms or laws (M4), in terms of mdtiﬁes regardless of
status (MS5), in terms of abstract concepts (M6), or in terms of a
personally developed value system (M7). The stylistic or linguistic
model examines the writer's composition for syntax (simple, complex,
best suited for purpose) (S1.1-S1.5), for verbal competency or lexis

(general, unqualified uses become exact, chosen) (S2.2-52.5), for
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organization (incoherent becomes more and more coherent) (S3.1-S3.6),
for cohesion (separate items [e.g. sentences] become cohesive)
(S4.1-54.5), for awareness of the reader (a growing sense iof reader's
needs) (S5.1-85.5), and for appropriateness (i.e. adapting style and
register to the particular kinds of writiné) (56.1-86.5). Finally

the composition is scored according to its effectiveness--the writer's
ability to respond appropriately‘to the demands pf his subject and his
readers. The actual models are included in Appendix G. Tables /22
through 26 show thét the students' written compositions reveal different
cognitive, affective, moral, and stylis%i; developmental levels on
differgnt tasks but that a pattern peculiar to a given cognitive style
is not discernable. The students' writing ranges across several
developmental levels.

Cognitively, all students were able to consistently report a
complete chronological or spatial sequencé and were capable of
summarizing, concluding and refiecting when they were generalizing.
All students were not, however, as capable in interpreting.events
through inferrihg and deducing nor were they allvable to speculate
through exploring, projecting, or theorizing.

Affectivély, all students were capable of expressing their
emotions in their compositions and showing some understanding of fhe
source and complexity of these emotions. They were able to interpret
aspects of others' character and behavior but did not ofﬁen attempt
a personal or extended context nor choose environmental items to
achieve an effect. Although they catered to the reader it was not

always specifically and cgnsciously done. Reality was often interpreted
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literally and logically by the students.

Morally, the students spanned three stages (M3, MU, and M5)
and occasionally showed elements of a fourth (Mb6) stage. Most often.
they judged themselves and others in terms of conventional norms and
rules (MU). }) <

Linguistically, or stylisticaalxj all students made use of
complex sentences with adjective clauses\gfd most adverbial and noun
clause forms. The structures, however, were not always varied. Some
students used more abstractions and more precision in their vocabulary
than others, while other students appeared to be more tied to the
concrete and familiar. Some students handled their organization with

more confidence and had a greater control over their ideas and their

organization than other students. Most had a sense of semantic

- — -
—

relatid;s within tgg/text but these were usually limited to sequential
and concluding conjunctions such as "so", "because", and "finally".
The detail in the compositions was usually clearly related to the
focus aﬁa showed some evidence of being used to give the reader the
necessary context. All students appeared to be conscious of a variety
of writing styles but oniy some deliberately attempted to break the
register to create an effect in one of their compositions (i.e. teacher-
éssigned task #3).

All students appeared to be more comfortable when writing
the personal autobiographical and simple explanatory tasks. The

<
persuasive task appeared to be the most difficult for them to write.
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Summary of the Quality of the Compositions. The written products

which resulted from the assigned tasks revealed a range of topics,
methods of handling these topics, and final scores for the compositions.
The two concrete-random (CR) Qriters wrote better compositions across
the six assigned tasks and received h%gher scores for them using the
Diederich "Scale for Assessing Compos;tions" as the scoring guideline.
Other students, however, wrote as well or occasionally better than
these ﬁwo students but were not as consistent in théir writing
performange. While there weré occasionally consistent attempts made
by a particular style category student pair (e.g. AS, Assignment A),
there were also times when these same pairs showed a wide discrepancy
(e.g. AS, teacher-assigned task #3). The writing of the students
selected for the case studies ranges across several developmental

levels. Although variations were noticeable, no pattern was discernible

across task or across cognitive style category.

Inferences Made Through Analysis of Students' Writing Preferences,

#

Behaviors, and Products

The ten students selected for the case studies reflected in
their comments, actions and written documents various cognitive,
affective, and physiological traits originally identified in their
learning style profiles. Common traits as well as specific traits
were reflected in each pair of students' preferences and perceptions,
éutiting behaviors, and compositions.

Preferences. Affective and physiological traits identified
by each student in his LSI profile (Dunn, Dunn, and Price, 1978) were

reflected in his writing preferences. Ron (CS) identified his
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preference for writing in the evening (LSI-18E) in a warm room (LSI-3).
Laurie (CS) commented that she preferred to write after supper (LSI-18E).
James (AS) confirmed his preference for a quiet (LSI-1Q), formal -

(i.e. a table in his bedroom) (LSI-4F) environment and writing in the

evening after chores where done (LSIfIBE): Kathf indicated a preference
for writing in a quiet (LSI-1Q) room in the afternocon (LSI-204),

Tracy (AR), however, did not confirm any of his LSI preferences at

the 60+ level in his writing preference statements
[ 4 \ )

he received a consistency score on the LST of 63\may be a factor and

. (The fact that

N
thus account for this.) Fiona's (AR) LSI profile csngirmed her
preference for a quiet (LSI-1Q), warm (LSI—3W)‘environméht when writing.
AN

Although she prefers to write in the eveniﬁg, she iﬁdicated\qhe prefers
to do homework in the morning (LSI-18M). Although Arthur (C;}
indicated on his LSI that he prefers a quiet, warm, and structured
environment and that hg prefers to learn in the morning, these
preferences were not reflecfed in any of his statements about his
writing preferences. Only Arthur's (CR) preference for intake (LSI-17)
was confirmed by his statement that he likes to have a coke to drink
while writing. Karen (CR) indicated a preference for a quiet (LSI-1Q)
and darkened (LSI-2L) room and for writing in the evening (LSI-18E).
Richard (ND) reflected in his writing preference statements his need
for bright light (LSI-2B) and preferencé for the evening (LSI-18E) and
for being relaxed and "in the mood to write" (LSI-5). Kathleen (ND)
reflected her preferencevfdr quiet (LSI-1Q) and her need also to "be

in the mood" in order to write (LSI-5). Her LSI profile also could

be interpreted as reflective of her statement that it doesn't matter
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if it is day or night when she writes (LSI-18 and LSI-20).

Some aspects of cognitive style were also reflected by the
students in their writing preferences.’ Ron (CS) confirmed his low
tolerance for distraction and preference for a quiet atmosphere (Cs-9).
Laurie (CS) confirmed that she likes to organize logically by using

lists and outlines (CS-8) and that she likes to be succinct (CS-10).

James (AS) and Kathy (AS) both reflected in their writing preferences

r low tolerance for distraction and preferences for an ordered
/environment (AS-9). Tracy (AR) confirmed his preference for a group
orientation (AR-5) (i.e. he likes people around when he writes).

Fiona (AR) confirmed her affective base (AR-3) in her comments about
liking to write “a lot of poetry" which has meaning for her and her
preference for a psychically pleasing environment“(AR-9) in her comments
about her room and how it must be for her to feel comfortable. Both
Arthur (CR) and Karen (CR) confirmed in their writing preference
staiéments the importance of‘ideas being their own (CR-4#). 1In addition,
Arthur stressed that he feels best when his writing comes from the

heart (CR-3). It was difficult to identify specific cognitive traits
confirmed by Richard (ND) and Kathleen (ND) othér than the stress both
placed o; their own thinking and feelings when writing. Richard

stressed the need for a quiet atmosphere (CS-9; AS-9).

Behaviors. 1In their observedjbehaviors, the students displayed
most of their dominant GSD traits. Ron (CS) showed a preference for
using his own experiences in his writing (Cs-1) (g.g. his way of
studying), figured out the structure of his papers (CS-3), and paid

attention to a clear presentation which had a beginning and end and
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was organized logically (CS-8). He prided himself on his succinctness
(He "didn't want to get too lengthy...too long") (CS-10). Although
his personal autobiography was writtén huryiedly the night before and
he felt it could be improved, he concluded that it "stuck to ;he point™.
He was, therefore, "pleased" anq anticipated a "good"tresponse to his
composition (CS-6). Laurie (CS) also showed a preference for using
her own experiences (CS-1) (e.g. a teaéher she knew). Although she
did not‘pay careful attention tof detail, Laurie prided herself on her
succinétness (e.g. reported having "no more things to say") (CS-10).
Laurie was also satisfied with her composition and anticipated a good
response: she felt she was honest about how she felt and said so
(CS~6). James (AS) reflected various abstract-sequential traits in‘
his Qriting behaviors. He noted his satisfaétion with the arrangement
of the room and the fact there were no distractions as he wrote
Aséignment B (AS-9). He was analytical in his selecting and ratlonal-
izing his choice of topic for Assignment B (AS-3) and felt that he had .
planned his essay in a logical manner with ideas relating to’each
other (AS-T). He concluded that he "wrote quite well" (AS-6). When
Kathy (AS) wrote Assignment B, she also appreciated the quiet atmos-
phere (AS-9) and carefully analyzed the demands of 'the topic and the
approach she would take when writing about it (AS-3). She épent time
thinking about the order and about what would go into each p;:agraph
(AS-7). She was satisfied with the composition which she had written
and liked the ideas she had included abéut a friendly atmosphere (AS-6).

Tracy (AR) reflected several abstract-random traits in his

writing behaviors. He chose for Assignment A a very pérsOnaI topic,‘
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f; 5reak-up with his girl friend (AR-3); For Assignment B he saw himself
in the role of a teacher talking to students about playing badminton
(AR-4). For both assignments, he thought about whatvhe wanted to say
and then wrote (AR-7; AR-8). Tracy was satisfied with both compositions
because they were about something that had happened to him or that he
knew about and thus he felt he had done a good job (AR-6). Fiona (AR)
also thought about what she wanted to say and then wrote (53-7) but
was only pleased with her composition for Assignment A (AR-6) because
it was about a topic that interested her (AR-4) and one which she
could write in the comfortable and pleasing environment of her own
bedroom (AR-8; AR-9). She was only personally satisfied with the
composition which she wrote for Assignment A (AR~6) but was surprised
that she had talked about her own feelings ghfcomposition B (AR—B)i
Arthur (CR) wanted to be allowed to "express himself" (CR-4).
He did not want to feel pressured when he wrote Assignment B nor be
forced to write at a desk (CR-9). He wrote about "an emotion" and
his "own life" in the composition associated with Assignment A (CR-3)
and enjoyed thinking about an original title for his composition (CS-5).
He saw both strengths and weaknesses in his compositions and noted
that an English teacher might see h;; writing as "too colloquial™ even”
though4he'felt he had worked hard on the assignment (CR-6). Karen (CR)
made five different starts on fivgfgifferent topics (CR-2) when she
wrote Assignment A. She‘also selected an emotional incident for
Assignment A'(CR-B) and was uncomfortable writing Assignment B with

its restrictions (CR-9). Karen reported always planning the ending

of her compositions first and then working towards this ending (CR-5).
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Karen was pleased with her two compositions even though "some sentences
were too simple™ (CR-6). |
Richard (ND) and Kathleen (Nﬁ? reflected thé various traits
of’the four GSD categories which they had identified as descriptive
of.themselves. Richard (ND) wrote about familiar experiences (CS-1)
and saw "the way or aﬁswer to stud?ing as being his way" (AS-2). He
was bleased with the fact there were no distractions (CS-9) as he
wrote and with the arrangement of the table (AS-9) when he yrote
Assignment B. Richard saw no weaknesses in his composition for Assign-
ment A (CS-6; AS-6). Kathleen (ND) saw the "whole" of her compositions
i? her min@ before she started writing (AR-T) and analytically planned
" them and'prepared a mental outline of their beginning, middle, and end

(AS-8).

Products. The compositions of the ten students contained
statement which reflected many of the dominant Gregorc Style belineator
traits which they had confirmed earlier in the study.

Ron (CS) wrote about direct experiences (e.g. attehding a
dance) (CS-1), in a sequential, linear fashion (e.g. a general outline
of how to study; what happened/at a dance) (CS-8), used words literally
(CS-10),,and, generally, showed a cognitive approach to his topigs :
(CS-3). One of his compositions—-“Nucleaf Warfare'"--showed an
acceptance of "official authority" (CS-4) and another--"How to study"--
showed his preference for a quiet atmosphere (CS-9). Although Ron said
he didn't see situations in black and white, some of his compositions
showed a tendency towards this characteristic (e.g. "the person who

attacked my friend is é‘Veryllowly being...") (CS-2). Laurie's (CS)
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compositions reflected her direct experiences‘(e.g. going to Hawaii,
my big sisters) (CS-1) and a tendency to be very QGECinct (CS-10) but
at the expense of necessary detail (not CS-8). Nevertheless she was
sequential (e.g. "first and foremostly...") (C§28). Although Laurie
said she d;d not see situations in black and white (CS-2), her
compositions also reflected a tendency to do so.

James' (AS) compositions reflected an analytical-cognitive
base (AS-3) (e.g. v, ..was loté of fun because there wasn't any hard
work involved--we.were allowed to....") as well as an analytical,
evaluative orientation (AS-5) (e.g. "I had to think for myself and
make my own decisions even though...."). They showed a tendency to
give general but logical guidelines (AS-8) (e.g. How to Study for
Finals) and to see models with logical parts (AS-7) (e.g. "...you
should quickly scan over all your information and make a small
note...."). James' compositions also reflected a tendency to see "the"
answer to situations (AS-2) (e.g. "I think that people should not
try...."). Kathy's (AS) gompositions refleéted an analytical-cognitive
base (AS-3) and an analytical, evaluative orientation (AS-5) (e.g. "This
is not really an extraordinary incident, but the memory of it....").
They generally gave overarching, logical guidelines and were substantive
(AS-8) and logical (AS-7) (e.g. "How a Good Teacher Teaches"). Kathy's
compositions also reflected "the" answer to situations (AS-2) (e.g. "a
good teacher is...."j.

Tracy's (AR) compositions reflecteq his affective base (AR-3)

and personal-experience orientation (AR-5) (e.g. "I tried to forget

about her but she was so nice...."). They also showed a tendency;to
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anticipape subjective-personal performance (AR-6) (e.g. "I had worked
hard at practices, and dropped a weight class"). Fiona's (AR) =
compositions reflected her preference for psychically pleasing
environment (AR-9) and sensitivity to mood (AR-1) (e.g. "...my
redecorating schemes...."), and_her acceptance of person authority
_(AR—N) ("....my father says..." "_. . I feel...."). They also/§h66;:/
a personal-experience orientation (AR-5) and affective ba é/(AR-B).
Arthur's (CR) compositions reflected a cogn{i}ve-affective
base (CR-3) (e.g. "When I travel to the mountains, these feelings
stir my emotions...."; "One cannot enter i/:gpﬁ/;;ll of people and
instantly pick and choose an individual wHo will be his fpiend.") and

a tendency to”prefer to be by himsel '(CR—9). Some statements suggested

his feelings about varying forms“of authority and his sentiment that
ideas must be a pergonlf/pwﬁv(CR-U) (e.g. "...you will have to be
yourself, .."), Kgréﬁ“s (CR) compositions also reflected cognitive-
affective bagg/fé;—3) (e.g. "I had to find someone I knew, someone who
éared abouﬁ/;e.") and, at times, insight (CR-1) (e.g. "Unfamiliar
rooms may cause distractions.").

Richard's (ND) compositions reflected a preference for concrete
experiences (CS-1) (e.g. an accident; how he studies for exams) and a
cognitive base (CS-3) (e.g. "How to Play Chess"). Kathleen's (ND)
compositions reflected a tendency to match what she has heard, seen
or read -ith pictures g her mind (AS-1) (e.g. "I can see her face,
hear he ‘lce, I can almost.feel her reassuring touch."). As well,
Kathlee. «ND) compositions have elements of the rational (CS)

(e.g. "How to Study for Final Exams") and the emotional (AR) (e.g. "My
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Best Friend").
4

Although no student pair from a given cognitive style category
reflected identicél learning style characteristics in their writing'
preferences, writing behaviors, or written products, there were
similarities. Ron (CS) and Laurie (CS) display;d a»prefeéence for
writing in the evening (LSI-18E) and when they wrote used information
from their own direct experiences (CS-1), anticipated a "good" maré
for their writing (CS-6), and prided themselves on being succinct
(Cs-10).

James (AS) and Kathy fAS) stated a preference for a quiét
setting for writing (LSIilQ), displayed an analytical;cégnitive
orientation tp a writing.task (AS-3), anticipated a very good response

to their writing (AS-6), saw their writing as being logical (AS-T),

and did it best in an ordered environment with no distractions (AS-9).

Tracy (AR) and Fiona (AR) showed an affective orientation (AR-3),

put their trust in people (AR-M),‘judged their compositions in light of
how.they felt about them (AR-6), saw the entire composition in their
mind before writing it (AR-7), and.did not enjoy working with structure
and a time limitation (AR-8).

Arthur (CR) and Karen (CR) displayed a cognitivéi-affective
orientation (CR-3), stressed their belief that ideas fo;w;heir

. 3
composition should be their own (CR-4), enjoyed creating ﬁﬁ“original

title for their compositions (CR-5), anticipated a mixed response to

their compositions (CR-6) and a preference to work by themselves (CR-9).

Richard (ND) and Kathleen (ND) stated a common self-motivated

orientation (LSI;S) and preference to write in the evening (LSI-18E).
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There were, however, no common cognitfve style characteristics which
revealed themselves in their writing behaviors or products.

Table 27 summapizes the various learniné style traitE%which
the students reflected in their Qriting preferences, behaviors, and

products.

Summary of Inferences Made Through Analysis of the Students'

Preferences, Behaviors, and Products. Cognitive, affective, and

physioclogical style character;stics or traits were refleoted in the

ten students' writing preferences, writing behaviors, and written
products. Although no student pair‘from any given cogn;tive style

was identioal in the learning style characteristics reflected, there’
were similarities. For example, both cooorete-random students‘digolayed
a cognitive—affective orientation, a desire for an original title,
expected mixed responses to their writiog, and pointed out thgt‘Fpey

work well by themselves.

’

RELATIONSHIP BETWEEN STUDENPS®™ WRITING SCORES A
AND LEARNING STYLE SCORES

N

Finally, in an attempt to determioe the effect of learning ¢
style on the erfing scores of grade twelve students, the scores from

the GSD and LSI as\yell as the four teagbér-assigned compositions were

/
|

exarned. The scorai’from teacher evaluation of four classroom writing

Se

ned from each of the 219 students in the study were used '
ye'writing score means, ranges, and standard deviations
students in the GSD categories. Tables 28 and 29

.5 1in mean scores obtained across the four tasks.
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Preferred Learning Style Traits* Identified and Reflected By the Ten -
Students In Their Writing Preferences, Behaviors and Products

Domi t
Student _omnan
T Preferences Behaviors Products
CS: Ron LSI-3, -18E cs-1, -3, -6, -8, |CS-1, -2, -3,
€s-9 -10 -4, -8, -10
- 3.
CS: Laurie, LSI-18E cs-1, -6, -10 cs-1, -2, -8,
CS-8 -10
CS-10
\AS; James  [LSI-1Q, -4F, -18E [ AS-3, -6, <7, -9 |AS-2, -3, -5,
Y% AS-9 -8
AS: Kathy LSI-1Q, -20A AS-3, -6, -7, -9 |AS-2, -3, -5,
AS-9 -7, -8
AR: Tracy AR-5, -6 AR-3, -4, -6, -7, [AR-3, -5, -6
‘ -8
AR: Fiona LSI-1Q, -3W, -18M | AR-3, -4, -6, =T, [AR-1, -3, -4,
- AR-3, -9 -8, -9 -5, -9
CR: Arthur LSI-17 | CR-3, -4, -5, -6, |CR-3, -U, =9
CR-3, -4 -9 ‘
CR: Karen LsI-1Q, -2L, -18E |CR-2, -3, -5, -b, |CR-1, -3
CR"“ < -9 "
ND: Richard |LSI-2B, -5, ~18E [CS-1, -6, 9 CR-1, CS-3
CsS-9, AS-9 AS-2, -6, -9
/s
ND: Kathleen QSI—1Q, -5, -18E, [AR-7, AS-8 AS-1, CS-general

\ ~20
N

trait of rational

AR-general trait
.of emotionaln

*See pages 64

<
i

7 and 79 for keys

to traits in

this table.
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Table 28 - .y
GSD Categories Group Means, Standard Deviations,
and Ranges on Writing Tasks # 1 & 2

-

Teacher-Assigned Writing Task
GSD Task #1: Autobiographical Task #2: Explanatory
Categories " Narrative .v i Es§a¥
ean _ S ,
Score SD ~ Range Score SD. _ Range
1. CS 75.9 15.66 40-100 78.6 15.87 ~ 32-100
2. AS 4.4 15.32 50-100° | 78.4 15.84  44-100
3. AR 72.1 13.53 .50-100 71.7 15.77 40-100
4. CR 71.5 19.29 0-100 | 74.3 - 21.69  0-100
5. CS-CR 69.2 . 11.58  U45-92 64.6 19.15 0-88
6. CS-AR 75.3 * 11.71 50-100 68.7 17.26 40-100
7. CS-AS - 72.9 12.66 30-100 75.0. 14,75 30~100
8. AS-AR 60.0 31.14 0-85 73.7 2].83 56-100 -
9. AS-CR 62.5 24.96° 0-90 70.5  14.55 49-88
10. AR-CR 77.9 18.93 60-96 74.9 13.66 - 55-100
11. ND 79.3 - 11.37 70-92 58.3 33.82 20-84
Grand Mean 73.0 15.91 0-100 73.7 17.24 0-100 -
Table 29

GSD Categories Group Means, Standard Deviations,

and Ranges on Writing Tasks # 3 & U

Teacher-Assigned Writing Task

) GSD Task #3: Fictional Task #4: Persuasive
Cétegories o _ Essay ‘ o Essay ‘
Score SD Range Score SD Range
1. CS 71.2 16.64 24-100 74.9 15.43 30-100
2. AS 66.7 23.94 0-96 4.2 15.27  50-96
3. AR 69.4 14.62 ko-92" | 66.2 16.19  u40-100
4, CR _ 65.8 22.51 0~100 67.6 20.89 0-100
5. CS-CR 65.5 18.97 - 16~-100 T1.1 13.21 . 40-92
6. CS-AR 65.8 22.56 0-92 66.9 14.69 40-100
7. CS-AS 67.7 17.49 14-94 | 72.7- 13.65 4o-100
8. AS-AR - 54.0 29.79 0-92 52.3 -32.70 © 0-88
9. AS-CR 68.7 14.92 4o-90 - 64.0 22.37 20-90
10. AR-CR 68.2 23.58 .0=92 71.7 15.67 30-92
11. ND - 72.0 22.73  52-92 64.7 31.64  30-92
Grand Mean 67.7

19.47 - .0-100 |[<70.2 17.30 0-100



Although one must be cautious about generating hypotheses based on
groups with small numbers, a general observation would be that some

groups in the present study did better or poorer than others on some

152

writing tasks. Figure U indicates the. parallels that appear 7o~ the

first four GSD groups.

80
70 4
60 —+
Task 1 2 3 4
A- cs
O: as
{J= AR
¥=- CR
Figure 4

A Comparison of the Mean Writing Scores
of Four GSD Student Groups



153

‘Dominant abstract-sequential (AS) writers received higher scores on
the average than any other group. Dominant concrete-sequential (Cs)
writers received their best scores on writing_task 2 (How tp:..) but
did better than the other three groups on task 1 ‘wutobiographical
narrative), task 3 (fictional story based on a picture), and task y
(argumentative). Abstract-sequential (AS) writers received their best
scores, higher than any other group, on task 2 (How to...). The
abstract-random (AR) group showed a more even profile but received

the lowest score of the four groups on task 2 (How to...) and task 4
(argumentative). The profile of the conc}ete-random (CR) éfoup
paralléls that of the concrete-sequential (CS) énd aﬁstract-sequential
(AS) group.

There were, however, no statistical differences when a one-
way analysis of variance was performed using the scores from teacher
evaluation of the four writing samples énd GSD categories. Within )
group variance was greater than between group variance. Table 30
reveals that there were no statistically significant differences
between and among the GSD groups. In addition, a Pearson Product-
Moment Correlation using the raw scores obtained on the GSD categories
and the teacher-assigned scores indicated no, or at best, a low
negative correlati&; between teacher-assigned writi;g scores and
cbgnitive style scores. Table 31 shows‘the results. The correlation
matrices from w?iting tasks one through four for each GSD category
group were also examined f;r commén patterns of correlation. No
similar patterns were found among the correlation matrices. Finally,

Pearson Product-Moment correlations were performed using the standard
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{ Table 30

Analysis of Variance for GSD Categories
by Writing Tasks 1, 2, 3, and 4

One-Wa

GSD Writing Task #1 Writing Task #2
Categories ‘
Mean Mean .
- t F Prob
1-11 Squares .F Batio F Prob Squares F Ratio
Between 351. 6846 416.5903
Groups 1.414 0.1755 1.428 0.1698
Within 2486439 921.8130
Groups
Writing Task #3 Writing Task #4
Between | 10,1621 469.6074
Groups 0.543 0.8584 1.613 0.1046
Within
291.1484
Groups 387.2285 9
Table 31
Pearson Product-Moment Correlations
CS, AS, AR, CR Raw Scores and
Tasks 1-4 Writing Scores
CS AS AR CR
Raw Score Raw Score Raw Score Raw Score
Writing ~0.0177 ~0.1161 -0.0655 -0.0396
Task 1
Writing
0. y . -0.072 -0.0261
Task 2 0.049 0.0587 0.0727 0.026
Writing 0.0080 -0.0071 ~0.0427 -0.0281
Task 3
Writing 0.0102 -0.0058 -0.1815 -0.1210
Task 4
Note: Critical value of the coefficient must

be .20-.40 for even a low degree of

coHrelation.
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scores of the 23 variables from the LSI and the meanlwriting scorés

on each writing task as well as the mean of the four writing tasks.
Table 32 shows a negligible, or at best, a low correlation. Regardless
of the writing task, the importance or lack of importance of LSI .

elements and GSD categories to the writing task is not statistically

significant.

Summarz

Statistically significant correlations (at p <.05) were not
found between teacher-assigned writing scores and the cognitive style
categories identified by the Gregorc Style Delineator (1982) or the
affective and physiological style preferences identified by the Learning

Style Inventory (Dunn, Dunn, and Price, 1578).
SUMMARY

1. More students were designated by the GSD as concrete-sequential (CS)
than any other cognitive style group. Males were more prévalént in
the CR, CS-CR, CS-AS, AS-AR, and AS-CR categories while females
were more prevalent in the CS, AS, AR, CS-AR, and AR-CR categories.

2. The majority of students in this study identified the following
affective and physiological factors‘of learning style as determined
by the LSI as important preferences.

(a) Affective Style Factors:
(1) 92.2% were adult-motivated (but 86.3% did not need an
authority figure present in order to learn).

(11) 71.2% were self-motivated.
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Table 32

Pearson Product-Moment Correlations of the
LSI Standard Scores on Elements 1-23 and
the Mean Writing Scores of
Tasks One Through Four
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‘Writing
Task #1

Writing
Task #2

Writing
Task #3

Writing
Task #4

Writing

Task #1

Writing
Task #2

Writing
Task #3

Writing
Task #4

Writing
Task #1

Writing
Task #2

_ Writing

\)Task #3

Writing
Task #4

L 1

-0.1305
-0.0502
-0.1286
-0.0765
L 9
0.2296%
0.0407
0.1312
0.1608
L 17
0.0417
-0.0812
-0.0609

-0.1048

L 2

0.1227

0.0765

0.1254

0.1853

L 10

-0.1557

-0.0814

-0.1643

- -~0.0739

L 18

-0.0939

-0.0293

~0.0491

~0.0792

L 3

-0.0412
-0.0508
0.0046
0.0293
L N
=0.0742
-0.0338

-0.0291

-0.0205,

L 19

-0.151
-0.04N
-0.2180

-0;0903

L 4

-0.0310

0.0516

0.01%6

-0.0307

L 12

-0.1150

-0.1066

-0.1035

~0.1073

L 20

0.0467

-0.0441

* 0.0148

0.0947

L 5

0.0499
0.1855
0.1188
0.1852
‘L 13
~0.0534
~-0.0467
-0.0873

-0.0111

L2

-0.2516*

-0.2573*

0. 1M

-0.1788

L 6

0.2841%
0.2531*
0.2486"
0.2108*
L 14
0.0034
-0.0537
0.0796
0.1095
L 22
0.0642
0.0825
0.0765

0.1210

L 7

0.0905

0.1032

0.1275

0.0683

L 15

'-0.11u9

-=0.110%

-0.1108
70.1106
L 23
0.0085
0.1907
0.1581

0.1011

-0.1495

-0.1254

-0.0273

-0.0809

L 16

-0.1463

-0.0863

-0.0797

-0.1045

*Low degree of correlation
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(b) Physiological Style Factors:
(i) 62.1% preferred bright light.
(ii) 61.6% preferred a warm temperature.
(iii) 58.4% needed mobility.
(iv) 91.8% claimed a low late morning energy curve.
In addition, specific cognitive style groups showed a preference
for specific affective and physiological elements. For examp}e,
at least fifty percent of the concrete-sequential (CS) learners
showed a prefegggée for warm temperatures 275%), were self-
motivated (77%), responsible (50%), adult-motivated (95%) and
teacher-motivated (93%). Fifty percent showed an auditory
perceptuai preference and 58% a preference for mobility; ‘As with
all the other groups, the designated CS students indicated that
they did not work well with adult authority figures present.
The ten students selected for the case studies acknowledged the
ﬁ;gority of the traits associéted with their dominant cognitive
style category and identified by the GSD asldéscriptive of
themselves. In addition, they confirmed the various elements of
their affective and physiological style identified by t;e LSI as

accurate descriptions of their learning preferences.

Although all but two male students--Arthur (CR) and Richard (ND)--~

selected for the case studies viewed writing as important, not all
students wrote regularly outside the school setting. With the
exception of Laurie (CS), however, all female students wrote for

purposes other than academic.
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The ten students expressed a preference for school-assigned
wrifing topics with which they have had some’first—ha;d experience
or previous knowledge.

The ten students, with the exception of Fiona (AR), spent little
time exploring the topic assigned when they were being observed.
All spent most of the composing time drafting and most of the
revision time copying. The CS students thought about organization
and were concerned with brevity. The AS students were pleaéed
with a natural, logical sequence. The AR students were concerned
that their composition should be interesting to the reader. The
CR students were concerned with expressing their "feelings" in a
"truthful manner" and took delight in their titles. The ND. students
vere bleased to be able to write about an incident which was very
close to them and vivid in their memories.

Cognitive, affective, and physiological style traits which were
specific to the individual as well as those which were common to
pairs of students who shared the same learning style profile were
reflected in the students' writing preferences, writing behaviors,
and written products.

Overall, the two concrete-random (CR) students reéeived slightly
ﬁigher scores on Diederich's (1974) Scale (~76.5%) for the six
compositions they wrote for this study. There, however, were not

significantly different levels of achievement by students with a

particular learning style.
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9. The writihg done by the students from edch GSD category ranged
across several cognitize, affective, moral, and stylistic
developmental levels as determined by Wilkinson et al.'s (1980)
Models of Writing. | 4

10. Finally, no significant correlations (at p ¢.05) were found between
the 219 spudents' teacher-assigned writing scores and the learning
style scores assigned by the GSD and LSI.

Chapter V reviews the procedures used in the study and discusses
the general question poéed in Chapter I in the light of the findings‘
of the study. The researcher's conéluéions baéed‘on these findings are

presented. Possible implications for teaching writing as well as

recommendations for future research are discussed.

=
A
Y
T



Chapter V
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

INTRODUCTION
In this concluding chapter, the study is summarized,
conélusions are drawn, and recommendations for teaching and for

further study are made.

SUMMARY OF THE STUDY

W

Purgose

The purpose of this study was to determine what relationships
exist between grade twelve students' learnihg styles ;nd their
writing. Using the learning style constructs of Gregorc (1982) and
Dunn and Dunn (1975), the study determined the learning styles
present in a grade twelve sample of 219 students. It then examined
the learning stylés, composing perceptions, composing behaviors, and
actual compositions of ten students in detail. Finally, the writing
scores which thg students received for school-assigned compositions

and their learning style scores were correlated in order to determine

if learning style affected teacher-assigned writing scores.

Methodologx

, The researcher identified the learning styles of 219 grade
twelve students using the Gregorc Style Delineator (Gregorc, 1982)
(GSD) and the Learning Style Inventory (Dunn, Dunn, and Price, 1978)

(LSI). Cross tabulations were then prepared to determine the
160
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stylistic sogles.
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connections between the GSD and LSI. As well, the students were asked
by their English teachers to write four sphool-based compositions:

one autobiographical-narrative, one explanatory, one fictional based
on a pictuﬁé, and one argumentative. These compositions were scored
by the students' English teachers.

From the group -of 219 students, ten students were selectgd for
preparation of compreﬁensive pr§files of their learning stylés and
writing. Data were gathered on the composing perceptions, processes,
and products of a male and female student who had a mean teacher-assigned
writing score of T70-80 poinQXAat mid-term and, were dominant in one of
each of five cognitive categories identified by the GSD--concrete-
sequential (CS), abétract-sequential (AS), abstract-random (AR),
concrete-random (CR), and no-dominance (ND). Data on the students'
perceptions of writing were gathered through interviews and queétion—
naires. Data on the composing process were gathered through:

(1) questionnaires, (2) interviews, (3; retrospective comments by the
studenﬁ, (4) observation by the researcher, (5) analysis of a videotape
made during the writing process, and (6) the written product itself.
Data on~the compositions written by the students were obtained through
analysis using Diederich's "Anéiytic Scale for Aséessing Compositions"
(T974) and Wilkinson et al.'s (1980) cognitive, affective, moral, and

Finally, analysis of vafiénce aﬁd cngfelgéion procedures. were
employed tgkdetermine whether any statistical relationships existed
between th; 219 students' learning style scores on the GSD and LSI and
the scores assigned by teachers to the four compositions which the

A

students completed in“the classroom setting.

&
P
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CONCLUSIONS

It is not possible to generalize beyond tHe limits inherent
in the study. However, certain conclusions can be reached concerning

the procedures used in this study and learning style and writing.

Conclusions about Methodology, Instruments, and Procedures

Methodology. Two approaches were employed in this study. One
approach was positivistic in nature and yielded quantitative data on the
students' learning styles and writing quality. The other was natural-
istic and reportoriai in nature. It yieldeg detailed descriptive data
on the students' writing preferences and perceptions, actual writing
behaviors, and the quality of their compositions. While the former
provided:the necessary data for one type of broad comparison of students,
the latter provided rich and necessary detailed data about the studen£s'
writing preferences and behaviors, as well as the context in which
compositions were written by the individuals. Both approaches provided
insight into the relationship between learning style and writing and

therefore, appeared justifiable and, indeed, necessary for the study.

Instruments. Various instruments were used during the course *
of the study in an attempt to determine the students' learhing style
ﬁraits and writing preferences and behaviors, and to evaluate the
compositions which were a result of given assignments. The researcher
found that the>Gregorc Style Delineator (1982) was easy to administer
in a short time to a group of students. The importance of introspection

in order to reflect upon one's self as well as explaining the méjor

categories and fleshing these out with examples and personal experiences

#7
=~

y
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was well supported by documents such as An Adult's Guiae to Style

(Gregorc, 1982). During self-analysis all étudents who’took the GSD
indicated that the& found the descriptions associated with each style
accurate. The Learning Style Inventory (1978) was also easy to
administer and the computerized scoring and'individual profile printelt
with standard scores and a plot for each score ;n each area were also
confirmed by each student. Although it might be concluded that
students can identify their learning styles with paper and‘pen?il
tests, these test scores should be confirmed through reflection on

the part of the student and through follow-up interviews and discussion.

Procedures. Writing itself was examined from a variety of
viewpoints. In this study, insight into the composing preferences and
behaviors was gained through a combination of methods. Attitudes

towards writing and writing preferences wer dngpmined thrddgh the

e ‘,7?{

examination of-a shortened "Emig Student Aﬁﬁitudé Scale Questionnaire"
(Kaufman, 1981) and a taped intérvieW'using the "Writing Background -

Interview Guide" (1977). !Overt writing behavior was determined through

5%

okgervation of the writer és he wrote (using the "Outliné of Obéervable
Behavior During Composing™ [Pianko, 1977] as a guide) as well as
analysis of a videotape'recording of the writing act. In addition;

an examination of the writer's retrospective comments stimulated by
questions_and a rereading of the actual composition was used tofgain
additional insight into the covert thinking of the writer as he wrote.

Finally, the composition was ‘examined in draft and final copy form.

All procedures yielded some information on the composing preferences,
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composing behaviors, and compositions and complemented one another in
the, information yielded. The questionnaire and interview identified
preferences for. writing, perceptions of writing and actual processes
and behéviors employed by the studenté during writing. These responses
were confirmed by the students when they were observed as well as when
they made their retrospective comments after Feading the written
products. The actual observation of the students' writing permitted
the researcher to determine the time and rate of writing as well as
the overt behaviors which accomﬁénied the writing act--facial features,
pauses, reflection, fereading, and revision behaviors.

‘A videotape recording of the writing act allowed the researcher
to check his observati§n notes but otherwise yielded very little \
additional information. The examination of the writer's retrospective
comments stimulated by questions and the rereading of the written
product yielded some additional insight into the covert aspects of the
writing process which were not obtainable through-observation of the
writer writing. These comments confirmed the writers' comments on his
actual behaviors employed during the writing §pt. ' .

Examination of the compositions themselves permitted the
researcher to read the outcomes of the writing act .and to anal;ze the
product déing a given criterion. These compositions were a.rich source
of inforﬁation concerning the ideas, organization, and language skills
of the writer as well as inﬁe%ests, thoughts, and feelings. 1In
additidn, they permitted the researcher to infer cognitive, affective,

moral and 1inguistic‘stages of development of each student. By

< K
referdnce to the compositions, the researcher was allowed to support

o
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infebences.ans insights made through;otper methods employed_in_this o
study. 1In the end, it was a combination of methods used to study the
writing preferences, writing processes and.written pfoducts whichb C '~\
. allowed the researcher to gain insigﬁt into the writing of eacg.student. L
Two writing scoring approaches‘otter than teacher markihé'webetlfs

employed by the researcher in this study. Specific aspects of the

student's zriting ability such as ideas;%organization, and syntak‘wereﬁx
measured using Diederich's "Analytic Scale for Assessisg Compositibns"‘ e
(1974) and parts of Wilkinson; Babnsley, Handa, and Swan's "MOdels |
for the Analysis of wbitingﬁé(l980). In addition tO'theAanalftical
scoring, holistic scoring was used when the papers were;reviéued for
an overall impression using the effectiveness guide in<aglkinson et

al.'s "Models for the Analysis of Writing" (1980) . Both scqring

approaches were useful. The analytical ‘procedure allowed‘the researcher |, ‘2w;

Coig
oy

to identify specific characteriﬁgics offthe writingéwthh eould be
used tojcompare and contrast the student's.igility to respond |
apbr;priately to the demands of their subjects and H@aders. Although S
the "Models for the Analysis of Writieé" (1989) presentee.some inter— o
pretatlve problems for the researchgr, the scales proved useful in

recognizing and, thus not penalizing, the student for his developmental(

level.

Conclusions About Learning Style and Writing

Learniqg style. A1l but ‘three of 219 students in this study

k3

confirmed their dominance in one of.four cognitive style categories or_
o . . i . R
in one of seven other combinations of these four categories. In o v{\
. o . 4
. _ , v 3
!

#
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addition, students identified affective and physiological style elements
;hich they felt were important to their learning style. While no
affective or physiological style elements were consistently associated
with a given coghitive style category; the majority of the 219 students
confirmed their preferences for specific affec&ive and ph&siologic%l
elements. Although 92% were adult-motivated, 86% did not need an
authority figure present in order to learn, while 71% were self-
motivated. Sixty-two percent preferred bright light, 61% preferred a
warm temperature, 58% needed mobility, and 91% showed a low late morn;ng
energy curve., In gddition, the majority of the students found in a
specific cognitive style group shbwed preferences for specific affective
and physiological elements.

1. At least fifty percent of the concrete-seﬁuential (Cs)
learners indicated a preference for waTm temperatures (75%), were self-
motivated (77%), responsible (50%), addlt-motivated (95%), and teacher-
motivated (93%). Fifty percent showed an auditory_perceptual preference
and 58% a prefer;nce for mobility. As with all the other.groups, they
indicated that they diq not work well with aduit authority figures
pfesent.
| ;é. At least fifty percent of the abstract-sequential (AS)
students indicated‘they‘preferred‘ﬁright light (50%), warm temperatures
(62%),\were adult-motivated (93.8%) and teacher-motivated (62%),

persistent (68%) and‘self—motivated'(87%). One half (50%) indicated

a preference for quiet work areas.
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3. At least fifty percent of the abstract-random (AR)
students indicated that they preferred bright light (50%).and warm
temperatures (90%), were self-motivated (70%) and adult-motivated
( 1‘00%) .

4. At least fifty percent of the concrete-random (CR)
students indicated a‘breference for bright light (55%), warm tempera-
tures (55%), and mability (62%). The majority were also adult-motivated
(82%). |

5. A majority of concrete-sequentiér - concrete-random (CS-CR)
students indicated preferences for bright light (77%), mobility (6h%),
and weré self-motivated (71%) as well as adult-motivated (94%).

6. A majority of concrete-sequential - abstract-random (CS-AR)
students indicated that they were self-motivated (60%) as well as adult-
motivated (100%), had a higher energy level in evening (50%), and
showed a preference for mobility (70%).

7. A majority of concréte-sequential -~ abstract-sequential
(CS-AS) learnefs preferred bright light (64%), a warm temperature

(58%), mobility (61%), and were self-motivateéd (76%) and adult-motivated

&

(93%) .

8. A majority of abstract-sequential - concrete-random (AS-CR)
learners showed a preference for bright light (67%), ;.formal design
(67%), mobility (67%), and had.a higher energy level in the evening
(53%). They were adult-motivated (100%) as well as self-motivated
(67%). |

9. The majority of abstpact-sequential - ébstract-random

(AS-AR)® students preférred bright light (50%), warm temperatures (70%),

¢
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mobility (70%), and a formal design (60%). Their energy curve was
highest in the evening (80%). They were self-motivated (60%) as well
as adult-motivated (70%).

10. The majority of abstract-random - concrete-random (AR-CR)
students were self-motivated (71%) as well as adult-motivated (88%),
» and showed a preference for bright light (59%), warm temperatures
(65%) and mobility (65%). Their energy curve was highest in the evening

(53%).

-

¥
11. The no-dominance (ND) students were self-motivated (100%),

adult-motivated (67%), and teacher-motivated (66%). They preferred
bright light (100%) and were auditory (67%) and kinesthetic (67%)
learners who believed that they learned best in the afternoon (67%)
and evening (67%).

Although it must be noted that no student in this study was
"pure" in his cognitive style traits (i.e. confirmed only traits
associated.with his dominant cognitive style category) and no affective
and physjological style elements were always associated with a give;
cognitive style category, these three aspects of learning style in
v;rious combinations were important to the individual student and groups
of students. Fifty percent of the CS students showed é preference for
responsibility, while 68% and 50% of AS students showed a preference
for persistence and quiet respectively, and 100% of AR students were
adult-motivated. This finding ga;e the researcher insight into "how"
individual students and groups of students prefer to learn. It also

suggested elements of learning style that teachers should consider

when adapting curricula to the learners' aptitudes.



169

Learning style and writing relationships. The findingé from

the detailed case studies confirmed and expanded the data gleaned from
the larger sample of 219 students and pointed out some key relationships
between learning style and writing. Cognitive, affective; aqd physio-
logical traits which were specific to an individual student, as well as
traits which were common to pairs of students, were reflected in the

ten students' writing preferences, writing behavior, and written
products. Both concrete-sequential (CS) students indicated a preference
for writing in the evening, thinking about their composition's organi-
zation, using information from their own direct experiences, and being
succinct. Both students anticipated a good mark for their compositions.
Both abstract-sequential (AS) students stated a preference for a quiet
setting with no distractions while writing and a desire to be 1pgica1

in their organization. They displayed an analytical-cognitive orien-
tation to the writing task, and anticipated a favorable response to
their writing. Both abstract-random (AR) students wan@éd minimal
structure and few time limitations, planned their cempositions in

their minds beforeAwriting them aﬁd showed an affective orientation

and concern that their composition be interesting to the reader.

These students-judged their compositions inblight of how they felt
about them. Both concrete-random (CR) students beliqvéd that}the ideas
for their compositions should be their own and should express their
feelings in a "truthful manner". These students displayed a cognitive-
affective orientation to the writing ;asks, enjoyed creating an o
original title for their compositions, and preferred to work by them-

selves. They anticipated a mixed response to their compositions.
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Both no-dominance (ND) students were pleased to write about an incident
which was very close to them and vivid in their minds. 1In addition,
they both preferged to write in the evening, and were self-motivated.
It also should be noted that ghe Learning Style Inventory (LSI) (1978)
tended to identify,elements reflected in the students' writing
preferences while Gregorc Style Delineator (GSD) (1982) trait; were

reflected in the students' writing preferences, composing behaviors,

and written products.

Learning style and developmental stages. Aspects of the

students' cognitive, affective, moral, and stylistic development were
inferred from the compositions using Wilkinson et al.'s models but
learning style appeared to be independent‘of the students' developmental
stages. The writing of the students chosen for the“case studies
appeared to range across several developmental levels. Cognitively,

all students were able to ﬁZLo;t consistently a complete chronological
 or spatial sequence and were capable of summarizing, concluding, and
reflecting when they were generalizing. They were not, however, as
.capable in interpréting events through inferring and deducing nor were
they all able to speculate through exploring, projecting, or theorizing.
Affectively, all students were capable of expre;sing their emotions

in their compositions and showing some understanding of the source

and complexity of these emotions. They were able to ipterpret aspects
of others' character and behavior but did not often attempt a personal
or extended context nor ckoose environmental items to achieve an

effect. Although they catered to tﬁe reader it was not always

i

specifically and consciously done. Reality was often interpreted

o~
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literally.and logically. Morally, the students spanned three stages--
social approval (M3), conventional norms or lawé;(MM), and motives
regardless of status (MS)-—angjpccasional}y showed elements of a
. fourth stage--abstract concepts (M6). Most often they judgedbthemselves
and others in terms of conventional norms and rules (MY). ‘Stylistically,
all students made use of complex sentences with adjective clauses and
most adverbial and noun clau;e forms. The structuresiwere not always
varied, however. Somg studéﬁlé used moré abstraction and more
precision in their vocabulary while others appeared to ge more tied
to the concrete and familiar. Some students handled their organizatioh
with more confidehce and had a greater control over their ideas and
their organization. Most had a sense of semantic relations within
the text but tﬁese were usually limited ﬁ;ﬂsequential and concluding
co;junctions such as "so", "because", "fiéﬁlf&if The detail in the
f

compositions was usually clearly related to zgéir focus and showed
some evidence of being used to giving the reader thé necessary context.
All students appeared to be conséious of a variety of writing styles
but only some deliberately attempted to break the register to cpeate
an effect in one of their compositions.(i.e._teacher—assigned task #3).v:

3N

As a result, no one cognitive style category pair appeared toﬁbeamore’
e : 2

developmentally advanced or delayed than another.

Learning style and writing scores. Althoughllearning stylé

appeared to influence the writing preferences, composing processes,
- and written products ofﬁthé ten students in the case'study,,studehts'
writihg scores in this study were not significantly affected by their

learning style. Although the two concrete-random (CR) writers in the



case studies wrbte better compositions acrogs the six assigned tasks
and received higher scores for them when the Diederich "Scale for
Assessing\Comﬁositionéf (1974) was used by the researcher, other
students wrote as well or occasionally better than thesé two did but
they were not as consistent. The compositions which resulted from
the aésigned tasks reveéledEa range of final scores bﬁt statistically
significant correlations (at p <.05) were not found between teacher-
assigned writing scores and learning sﬁyle scores designated by the

-

GSD and LSI. These findings,‘howevér, may hé§e been due to the nature
of the dependent varﬁgiles and the type of~analysis carried out in |
this part of the stud;. The writiﬁg tasks‘were differentiated by
purpose, audience, and content but these may noE have been fine enough
differentiations and may not have beeq adequately communicated to the
students. In additién, the tasks perhaps were not finely enough
differentiated in terms of the processes which were required to produce
them--they were all of a public, academic nature, written for school
classes rather than_for_self and non-academic purposes. The reliability
and validity of teacher scoring must also be taken into consideration.
AnAanalysis of the writing scores for the ten students in detail
indicated a wide discrepancy between scores given by the researcher
using given guidelines and ;hose scores assigned to the written products
by the teachers. Using teacher-assigned scores, students Qith a
concrete-sequential (CS) profile achieved better scores fér their
writing overall than did any other group. Nevertheless, thege was no

statistically significant difference between and among the groups and

as compared to researcher-assigned scores there appeared' to be an over-
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emphasis on mechanics by most teachers involved in the scoring and

an unevenness in the scoring from one assignment to the nex£ and from.
one student to the next. This aspect of the research project requires
more attention anq-tighter controls in future studies;

Writing in general. While not all ten students selected for

the case studies viewed writing as being important and not all ten
students wrote régularly outside of échool, they collectively
identified and éonfirmed through their actions, common perceptiohs of
writing as well as common wriﬁing behaviors. All students saw school-
based writing as necessary (if not important); all studenté expreséed
a preference fo@gschool-assigned writing topics Qith thch they had
some first-hand experience or previous knowledge; and all students
indicated particular physiological‘(e.g. time; place, lighﬁ, sound)
and affective (e.g. alone) prefefences for writing. While ﬁo one
student with a given cognitive style proceeded through the prewriting
and planning, drafting and rereading, reformulation and proofreading
stages and.béhaviors in the same manner as another stﬁdent of the

same étyle, all - ten students spent éome time consideriﬁg and contem-
plating the tbpic assigned to be written outside of the school setting
but little time exploring the topic assigned when they were being
observed. Only two students wrote outlines. All ten students épent
mosf of the compoéiné time drafting. = All ten stﬁdents spent most of

- the revision time copying. Most wereicqncernéd with ﬁefror.hunting"
o} "méking a neat copy" during révision. Regardiess oe learning.style;
writing did not appear as an easy, natural, or preferréd‘aétivity for

most of the students selected for the case studies.
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RECOMMENDATIONS

Recommendations for Teaching

The grade twelve students who took part in the case studies
were designated by their teachers as "B" writers. Assessments by
the researcher of their assignments, however, yielded aé@nge of
writing scores--"A" through #'C". The insights, therefore, gained
through the tasks the students performed for this study have implica-
tions for the teaching of'average to above average writers at.theiﬁigh
school level. What has been learnéd about learning ;tyle and)writing

behavior may also have implications for the teaching of writing

generally.

Writing assignments. At least four different cognitive styles

are going to be £otind in any one classroom. Hence, any given writing
task is likely to be appreached from at least four different viewpoints

and result in foug different responses. In addition, a teacher should

n]

realize that writing assignmehts make cognitive demands on students.
‘3
Students can sometimes adapt their cognitive style to meet the demands

of a given éétivity, but, at tgg/same time, will continue to bring

7

ther}/own style to the activity (Butler, 1983, p. 41). Butler (1983)
! \\‘ )
and“this study :give the teachér_dome notion of what to expect from a

~

P

given style preference. A dominant CS Wrééfr theoretically prefers a

writing assignment which: (1) asks for specific information or details

known by the student or derivéd'from direct, hands-on expérience, and
™

Y

is down-to-earth and practical, (2) gives exact, succinct, sequential

directions in order to achieve a satisfactory end product, and

®
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(3) is accompanied by a model of what someone else has done with the
same assignment (thus providing a clear example of a "good" mark).
The teacher should be clear about his total expectations and reward the
. student for completing the assignment as directed and doing good work.
The AS writer theoretically prefers a writing assignment which:
(1) is)based on reading of wnat others have said on the topic, (25 is’
preceded by “fthink-time" and solitude as welllas time for discussion,
clarifications, compa:ison83 and (3) requires some use of concepts,
analysis and syntliesis of ideas and evaluation. The'teacher shodld
be willing to reward the AS writer for his verbal abilities. and his
accumulatedhknowledge.
An AR writer theoretically prefers a writing assignment which: -
(1) asks for an emotional imaginative, or artistic interpretation,
(2) relies on past relationships and experiences yith people and ideas
to create an interpretation and to organizeematerial through‘reflectibn,
.and (3) is preceded by cooperative work with others to arrive at a?
conclusion or viewpoinb phrough group discussion. The teacher should
respond to theqéxpression of dﬁat the student feels inside and permit

.

the student to express his thoughts and emotional experiences.

A CR writer theoreticaily.prefersva writing assignment which:
(1) asks for an unusual or original response‘to an open-ended question,
for an original solution to a problen, or ;or experimentation wi;nﬂ"
ideas, (2) gives many options for expression and broad, general
guidelines, but no specifics, and (3) can be completed in % stimulus-

rich environment, with freedom of movement as weil as a place-for the

students to work by themselves. ihe_teaCher should accept unique and

i
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original ideas and responses that defy logic or convention as well as
lively ;;a‘éolourful ramblings and missed deadlines. .
Although students may be able to §ébetch their cognitive étyle
and temporarily and purposefully suspend it, a teacher may be wise to
"develop a qualitatively different curriculum based on the way minds
perceive and order information, giving students freedom to choose the.
‘Agxperiences that bestraliow them to reach the objective" (Butler,‘;983,
b. 41). He should "be open to receive the quality response learners
give rather than predetermining how they should respon;“.(Butler, 1983,
p. 41), appreciating what is given, building on strengths, and developing
limitations. Finally: he should realize that students are not "pure"
in their style characteristics and‘therefore should not be locked into
an assignment or stereotyped to a predetermined response. An effective
way of responding to imdividual cognitive stylé differences is by
providing a range of assignments which appeal to éifferent cognitive
)

styles.

EN

-

of the students in this study was the environment or context in whiph
: 4
they wrote. Some students in this study felt comfortable sitﬁing and

writing at a desk in school while others felt more comfortable writing

at home on the floor or bed. The affective and physiological profiles

of each student's LSI reflected their'environmental, emotional, and
»

4 sociological preferences. The majority of grade XII students in this

study 'shc ' a preference for bright light, warm temperatures, mobility,

2

and a . .rticular time of day (e.g. evening). Dunn, Dunn, and Price

(1981) have made specific suggestions .o assist the teacher in provi&ing

Writing environment. Another influence on the writing processes
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-

fdr the affective and physiological preferencés of these students in
a school setting. Eor example, a student who has a standard score
of 60 or higher on the sound element scales could have aécess to
- "soft music, conversation areaé, or an open learning environmént" (p. 4).
A student with a standard sco%é of 40 or lower could have access ﬁo
silent areas, individual alcoves with soundproofing, or "earphones tob
absorb sound® (p. 5) and thﬁs block out sound. _Préviding environménfs
which complement the student's learning style may'beJan 1mpqrtant ‘
factor in improving attitudes toward and achievement in writiné. ﬁIh
addition to these consi@eratiohs, Emig (1981) argués tﬁat writing is’
"activated by enabling environiepts" which have th; following ‘ )
ché;acteristics: "they are safe, structured, private, unobtrusive, |

and literate"‘(p.‘ZS). Graves (1978) discovered five common properties

: .
in classrooms that produced better writers: (1) the teachen had,high‘
personal standards of craftmanship; (2) things are not Qrong, Just
unfihished; (3) personal expression is valued in gll areas of the
curriculum; (h)'rewriting is carried out; (5) writing occurs in a
‘community atmosphere; that is, in a classroom that can be described
as pos;tive, encquraging,,and seﬁéitive. Emig (1981) goeéibn to'note
that ﬁdulté in sueh environments have two'special roles:  5they are
fellow practitioners and they are prpviders of possibleAcontent and

r &
experiences" (p. 25).

Evaluation of writing. Oftehithe teacher's evaluation and the

/
resulting grading done for the compositions in this éfudy were narrow

and'uneven; and occasionally, negative. Research- suggests that'ghile

the’ kind or intensity of teacher evaluation 6f'studentsﬁ compbsitions-

[
RV . !
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is not relgted to improvement in writing skill (Bamberg, 1978),

positive comments are more!effective than negative ones in‘proﬁoting
positive attitudes ‘toward writing (Van De Weghe, 1978) and negati;e
comments tend to stifle students' motivation to Qrite‘better (Seidman,‘é
1967). The effeétive writing teacher would be wiée to>approach the

,evaluation task with a.positive frame of mind and to look for achieve-
. . L ’

ment and value first. He should give degserved praise and attempt to

cite things the students can build on. The response should make

. 3 o
sense to the students and should acknowled@e the purpose for theﬁjﬁg
) - ‘hw RS

-

writing. The effective steacher should attempt to communicate to the

students in a positive and genuine tone what is good about their .

written pieces and note a reasonable area or two that each student “
B S

can improve. Although'he recognizes“%hat the developmental nature

of the writing aét is not cut and dried (Wilkinson et al., 1980;

Greenhalgh and Townsend, 1981), the teacher should be aware-ofr the -
‘ : 2, A

general progression énd directfon of the students' ége group while -
remaining sensitive to the individual-student's specific ﬁchieveménts.»
He should recognize that there will be backsliding in some areas while

growth is occurring in other areas (Pringle and Freedman, 1979; 1980).

< ’ ’ l "
The writing process. Because writing was not an easy, natural,

or preferred activity for most students in this Studyg ?he first step

for teachers might be to get students writ;pg--producing writtenﬁ

languagé with ease and developing self-confidence as Writers.' Free

~writing is oné technique that has been shown to improve both writihg
N , :

:fluency and attitudes (Southwel;; 1977). Althoﬁgh‘Hayhes (1978) notes

that frequency of writing in ‘and of itself is not associated with
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improvement of writing, frequent practice in writing with positive &

feedback 1is -important (Seidman, 1967)

The writing act is very complex and difficult ﬁ@'segment.
To,date,(researchere have used rather gross categOrieS“to‘delineate f:d
the major processes involved: prewriting and planning, drafting, andi
revision. Evidence to date has also differentiatedvhow'skilledrand L
unskilled writers approach various aspects of the process of‘writingif"
Glatthorn (1982) summarizes the findings in the following composite.‘

Exploring. Skilled writers take time to explore and use many 4
exploring strategies. Unskilled writers do very lit;le exploring.
and do not consider it important or useful. \

Planning- Skilled writers take time to plan .and use’ a variety
of planning techniques and forms: listing, sketching, diagramming.,
Unskilled writers do very little planning either before they write
or as they write. .

Drafting' Skilled writers write in a- way that is 1ess like ’
speech, show more sensitivity to the reader,]and usually spend:
more time drafting. Unskilled writers write' in a way that 1mitates
speech,: write without a concern for the. read r, and" seem preoccupied
with matters of - spelling and punctuation. . /

Revising: Skilled writers either revise very little or revise
extensively; when they revise extensively, they focus more;on s
larger' issues of content and reader- appeal. Unskilled ur;ée ~
either revise very little or revise only at the surface and word o
1evels. They see revision mainly as "error hunting" and. '‘copying -
over in ink" (p. 723) . L : N T

Students in this study spent more time. cfyﬂpﬁi

assignments done outside of school than those inside"stopped*frequently

to rescan, reread and reflect during drafting but ofte?/fooused on :; ;f,"
I H

topic alone rather than the whole rhetorical perlem and saw reviaion ,;

mainly as copying "in good" and "error hunting"r~stopping revision: when

they felt they had not "violated any rules" An implication of this
o .
finding for teaching is for teachers to build on each student 8 strengths

.‘and help him evolve strategies,to become a more skilled writer.,»For {;{ i

N
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example, studenté in this stpdy might have benefited from a variety of
prewriting activities. - Haynes (1978) ‘pointed out the beneficial
oL ¥
results from the use of\§uch prewriting procedures as thinking, talking,
\ .

working in groups, role playing, interviews, debates, and problem

solving.

N

Writing topics. Students in this study showed a preference

for writing topics with which they had some first-hand experience or
previous knowledge. A teacher could help the student w?ite by assigning
topics with which the students have some previous knowledge or first-
hand experience and by helping them "diécover what they know, what

they believe, and what they feel" (Glatthorn, 1982, p. 723) about a

topic during the prewriting and writing phases.
Q

The audience. Students in this study often saw writing:as a

school-task written for one audience--the teacher. Hritingifor'the
researcher seemed to give some students a different outlook and, of
course, an audience beyond their regular teacher. Britton et al.

(1975) concluded that there is a need to widen the condept of audience’
for the student writer. Too often the only audiences students write
-fér are the teacher as examiner or the teééher‘in the*general teacher-
learner relationship. Other audiences might include peers, parents,
younger students, administratgrs, interested laymen, spgcial interest
groups and still wider audiences may include newspapers, letters to

the editor, job applications, and writing contests. Each audience makes

demands on the student writer. Each audience shapes his purgese and

the kinds of writing he does. . o 2‘
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The writer as an individual. The writer is an individual and,

1

oh,

as such, he brings his own prgferenceé, perceptions, writing behaviors
and leafning style with hiﬁ to the classroom. Teachers shoula under-
étand and appreciate these idiosyncrasies and consider them as they
plan writing actifities and assignments. Writing appears to develop
best when it is fostered and nurtured uhder donditions conducive to

its development. Providing a variety of writing assignments which

S
-

appeal to different learning styles, providiqg a safe and unobtrusive
environment which complements the students' physiological and affective
styles, using appropbiaté e;:iuation techniques, developing writing
fluency, helping séudents evolve appropriate wfiting strategies,
providing appropriate topiés, and prodiving the studeéts with hény

‘opportunities to write for self and others can help the student_becomé

an effective writer.

Recommendations for Research

]

This study was exploratory in nature and limited in that only
regular Grade XII students were asked to complete academic writing
tasks in the context of the sghool setting. 1In addition, only a small
»number of students with extreme cognitive styig profiles and specific
teacher-assigned writing scores of 70-80 were studied in.depth. In
vieQ of these limitations, further studies of individual writers and
‘groups with different learning style profiles are required and | ‘
variations on the procedures used in this study need to be undertaken.
- The folléwing statements are examples of possible subjects and

directions for further study. The suggestions listed by no means

exhaust ithe possibilities for further research suggested by this study.

L}
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1. Future studies shoull examine more students of any given

learning style in order to confirm or refute cemmon elements with a

.,

N

greater degree of certainty.
2. Future research should study in depth, a broader range of
students of various abilities Qith various learning style profileé.
In addition, the specific cognitive t§aits of thevGSD which are
peculiar to all eleven categories identified for this study should be

determined. ' N
) 3. Future studies should ask students to compleﬁe tasks other
than academic compositions assigned in the context of the school
setting.‘

4. Future studies should détermine the degree to which any
element of legining style is "critical" to the task at hand.

5. Futdre research should attempt to minimize the effects of
individual marker's biases (e.g. overemphagié of mechanics) by training
teachers to score compositions consistgntly according to a specific

procedure and scoring standard.

6. A longitudinal study needs to be underfaken to observe
the changes in lea:;ing st%IQ and how learning style influences
composing behaviors at different times in a student's iife.

7. Future studies should investigate the role and influence
of the teacher and school egberience on the éompoéing procéss and on
the development of learning style. - .
8. Futufe studies shéuld examine other cognitive, affective,

and physiological factors which have beén’used‘to build learning style

constructs.
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9. Future studies should examine other'factobs which may
influence the writing process including sex, attitude, home, and

interést.
SUMMARY
>

In this study, writing emerges as a complex process which

" involves the whole person--including his past experiences, knowledge,
feelings; attitudgs, cqgniti;e processing, language resources--as well
as éhe context in which he.writeé. Learning style‘cogstrﬁcts and

their accompanying‘traits appeared to give dne explanation of at least ﬁi
three‘of the'mahyAvariables which come into play during .the writing
procéss: (1) the writer's cog%itive prdcessing, (2) éffectiie factors
such as-motivation and pergistence which affect the®writing during the.
" process, and (3) the writef's response to the learning environment
including-time rhytﬁms, light, noise,‘temperatqre, aqd desién.‘ The
étudy‘found these-féctors of learning style reflected in gradé' twelve
students' writing preferences, writing behaviors, and‘written products.,
The imporﬁénce of these learning style elements for writing appears to

«

be.an important subject for further research.

|
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Appendix A

EMIG STUDENT WRITING ATTITUDE SCALE QUESTIONNAIRE1

Name: School:

Section: Sex: Female Male:

For each item, check your response.

~

<

Sometimes

Almost
Never’

Almost

Always

Often
"Seldom

@

1. I write letters to my family and friends.

2. On my owﬁ I write stories, plays, or poéms.
*

3. I voluntarily reread and revise what I've
written.

4. When I have free time, I prefer being with
friends to writing.

5. I prefer topics I choose myself to ones the
teacher gives. '

6. On the whole.I like school.

7. I use writing to help me study and learn
new subjects. ’

8. Girls enjoy writing more than boys do.

9. I like what I write.

10. Writing is a very important way for me to
express my feelings.

- TKaufman, S. D. S. Cognitive Style and Writing: An Inquiry.
Ed. D. dissertation. Rutgers University, The-State University of
New Jersey, 1981.
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11. Doing workbook exercises helps me improve
my writing.
12. A student who writes well gets better grades
in many subjectz i ~<n someone who doesn't.
13. When I have free time, I prefer writing to —
reading. )
4. T do school writing assignments as .fast as
I can. ’
15. 1 get better grades on topics I choose
myself than on’ those the teachers assign.
16. I write for the school newspaper, literary
magazine, or yearbook.
17. I voluntarily keep notes for school courses.
18. When I have free time, I prefer sports, games
or hobbies to writing.
19. I leave notes for my family and friends.
20. The teacher is the most important audience
for what I write in school.
21. Students need to plan in writing for school
themes.
22. VWhen I have free time, I prefer writing to
watching telev&Sion.
23. I speak better than I write.
24. Good writers spend more time revising than
poor writers.
25. 1 accept positions in groups that involve
writing.
26. Teachers prefer correct papers to original
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Almost

Always

Often

Sometimes

Seldom

Almost
Never

27.

28.

29.
30.

31.

32.
33.
34.
35.
36.
37.
38.
39.
40.

4.

42.

I read better than I write.

I spend more time on a piece of writing I do
outside school than one I do as an assignment.

Studying grammar helps me improve my writing.
I am involved in writing I do for school.
I'd rather study literature than write.

I share what I write for sghool with family
and friends. h

I write public figures like my Member of
Parliament, Member of Legislative Assembly,
or Mayor.

I write graffiti.

In class, I share what I write with other
members of the class.

When I have free time, I prefer listening
to music to writing.

Teachers give poor grades to papers that have
misspellings.

Writing for others is more important than
expressing myself.

I ccan put off doing assigned writing until the

last minute and still get a good grade.

I must learn to write a good paragraph before
I can write an entire theme.

I keep a journal or diary. K

I prefer dramatics to writing in English
class. ,
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11.

12.

13.
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WRITING BACKGROUND INTERVIEW GUIDE’

What are your earliest recollections of writing? Did you scribble
before you went to school? Did you write stories before you went
to school? How would you characterize them?

Describe the first writing experience you remember.

How much writing did you do in elementary school? What kinds?
How did you feel about it? ) )

How much writing did you do in secondary school? wﬁat kinds?
How did you feel about it? ‘

Have you ever done any writing outside of school? If no--what @about
letters, shopping kists, memos, telephone messages? How often?
What kinds? When? For what purpose? How did you feel about it?

Do you still write outside of school? How often? What kinds?
When? For what purpose? How do you feel about it?

What do you think are the differences between the wWriting you do
in school and the writing you do at home?

Do other people you 1ivé with write? What kind? How often? For
what purpose? How do they feel about writing?

Do youb friends write? What kind? How often? For what purpose?.

“How do they feel about it?

Do you thiqk writing is important? Why? Why not? :
How do you feel about school assigned writing? Why?

What kinds of writing assignments'are given in school? How do you
feel about them? .

What kinds of writing assignments would you like? Why?

lpianko, S. The Composing Acts of College Freshmen Writers: A

Description. Doctoral dissertation, Rutgers--The State University,
Graduate School of Education, 1977.



14. How do you feel about doing writing assignments in the classroom
with a time 1imit? Why? .

15. Have you ever had any English teachers who taught writing really
well? Why do you think so? What is it that they did?

S

16. What do you do in your spare time?

17. On the average, how much T.V. do you watch during the week?

18. When you write, ﬁb.you have a special writing‘place? Déscribe it.
19. Are there any special thihgs you need in order to write? |

20. Is there any time of day or night when you do your best writing?
Why do you think so?

21. Under what conditions do you feel you do your best writing? WQy?

22. Once you have an idea, how long does it take ' you before you sit
down to write? How do you feel at that time?

23. Do you do any planning before you write? What kind of planning?
How much? Do you do thé same kind of planning for all pieces of
writing? Why? Why not? {

2h. Do you write any drafts? Do(you review? How much and what kinds?

\
\

25. Do you proofread? Why?

26. For how long a period can you write? How many pages do you
write at one sitting?

27. How long does it take you to complete a piece of writing that you
are satisfied with? .

28. How do you feel when you cdmp1e£e°é piece of writing?

29. Do you ever turn in a piece of writing you are not satisfied with?
How often? Why?

30. Do you feel your pieces of writing are completed when you turn
them in? ' ’ '

i -~

31. Is there any difference in“your procedure,for completing a school
writing assignment from your own initiated writing? What are
they? Why?

32. 1Is there any difference between the way you write for a grade or
no grade? For yourself? For friends? In ant ways? Why? =

oy ey
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33. What is the longest piece you have ever Qr%%ten?'\Tell me about
it. : ¥ A

34. 1Is there anything else you would iike to add about your experiefices
with writing?

‘3;; :,: .
‘%’
7
s LY

)
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Aggendix C

OUTLINE OF OBSERVABLE BEHAVIOR DURING COMPOSING' NE
L

/ . Prewriting

Choice of place--near a window, by him/herself, in back or
front of room, in a group. -

Preparations-<how desk is cleared, what is placed on the desk
(pens, pencils, eraser, paper, dictionary); which pen or.pencil is
chosen; what kind of paper is to be used (choice of looseleaf, yellow
legal, examination booklet, white unlined).

Particular kinds of physical behaviors and their frequency--
non-interruptive (smoking, chewing gum, eating candy, looking out
window, at ceiling, at teacher or other students); noise making
(clicking of pen, tapping b fingers, groans); leaving seat or room.

Physlcal position assumed--where hands, feet, body are placed;
kinds of facial expressions.

Period of thought--length of time; reading and contemplating
the assignment and how té begin; reactions to the assignment; questions
of the teacher and/or other students; talking with the teacher and/or
other students, interventions by teacher and/or other students.

Planning

Length of time. '

‘Mode of planning--outline, jottings, informal list; written
or oral (lip movement).

Rescanning. }

Revision, if any.

Nature of pauses-~filled or unfilled, seeming ease or difficulty;
looking out window, at ceiling, at others; noise making; leaving seéat
or room. NV

Non-interruptive behavior--smoking, chewing gum, eating candy.

Physical positions and facial and/or verbal expressions.

Interventions.

!

1Pianko,'S. The Composing Acts of College Freshmen Writers:
A Description. Doctoral dissertation, Rutgers--The State University
of New Jersey, Graduate School of Education, 1977.
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»

Comgosing

Decision to start--ease or difficulty.

Length of.time.

Nature of 8auses--filled, planning ahead; unfilled, looking
out window, at ceiling, at others, noise making, leaving seat or room;
seeming ease or difficulty. °

Rescanning-—amount visual or verbal.

Type of revisions--erasing, crossing out, addlng, fresh starts,
change of plans; minor revisions; time of occurrence.

Non-interruptive behavior.

Physical position and facial and/or verbal expressions.

Questions and/or talking.

Interventions.

Rereading

Length of time.
Time of revisions--length, scope; corrections, minor rev131ons,

major revisions; total rewrite.
Nature of pauses--seeming ease or difficulty; satisfied or

unsatisfied.
Physical position and f 1 and/or verbal expressions.
s Questions afid/or talking. .
Interventipns. 2

4 Stogging

Seeming ease or difficulty.

Context and conditions.

Physical position and facial and/or verbal expressions.
Questions and/or talk.

Interventions.

Contemplating Finished Product

Length of time.

Effect of product upon self.

Anticipated effect upon reader.

Physical ‘position and facial and/or verbal expressions.
Questions and/or talk.



- Turning in of Product

»

Length of time.

‘ 202

Facial and verbal expressions--feelings, attitudes.
Questions and/&r statements to teacher and/or other students.

Physical stance.

Clearing of desk.
Organization of papers.
How and when student exits.

A
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AEEendix D

GUIDELINE QUESTIONS FOR COMPOSING'

Prewriting
1. What did you do before you began to write?
2. What did you think about before you began to write?
3. Did you think about what you wanted to say?

Planning
1. Did you use an outline? If so, what kind?
2. Did you know how you would organize it, or put it together?
Starting _ _
1. What was difficult/easy about beginning this piece?
2. How long did it take before you put the first word,
sentence, etc. on the page?
Stopping
1. Do you get a sense of closure after wrltlng a piece? If
so, describe it.
2. Do you ever get to the point where you feel you have
captured everything?
3. When did you decide not to write any more?
Reformulation
1. Why did you make changes?
2. When do you make .changes in a piece of writlng?
3. What kinds of changes did you make?
-
S

Evaluation

1. What are the strengths/weaknesses‘in this'piece?
2. Why are you more/less satisfied with this piece of writing? =
3. What is your opinion of this writing? Evaluate it.

, 7

1Brozik, J. D. An Investigation into the Composing Process
of Four Twelfth-Grade Students: Case Studies Based on Jung's’
Personality Types. Doctoral dissertation, University of Pittsburgh,
1976. | 3
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Appendix E
~ COMPOSING PROCESS INTERVIEW' “

The following questions are designed to help you tell about
your writing process, what you are doing, thinking and feeling as you
wrote each of your compositiops. Your answers will help us understand

your writing process.

Please answer as fully as you can. If you tﬁknk something-
may be irrelevant, say it anyway. Some of the questions may seem
repetitious; answer them anyway. You may remember something you didn't
say before.’ a

Do not write on this gquestionnaire. Talk out your answers into
the tape recorder. Be sure you have pressed both the record and play
buttons simultaneously. As you go through the questionnaire, read each
question aloud before you answer, so that we will know which question
you are addressing. '

If you have any questions, please ask them before you begin.
While recording the questionnaire, if you don't understand a question,
try to answer it as best you can. When you are finished, let us know
any problems you had--we'll try to help.

1. How did you feel during today's recording session? . -
— ,
2. Were you comfortable during the recording and writing periods?

3. Was there anything that may have interfered with your concentration
(for example, a personal problem, hunger, physical discomfort, etc. )?'

If so, explain.

¢ -

4. Did the position you used for wrltlng feel natural and comfortable?/ﬁ*
If not, explain. . .

5. In what ways were the conditions surrounding this writing experience
different from your usual writing situation? Describe your usual
writing situation comparing it to today's. (That is, where and when

" do you usually write? What implements [pen, pencil, typewriter;
lined, unlined paper, etc.] do you usually use? What are the usual
conditions [quiet, radio, 1TV; alone, in a noisy room, etc.]?)

6. When you first received the a351gnment how did you feel about the
topic? ‘ : : -

1

?Glassner, B. M. Lateral Speeialization of the Modes of Discourse:
An EEG Study. Doctoral dissertation, Unlver31ty of New Jersey, Graduate
School of Education, 1980. :
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15.

16.

17.

18.

19.

20.

21.

22.
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What doubts, questions or concerns did you have about what you were
asked to write? :

Aside from your participation in this study, what (if any) purpose
did you feel you had for writing your composition on this topic?

As you wrate, who did you‘feel you were writing for; thaﬁlis, who
did you have in mind as your audience? 85

What did you think about before you started to write?

If you thought about several possible ideas or topics, briefly
describe EACH and tell why you chose or rejected each topic.

| :
13. Give a narrative, or description, of what went' through your
mind from the time you received the assignment-until the time you

started to write.

What form did your plans take (e.g. notes, ouﬁline, mental
formulations, etc.)? '

Describe the nature of your plans. Consider how much of the
composition you planned, whether they were general or detailed
and to what extent you had already begun deciding on the words
you would use. :

How closely did you stick to your original plans? 1If they changed,
tell whether they changed before or after -you began writing or
both, how they changed and why they changed. If they changed after
you began writing, tell where and how you went about making the

changes.

When you began to write,,what did you write first (read these words
aloud)? - \

Why did you begin there?
How easy or.difficult was it to begin? Explain.
Why did you begin to write when you did?

l 4 . . »

When you began to write, did you know what words you were going to

put ongphe page? If so, use the marking pen provided to underline
as man?fwords as ‘'you had formulated before you put the-pen to the

page.

Now, read your entire composition aloud, stoppiné wherever you
can remember anything you were thinking, feeling 'or doing as you
wrote. Using the marking pen provided, make a slash (/) and
number it (/1, /2, /3, etc.) to indicate which part of the text
you're commenting on. For each slash:
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a) Say what the slash number is. L r

b) Describe any changes you made in the text.

c) Tell why you stopped writing there (if you did), what you were
thinking/d01ng/fee11ng, and what led you to begin writing again
(if you had stopped writing). § A

d) If you stopped to reread what you .had written, say s0 and use
the marking pen to draw an arrow from the slash (/) to where

you began rereading. _ _ /r’

r

P

23. As you were writing, what ideas or information came that. you Hadn't
considered before you began to write? Include both .ideas that you
used in the writing, and those that you considered but decided not
to._include. For those you did use, tell when you got the idea and
when you used it in your composition; that is, did you use it
immediately, or did you note it and use it later? If later tell
‘how you kept track of the idea. For those .you considered but .
decided not to include in the composition, tell when you got the
idea and when and why you decided to reject it.

24. Tell about any changes’ you made during the writing period © TeIll
the number of any. lines where you made changes from what you first
put on the page and describe the change. Include:
~ additions (a word, sentence, paragraph, etc.)

- anything removed .

- word or phrase substitutions . . ) ' .
- word reordering

- changes in sentence structure

- grammatical changes '

- spelling changes.

25. Did anything you wrote surprise you? What? Explain why.

26. While writing, dld you discover anything you hadn't realized before.
you began writing? What? Explain. ;

27. Where (indicate line numbers) was your writing particularly smooth-
’ going? For each, try to explain why. : N :

28. Where was your writing particularly difficult and slow-going? For
each, describe the nature of your difficulties. =

IF YOU FINISHED WRITING BEFORE YOU WERE TOLD YOUR TIME WAS UP, GO ON TO .
THE FOLLOWING. IF YOU WERE STILL WRITING WHEN YOUR TIME WAS UP SKIP

. QUESTIONS 29- 34 AND ANSWER #35.

29. Why did you end where you did?
30.‘ Was the deciaion of where to end easy or difficult to make? Explain;'
31. Did ydu reread the piece after you flnished wrlting?' I; so, how

much? If the whole piece, did you read it straight through or in
sections? Describe.
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32. What did you think about as you read AND after you read?
33. How did you feel as you read and after you read?

34, What (if any) changes did you make in the text. after you finished
writing?

35. Please go on to tell anything about the writing of this piéce that
the questions haven't covered.

When you have finished, please turn the tape recorder off. Thank
you very much.
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Appendix F

DIEDERICH SCALE FOR ASSESSING COMPOSITIONS'

Rating Sheet

Topic ‘Reader Paper L

Low High

Ideas 2 4 6 8 10
Organization 2 4 6 8 19
Wording 1 2 3 4 5
Flavour 1 2+ 3 4 5.
Usage , 1 2 3 4 5
Punctuation 1T 2 -3 4 5//,“\\
Spelling 1 2 3 4 g X
Handwriting 1T 2 3 4 5 "\

» , —

— .
1. Ideas

HIGH. The student has given some thought to the topic and
writes what he really thinks. He discusses each main point-long
enough to show clearly what he means. He supports each main point
with arguments, examples or details; he gives the reader some reason
for believing it. His points are clearly related to the topic and
to the main idea or impression he is trying to convey. No necessary
points are overlooked and there is 'no padding.

MIDDLE. The paper gives the impression that the student does
not really believe what he is writing or does not fully understand
what it means. He tries to guess what the teacher wants and writes
what he thinks will get by. He does not explain his points very
clearly or make them come alive to the reader. He writes what he
thinks will sound good, not what he believes or knows.

LOW. It is either hard to tell what points the student is.
trylng to make or else they are so silly that, if he had only stopped
to think, he would have realized that they made no sense. He is only
trying to get something down on paper. He does not explain his points;
he only asserts them and then goes on to something else, or he repeats
them in slightly different words. He does not bother to check his

a

1Diederich, P. B. Measuring Growth in English. Urbana:
Il1linois: National Council eof Teachers of English, 1974, pp. 55-58.
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facts, and much of what he writes is obviously‘untrue. No one believes
‘this sort of writing--not even the student who wrote it.

2. Organization

AN

HIGH. The paper starts at a good point, has a sense of move-
ment, gets somewhere and then stops. The paper has an underlying plan
that the reader can follow; he is never in doubt as to where he is or
where he is going. Sometimes there is a little twist near the end
that makes the paper come out in a way that the reader does not expect,
but it seems quite logical. Main points are treated at greatest
length or with greatest emphasis, others in proportion to their
importance. .

MIDDLE. The organization of this paper is standard and
conventional. There is usually a one-paragraph introduction, three
main points each treated in one paragraph and a conclusion that often
seems tacked on or forced. Some trivial points are treated in greater
detail than important points, and there is usually some dead wood that

might better be cut out.

LOW. This paper starts anywhere and never gets anywhere. The
main potets are not clearly separated from one another, and they come
in a random order--as though the student had not given any thought to
what he intended to say before he started to write. The paper
seems to start in one direction, then another, then adnother, until
the reader is lost.

3. Wording

HIGH. The writer uses a sprinkling of uncommon words or of
familiar words in an uncommon setting. He shows an interest in words
and in putting them together in slightly unusual ways. Some of his
experiments with words may not quite come off, but this is such a
promising trait in a young writer that a few mistakes may be forgiven.
For the most part, he uses words correctly, but he also uses them with
imagination.

- MIDDLE. The writer is addicted to tired old phrases and
hackneyed expressions. If you left a blank in one of his sentences,
almost anyone could guess what word he would use at that point. He
does not stop to think how to say something; he just says it in the
same way as everyone else. A writer may also get a middle rating on
this quality if he overdoes his experiments with uncommon words: if
he always uses a big word when a little word would serve his purpose
better.

LOW. The writer uses words so carelessly and inexactly that
he gets far too many words wrong. These are not intentional experiments
with words in which failure may be forgiven; they represent groping for



210

words and using them without regard to their fitness. A paper written
in a childish vocabulary may also get a low rating on this quality,
even if no word is clearly wrong.

4. Flavour

HIGH. The writing sounds like a person, not a committee. The
writer seems quite sincere and candid, and he writes about something
he knows, often from personal experience. You could not mistake this
writing for the writing of anyone else. Although the writer may
* assume different roles in different papers, he does not put on airs.
He is brave enough to reveal himself just as he is. <

MIDDLE. The writer usually tries to appear better or wiser
than he really is. He tends to write lofty sentiments and broad
generalities. He does not put in the little homey details that show
that he knows what he is talking about.’' His writing tries to sound
impressive. Sometimes it is impersonal and correct but colorless,
without personal feeling or imagination.

/

LOW. The writer reveals himself well enough but without
meaning to. His thoughts and feelings are those of an uneducated
person who does not realize how bad they sound. His way of expressing
himself differs from standard English, but it is not his personal
style; it is the way uneducated people talk in his neighborhood.
Sometimes the unconscious revelation is so touching that we are tempted
to rate it high on flavour, but it deserves a high rating only if the
effect is intended. ,

5. Mechanics

(a) Usage, Sentence Structure.

HIGH. There are no vulgar or "illiterate" errors in
usage by present standards of informal written English, and there are
very few errors in points that have been discussed in class. The -
sentence structure is usually correct, even varied and complicated
sentence patterns.

MIDDLE. There are a few serious errors in usage and
several in points that have been discussed in class but not enough
to obscure meaning. The sentence structure is usually correct in
familiar sentence patterns, but there are occasional errors in compli-
cated patterns; errors in parallelism, subordination, consistency of
tenses, reference of pronouns, etc.

LOW. There are so many serious errors in usage and
sentence structure that the paper is hard to understand.



211

(b) Punctuation, Capitals, Abbreviations, Numbers.

HIGH. There are no serious violations of rules that have
been taught-—except slips of the pen. Note, however, that modern
ediotrs do not require commas after short introductory clauses, around
nonrestrictive clauses or between short coordinate clauses unless
their omission leads to ambiguity or makes the sentence hard to read.

MIDDLE. There are several violations of rules that have
been taught--as many as usually occur in the average paper. Counts
of such errors in hlgh middle and low papers at various ages and
socioeconomic levels would be desirable in order to establish standards.

LOW. basic punctuétion is omitted or haphazard, resulting
in fragments, ron-on sentences, etc.

-

(c) Spelling.
~ HIGH. Descriptions of spelling levels are most often

used in grading test papers-written in class. Since there is sufficient
time to make full use of the dictionary, spelling standards should be
more lenient than for papers written at home. The high paper (at ages
14 to 16) usually has not more than five misspellings, and these occur
in words that are hard to spell. The spelling is consistent; words
are not spelled correctly in one sentence and misspelled in another--
unless the misspelling appkars to be a slip of the pen. If a poor
paper has no misspellings, it gets a high rating on spelling, even if
no difficult words are used.

MIDDLE. There are several spelling érrors in hard words
and a few violations of basic spelling rules, but no more than one
finds in the average paper. Spelling standards differ so sharply from
grade to grade and from one socioeconomic level to another that each
school would do well to make a distribution of spelling errors,per
hundred words (at least for test papers written in class) and relate
its ratings to this distribution.

LOW. There are so many spelling errors that they interfere
with comprehension. °

R

N

6. Handwriting, Neatness

HIQH//'The handwriting is clear, attractive and well spaced,
and the//hles of manuscript form-have been observed. ,

_ MIDDLE. The handwriting is average in legibility and attrac-
tiveness. There may be a few violations of rules for manuscript form
if there is evidence of some care of the appearance of the page.

LOW. The paper is sloppy in appearance and diffiahlt to read.
It may be excellent in other respects and still gets a low ratlng on
this quality. |
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Appendix G

MODELS FOR THE ANALYSIS OF WRITING'

Cognitive Model

C1 Describing :
C1.1 Labelling - the mere concept word, e.g. 'There is man and . . .

C1.2 Naming - the specific word, e.g. 'Mr. and Mrs. Jones went to-

town.'

C1.3 Partial information - some concrete details given, but unorganized
and unsustained, e.g. 'wene you get to near the red circle you
would of de caught.'

C1.4° Recording - simple concrete statements about ‘the here and now

or there and then in a 1ist; language close to speech, e.g. 'it

hit my head I fell over and Anthony said are you all right yes

. . .' Past and present time confused. ’
C1.5 Reporting - some linking between statements in a chronological/

spatial sequence, e.g. 'I went to school. Then I found my

books had gone, so I went to the house tutor. . .' or 'There was

an old house on the moor behind our village. . .'

c2 Interpreting

C2.1 Explaining - saying why something is so or how something is done,
e.g. 'I was happy because it was my birthday', 'the card sorry ‘

’ means you can send one of the other players back. . .'

C2.2 Inferring - e.g. 'I think he's more sad than happy because he's
alone', 'This wouldn't work because children wouldn't bother
coming to school'.

C2.3 Deducing - links between statements, casual links, e.g. 'teachers
will be in short supply because there will be much broader choice
of things to do. That teacher won't be able to cover all the
subjects, 50 choice of subjects wouldn't work'.

C3 Genera11z1ng
C3.1 Abstracting - using abstract terms as well as concrete ones,
e.g. 'People say children should go to school', 'The players
move alternately, while beginning. . .'
€3.2 Summarizing - e.g8. 'So you see Topcat won', 'The object of owning
property is to collect rents from opponents stOpping there'
'The first .person to do that is the winner'.
C3.3 Overall evaluation - e. g. 'So Topcat won by being more clever'.
"The main object of the game is to meld seven cards of a kind'.

1Wilkinson, A., G. Barnsley, P; Hanna, and M. Swan. Assessing
Language Development. Oxford, Eng.: Oxford University Press, 1980.
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C4
C4.1

Cl.6

213

Concluding - e.g. 'So he decided never to enter the race again’',
'These seven points show just how ludicrous that suggestion

really was'. _
Reflecting - generalizing with reference to external rules or

principles, e.g. 'This phase would generally have lasted several

years'. »
Classifying - links between generalizations sustained in a

classificatory system.

Speculating : )
Irrelevant (even if bBeautiful) hypothesis, e.g. 'If we didn't
come to school we would get sick and die', 'The elephant's

trunk was stretched by a crocodile'.

Relevant but inadequate hypothesis, e.g. 'His trunk is to breathe
better', 'if we didn't come to school the buses wouldn't come'.
Adequate hypothesis - 'His trunk is for feeding with'.
Exploring - asking tentative but relevant questions 'What .would
happen if. . .' e.g. 'But what would we do if we didn't come to
school?’ '
Projecting - a set of organized hypotheses about a possible
future, loosely linked, e.g. 'A far better system would be to
give secondary school pupils a basic three years, schooling. .
The writer goes beyond the information given, but cannot subject

his thinking to critical scrutiny. ’
Theorizing - sustained hypotheses in which links between one item

and the next are hypothetico-deductive. Propositional logic ﬁf¢
rather than concrete reasoning as in C2.4.

1

Affective Model

Al

A1

Ai.3

ALY

Self .
The writer expresses his emotion and his awareness of the nature

of his own feelings, or implies his emotion by describing action
from which the reader can infer that the writer was in the grip
of an emotion. :

The writer expresses or implies his own emotion, mechanically
in some written work, explicitly in others, e.g. 'My feet were
as wet as anything', 'I am afraid that day is a long, long,

way away'. )

- not only expresses but evaluates emotion, e.g. 'The saddest
day of my life', 'I did not like it indeed’'.

- shows awareness of self image, of how he appears or might
appear, e.g. 'I looked like a fool'.

- shows awareness of the springs and complexities of emotion,
e.g. 'I got rather nervous about it and I couldn't find the

way and went into another room and looked like a fool standing
there asking where room one was'.

- shows a general attitude or disposition, e.g. 'T long for the
day when I can think about him without it hurting too much'.
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A2.1

A2.2
A2.3
A2.4

A2.5

A2.6

A3

A3.1

A3.2

AY
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Other people

The writer shows an awareness of others both in relation to
himself and as distinct identities.

- records the mere existence of other people as having been
present. This is the single dimension: others are present--
acting, speaking--but no emotion is apparent by infégence,
e.g. 'The two boys went for a walk with their mother \and they
got lost and they came to a fence and that fence was SIe ic
and they was not lost. . !
- begins to indicate the separateness of others by, e.£. giving
their actual words or significant actions. 'I woke up, had my
breakfast' is probably not signiflcant 'the old mygn smiled'
may well be.
~ the thoughts and feelings of others by quotation of actual

. words, perhaps as a dialogue, or by descriptien of them, or

actions indicating them. More perception called for than in

the previous category though it might be fairly conventional i
Analytical, interpretative comments on aspects of character and
behaviour, or insightful quotation or dialogue.

Consistently realized presentation of another person by a variety
of means, perhaps by assuming persona.

Ability to see a person and his interaction in extended context
(e.g. a character in a novel). .

Reader
It is often arglied that writing to an unknown or not well-
envlsaged reader will be poorer in quality since it lacks focus.

Certainly the imaginative leap of the writer into the minds of

others so as to grasp what terms have meaning for them must
characterize effective communication.

- reader not catered for. Writing context-bound, incomplete
information, links missing.

- the reader is a person or type of person to the writer. He
may not be conscious of this, but rather attempts to fulfil
expectdtions within the situation. He may do so partially but
imperfpctly. :

- the /writer caters specifically for the reader, e.g. by
relevant informgtion, explanation (sometimes asides), shows an
m, telling him what he needs to know to be able -
what he is told.

Environment _ o ,
The writer shows an awareness of physical or social surroundings,
a sense of time and place. On the one hand the environment may

be a source of special stimulus. On the other hand, a 'restricted
code' may not offer the necessary context. Getting the register
right is a sign of awareness of social environment.

- assumes the environment.

‘- describes or explains the environment, barely adequately giving

background details, or gives enough details to clarify the back-
ground.



215

A4_.3 - responds to the environment in a way that shows it has been
especially significant and stimulating. -

AL.4 - choses environmental items to achieve an effect, thus showing .
a higher degree of selectivity and evaluation than that shggestedk
by A4.3.

AS Reality O

This is concerned with how far a writer recognizes a distinction
between the world of phenomena, and the world of imagination,
between magical and logical thinking; with how far the writer's
own preferences or beliefs can come to an accommodation with
external reality; with how far the literal-metaphorical aspects
of experience can be perceived in complexity.

A5.1 Confusion of the subjective and objective world. This seems to
occur with young children who belidve that stories are 'true'.

A5.2 - gives a literal account without evaluation.

A5.3 - interprets reality in terms of fantasy.

AS.4 - interprets reality literally but in terms of logical possibilities.

A5.5 - interprets reality imaginatively in terms of art, perhaps
symbolically or metaphorically.

Moral Model . N

Attitudes/judgements about self/others and events.

M1 Judging self/others by physical characteristics or consequences,
e.g. 'She was ugly, so she was bad', 'He broke fifteen cups--
naughty'. Judging events by pain-pleasure to the self, e.g. It
was a bad day, I hurt my hand'. 'It was a good birthday. I
got lots of presents'. 'A bad accident--the fence was smashed
up'. Principle of self-gratification--'anomy'.

M2 . Judging self/others and events in terms of punishments/rewards.

“ 'T won't do that, Mummy will hit me'. 'I'll tell Daddy on you
and he will beat you up'. 'If I do the dishes, Mdmmy will give
me a new bat'. Events judged as rewards/punishments, e.g. '1
must Have been naughty last night, the fridge hit me.' Heteronomy.

M3 Judingiielf/pthers according to the status quo. Mother, father,
teacher, policeman good by right of status; the wicked witch,
the evil step-father bad by right of convention, e.g. 'l hated
the Jerries, I used to call them stupid idiots'. Reciprocity
restricted to the child's<immediate circle, e.g. 'I won't do
that--it will upset Mummy'. Social approval/disapproval
internalized in terms of whether behaviour upsets others or not.
Stereotypic thiwking. Events judged in terms of effects on other
people. 'It was a bad accident. All the passengers were badly
hurt'. Socionomy (internal).

My Judging self/others in terms of conventional norms/rules,

e.g. 'It's wrong to steal. It is against the law'. Conformist
orientation. Rules are applied literally on the principle of
equity or fairness. 'It's not fair. We all did it, so ‘John
shiould be punished the same as us. We all broke the rule'.
Socionomy (external). g
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M6

M7
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Judging self/others in terms of intention or motive, regardless
of status or power, e.g. 'She didn't mean to drop those plates,
so she shouldn't be punished'. 'Teacher was wrong, because
she punished all of us instead of finding out who did it'.
Juding self/others in terms of abstract concepts,-such as a -
universal respect for the individual rather than in terms of
conventional norms of right/wrong conducts. The morality of
individual conscience. Rules seen as arbitrary and changeable.
Autonomy.

Judgement of self/others in terms of a personally developed
value system.

Stylistic Model

S1

St

S1.2

S1.3

S1.4

82

Syntax

This category is concerned with the relationship between
grammatical units within the sentence. There is development
from the simple to the complex sentence and from the use of
restricted and unvaried means to the selection, as appropriate,
from a wider range of more varied structures.

Simple sentences with few modifiers or compound sentences without
subordinates. The most common conjunctions are 'and', 'so',
'but' (often used in an additive rather than contrastive sense).
Where subordinating conjunctions are used, there is not true
subordination.

Short, complex sentences with some short modifying phrases.
Occasional use of adjectival clauses. Frequent use of adverbial
clauses of time, place; clauses of cause and. condition are used
but not firmly established. Noun clause object very common. )
Longer complex sentences employing adjectival clauses and most
types of adverbial and noun clause. Some re-arrangement of
sentence units to stress meaning. More confident and elaborated
use of modifiers. Some embedding. .
Sentences become more varied and 'tighter' in structure. \Use
of participal and infinitival expression embedded within the
sentence. Clauses of concession and adversative constructions
employed. S '

Greater control and facility with sentence structures. Ability
to Ehjust sentence structures according to the requirement of

the subject field.

Verbal Competence
This category is concerned with the writer s capacity to express

his meanings effectively, to define his terms adequately and
communicate successfully an increasingly wide range of experience.
There may be changes from the concrete to the abstract, and to a ’
more diverse, discriminating and precise use of words; from the
literal to the metaphorical; frgm the stock to the individual

statement.

Pad

L83
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S2.2

S2.3

S2.4

S2.5

S3

S3.1

S3.2

S3.3

S3.4

S3.5
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Vocabulary unlimited. Literal,:not metaphorical, concrete, not
abstract. A limited range of modifiers.

Increased range of vocabulary but still tied to the concrete
and familiar. Increased use of modifiers, temporal and causal
initiators, adjectives. Circumlocution rather than precision
in describing complex experiences.

Increase in number and range of words to express feeling and
mental processes. Many more modifiers related to the quality of
experience: metaphor. Developing ability to use conventional
language. More effective and precise use of initiating words
and phrases. Experimenting with new words.

Ability to use abstract terms and express an abstract idea.

Use of general terms and superordinates: more extended use of
metaphor.

Greater discrimination in choice of words. Clearer definitions,
greater precision in use of words. Ability to select the most
effective word for the context: in control of choice.

Organization :
This category is concerned with the relation between the separate

sentences and the whole composition. There is development from
a relatively uncontrolled and incoherent handling of material to
a more cégtrolled and coherent organization.
Little coherent structure. Ideas are juxtaposed rather than
related. There is little elaboration or integration.
Experience, ideas and observations are related to a single focus
but without coherence between the parts. In narrative structure
takes the form of a cluster of events without focus. 1In
discursive writing a 'primitive chain' structure is often adopted.
Sequence and structure are based on a simple linear or chronolog-
jcal pattern. Elaborating detail where employed is not yet
selected and organized with a clear aim. Introductory and -
concluding sentences are most common in narrative and least common
in discursive writing. The connection between one fact and another
is not always made clear. '
More complex organization, though the sum of the parts does not
yet make a whole. Interruption of a straight-sequential pattern
by, for instance, retrospection or anticipation. Other patterns
such as a logical one emerge.
The relationship between the parts and the whole established.
Explanation and amplification handled more coherently. Appropriate
subordination of material within the paragraph. Introduction and
conclusion employed with confidence.
Capacity to control ideas and organize structure by a variety of
méans. Complex experiences or ideas often presented by balance
or contrast. Image, symbol, the use of a predominant tone and
atmosphere become unifying factors.

- :
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Sk Cohesion
Cohesive devices are employed to maintain continuity between one
E 3 part of the text and another. Just as grammar establishes the

structural relationship within clause or sentence, so cohesion
established the semantic relatiofiship within the text. There is
development from the relatively unrelated to the fully related
parts in a text. ‘

S4.1 Few cohesive devices employed effectively. Pronouns where used,
sometimes have no specific referent or are used imprecisely.
Ellipsis, when employed, often shows no dlear understanding of
the referent, e.g. 'If they miss [the gogijg the other player
has his [turn?]!' Little lexical cohesion./ Most common conjunc-
tions: ‘'and', 'so', 'then'.

S4.2 Marked increase in cohesive devices. Sequential and concluding
conjunctions, e.g. 'afterwards', 'finally', 'eventually'. Use
of temporal conjunctions, e.g. 'when', 'first', 'first of all'.
Use of causal conjunctions, e.g. 'so', 'because'. Use of 'but'
in an adversative/contrastive way. Some use of demonstratives
as adverbs of place, e.g. 'here', 'there'. Some substitution,
e.g. 'one', 'other', 'some'. Nominal substitution, e.g. ‘one',
'the same' and verbal substitution, e.g. 'do so', 'be so'.
Appearance of low level general terms, e.g. 'people', 'things'.

& -ater awareness of textual coherence to clarify and define

1ing. Emphatic cohesive conjunctions, e.g. 'too', 'even',

. .0'. Use of comparatives, e.g. 'identical', *gimilar', 'more',

Ficss', and superlatives, e.g. 'the wealthiest'.

Development of logical coherence. Use of superordinates. A

f wider range of adversatives employed, e.g. 'however'!, 'on the

P other hand', 'though'. .

A wide range of cohesivé devices employed, e.g. reiteration, '

synonyms, antonyms, parallelism, contrast, assonance, alliteration,

echoic words, etc. .

Writer's awareness of the reader

This category is concerned with the degree to which the writer

can put himself in the place of the reader and see with his eyes.

Initially a process of decentring, reader awareness includes

such aspects as the writer's orientation to his reader, the degree

of explanation and elaboration of detail to assist the reader and

le relevance of that detail to the message communicated. At
rst there is an implicit assumption of the rea er's omniscience.
L-ter the reader is assisted towards understandit g by explicit
r .ns. Later still, in more sophisticated expressive and poetic -
-ting, ~various devices are employed deliberately to control

the reader by implicit means. * N

S5.1 Writer assumes the reader's awareness of the context. ‘Few
mc-ifying or elaborating details to assist the reader in under-

- st ding the context. Verbal syncretism.
S$5.2 More elaboration of detail but without focus or reference.
Zxplanation and elaboration still have no clear objective or
. function ortare seen egocentrically. Selection of detail seems )
| z:rhitrary. ] o
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S5.3 Detail related clearly to a theme or focus. Marked increase in
elaboration and explanation; more use of modifying expressions
and emphatic devices including asides and parentheses.

S5.4 Writer assuming a more confident stance to reader. Increasing

use of initiatory, anecdotes and evaluative comments. More

information provided in a more coherent way. !

S5.5 Writer communicates with reader by sophisticated means. Irony,
parody sometimes employed to relate to reader implicitly. Fable,
allegory, the use of image or symbol, etc. indicate a relationship
with the reader in less overt and obvious ways.

S6  VAppropriateness
Appropriateness is the writer's ability to adapt his style or

register to the field of discourse and to recognize and respond Vi
to the conventions of particular kinds of writing. Development

from the inappropriate use of writing conventions to appropriate--
recognition of the stylistic conventions of particular subject o

fields and kinds of writing-~is significant within this age span.

S6.1 Writing close to speech. Little awareness of writing conventions.
Little awareness of stylistic differences according to subject
field though in narrative conventional opening and closing
sentences are often usetds. "

S6.2 Dawning awareness of wrltlng models. Modlfy/ng and elaborating
expressions more appropriate to writing conyentions. There are
still inconsistencies in register, however.; Second-hand writing.
More varied opening and closing sgént sed in narrative.

In discursive writing an undevelbped and unelaborated discursive
style is perceptible. -~ -ﬁ*\/

S6.3 Appearance of 'literary' English and employment of ‘literary’
effects. Re-arrangement of particular units within the sentence,
experimentation with short, simple/longer, complex sentences for
particular effects, some sentence patterning. In discursive
writing a less personal style emerges.

S6.4 Greater awareness of written conventions. More varied means
allow the writer to experiment in a variety of ways, e.g. in
use of figures or speech--suspense, bathos, humour, control of
effects. Appropriate use of lex1cal empha31s, lexical cohe31on,
initiating expressions.

S6.5 Appropriate adjustment of register to requirements or subject
field. Ability of writer to assume a variety of roles and
discriminate between the different demands of subject, audience,

and context.

S7 Effectiveness
The effectiveness of a written composition depends upon the
writer's ability to respond appropriately to the demands of his
subject and his peaders. Objective criteria.will never wholly
supply the place’ of the personal judgement and personal response
in assessing a piece of writing. The realization of an experience
in writing, the unity and coherence of a composition ultimately
‘depend upon an interaction between writer and reader in which

oA
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the reader creates for himself from what the writer has offered.
In the discursive modes, the task of assessment is easier than
for writing in the personal modes. In one, the duty to one's
reader to enlighten and to persuade is paramount and the means
employed must be subordinated to that end. The writer is not his
own master; he must employ recognized, conventional, public
means of communication. Within the personal modes, the writer
is less under the constraints of a particular subject field.

His means of communication will be unique, he will organize his
experiences in terms of his own vision and his own style. " The
degree to which his reader understands him will depend partly
upon a recognition of writing conventions but partly upon the
writer's own unique handling of his material. Often the reader
lags behind the writer's vision and has to become familiar with
the writer's vision before he can truly appreciate it. The
following scheme represents a tentative attempt to plot develop~-
ment in the four writing tasks which the pupils carried out:

SA "~ Autobiography :

SAT.1 A string or chain of events related without proper emphasis or
adequate contextualization. The writing is not shaped to assist
the reader in determining its significance. The experience is

. unrealized.

SAT.2 A coherent composition with some elaboration and contextualization
* but without imaginative or emotional unity. '

SA7.3 A coherent, if sometimes brief, composition in which there is
adequate contextualizaiton, explanation and a simple expression
of feeling without the writer's being aware of the springs and
complexities of his feeling. The recollected experience has been
shaped but not examined. ‘

SAT.4 An elaborate composition in which various literary effects are:
employed to heighten the narrative but without proper integration
of the parts into a satisfying and imaginative whole.

SA7.5 A fully contextualized and elaborated composition in which the
writer shows self awareness and reflective ability .but is unable
to distance the experience or transform the recollection into a
total imaginative unity.

SA7.6 A satisfying composition in which the experience is fully
realized; the feelings are explored and examined. A variety of
means are employed to achieve the immediacy of the experience for
the reader. i

>

SN Narrative o .
"SN7.1 Little coherent narrative pattern. Events are described in a
chain or:cluster without adequate sequence or contextualization.
SN7.2 Unelaborated narrative pattern without any exploration of the
nature of the events or experience described. :
SN7.3 A narrative in which there is some elaboration, and some heightening
‘ of effects but the sum of the parts does not make a satisfying
whole. The writer's approach and handling of material is not
consistent throughout
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A narrative whieh strives after particular effeots rather than

a unified vision. The writer experiments with a variety of
litérary devices and techniques, there is much 'second hand'
writing and no sustained emotional or imaginative involvement.
A fully realized and imaginatively satisfying narrative.

Explanation :
There is an inability to plan or organize material into a coherent

account. Information is neither contextualized nor related to an
overall design.

A coherent account but without sufficient information provided
for the reader's understanding

A coherent account with certain features elaborated without an
understanding of the underlying ‘principles. No precision in
defining terms.

' An over-elaborated account with some awareness of the underlylng

principles and broad structure but without classification or
abstraction. Detail obscures the main design. ’

A coherent, austere account which shows an awareness of underlying
principles and broad structure but has insufficient information

‘for the reader's understanding.

A clear, coherent and fully elaborated account. Material handled
confidently with adequate explanation and exemplification. Terms
adequately and precisely defined.

Argument

Statement, narrative, description or assertion rather than
discussion or analysis. Little explanation or elaboration. Little
organization of material.

Discursive style attempted but ideas are not developed or arguments
sustained. Explanations are egocentric and argument primitive.

‘More elaborated discursive style with appropriate introduction

and. conclusion. Argument seen as a sort of 'chain'. There is
an attempt to handle abstract ideas but without definition or
analysis.

Discursive style established. Material is appropriately organized
in paragraphs with topic sentences. Argument is sustained and
handled with confidence but there is some limitatjon in the
writer's awareness of the implications of hipg subject so that
argument is often glib and other consideregj ns unexplored.

-

[
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Writing Task A: Personal account of an activity, reflection,

Directions:

observation, reaction, or memory -

Write a personal account of one of the following:

(1) the most interesting activity or reflection that
you have experienced this week; or

(2) a memory which is particularly vivid; or .

(3) your observations and feelings on the events of a
particular day this week; or

(4) your reactions, thoughts and feelings about a
certain place or person; or

(5) an important event in your life.

You may write in any style you choose and use any prose -
form you like. Your response will be shared with me
next week. You may rewrite as often as you wish but
please bring all your drafts as well as the final draft
with you to our next session. You have one week to
complete your writing.
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CS: Ron

A Ruined Saturday Night

Approximately alueek ago, " I attended a dance with several of
my friends It was an enJoyable evening with the whole "gang" of
friends there. The band 'was good and we were all enjoying ourselves
and just having a great time. When the band quite playing, we all
started leaving.,and it just so happened that one of my friends stayed
longer than did the rest of us. It is here that the pleasent
atmosphere of the evening ends. As this friend of mine was leaving
the building, he was suddenly attacked and beaten’ up for no reason.
Apparently someone had had too much to drink and had become extremely
aggresive. This friend of mine is a nice, easy going guy who has
never hurt anyone and he padd the price for someone's ignorance of
not knowing his own:limit. I left the dance that night feeling that

the évening had been a great deal of fun, but when I saw my friend

the next day and heard the details of what had happened, this feeling

:soon turned to that of rage and disgust. I couldn't believe how
- ignorant-and immature this person had acted. I believe violence

should be avoided when ever possible and when I see and hear of totally
unprovoked and unjustified violence such as this, it enrages me. Not
only did it ruin my friend's evening, but it also ruined the evening
for all of us. What is wrong with people if you can't go out for an
evening of enjoyment without fear of being attacked? 1In my eyes,

' the person who attacked my friend is a very lowly being, who responds

to situations more like an animal than a human being. He has accom-
plished absolutely nothing through his actions other than to clarify
and emphasis his complete ignorance. *This world has no need for such
people and the sooner people such as this realize it, the better.
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CS: Laurie

As a kid I idolized them. My two big sisters, Cathy and
Angela. To me they were perfect. They could do no wromg, make no

mistake. But this was too. good to be true.
I can't remember the day, but I remember the feelings. I

was angry and hurt. I was angry with them for not being perfect. Buth
I guess that was part of growing up, as T found out. )
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AS: James

-

My Elementary Years

When I was a small kid, I always used to ask my mother how
many days there were left before I could start kindergarten. She just
told me that it wouldn't take long and that I should quit asking because
it would come soon enough. I cdn ¢learly remember the first day of
school. I got up bright and early on Monday morning. The sun was
shining and it was a beautiful day. I was so excited that I just
gulped down my breakfast while mom was preparing my lunch. Just think;
I could take my own brand new lunch kit to school, just as I had so
often seen my sisters do. Then I ran outside and waited for the bus
to arrive. When it finally came, I got on and went to sit near the
back of the bus. That first day at school was pretty exciting because
there were so many kids to play with and so many new things to explore.
Even working in the classroom was lots of fun because there wasn't
really any hard work involved--we were allowed to colour, cut and paste.
all sorts of fancy pictures and other designs~~that was until I started
my first real year of schooling. Grade One was a little more complicated
because it was there that we got our first reader and learned tr read
and write. After that year the fun was over and I had to start .oing
more 'things on my own. I was quite often assigned math homework which
was my worse subject because I kept getting so many mistakes on my
assignments. Then I got this bright idea of getting my older sisters
to help me or sometimes even do it for me. This was all fine and dandy
until one day when we were correcting our assignment as usual (we
always had to exchange papers so we couldn't cheat) the guy that had
my paper went to the teacher and showed her.the work. She knew as well
as I that I couldn't do my work that well, so she asked me to come up
to the front. I was getting pretty nervous and when I got up there
she asked me who had done my work for me. Of course, I didn't want
to say that my sister had done all of it for me so I simply told her
that I told her what to write down (my sister) and she wrote it down
for me. Nobody believed me but they let it go at that and that was
the last time I tried doing anything like it.

At Neville there were two schools.; One was referred to as the
"little schog%" and the other one was known as the "big school". Once
you got to thHe big school, which started at grade five and went up to
grade eight, then you were a big shot and you wouldn't dare go play
with any of the little kids. Now you were big and tough and you wouldn't
let anybody push you around. Even though we were now at the big school
we still acted pretty immature and we teased the girls, called them
names and sometimes even made them cry. We always waited for the recess
bell.to ring because, in the summer, the first thing us boys always did
was play ball tag. This was one of our favourite games and we (the ones
that weren't it) would usually head for the trees because there we
could hide and be safe until the next recess.

We often did things that were strictly forbidden because we
knew that even if we got caught by one of the teachers, we wouldn't
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heck for it, unless it was Mrs. Dyck who found out about
Nere really in for a good lecture. One of the things my

FI most often did was go to the store which was only a short
) JBway. We knew very well that we weren't supposed to leave the
BErounds but, nevertheless, we ran down there as fast as we could,
g out behind the trees and scratching our faces with the branches,
Rkt didn't matter as long as we could get our candy. We always
k're we made it back before the bell rang because if we didn't,
e were sure to be in trouble. '
4 My last year of schooling at Neville was a good one. Everybody
ped to be more grown up and nobody tattled on anybody else as we
bften had done before. Then came graduation! This was a big time
tall of us because it meant that we weretleiving the "big school"
ntering a whole new -system. Graduation wag a time when everybody
d their thoughts with one another and for some of us we will be
ng our o0ld friends behind and seeking.new o
In conclusion I would just like to say that‘r personally
attending Neville School becaus:+ . was a time when I was
compi-~tely free from worries. Even if you didn't always get your home-
work Gone or your assignment (if there were any) handed in on time,
you still got credit for your work. Going from Neville School to
0.M. Imwin Collegiate was a big step in my life because now I was
totallen ~y own. I had to think for myself and make my own decisions
even ; +i: it wasn't always always.
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AS: Kathy

5y

Last summer I went for 6 weeks to H.M.C.S. Quadra, a sea cadet
summer camp in British Columbia. While I was there the course I was
taking demanded that we spend 10 days on a YAG boat, 5 days for a seaf
training phase, and 5 days at a later date for a navigation phase.

It was on the latter of these 2 cruises that this little incident )
occured. Our boat had dropped anchor in a small bay and tied up with

the other 2 boats for the night. We had finished cleaning stations and
we were all having Kai, a small evening snack, before going to bed.

I took my hot chocolate and went to sit by myself on the shaded side

of the boat to be alone with my thoughts and relax after a long day.

Froﬂ where I sat I could see the quiet waters of the bay rippling in

the moonlight and I could hear the water making little slapping sounds

as it hit the hull of the boat. As I sat there in the gentle breeze
looking at the clear, star-filled sky, keenly aware of my surroundings,

I happened to see a falling star. I remember gasping involuntarily at
the beauty of it. It wasn't necessarily an unusual sight, but it was .

so unexpected that I sat there in awe for a time after it had disappeared.
It left me feeling strangely peaceful. It is all so clear as if it

just happened yesterday. This is not really an extraordinary incident,
but the memory of it is so vivid that it has returned to me on several
various occasions since.
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AR: Tracy

The most interesting activity that I have experienced this week
was a terrible one. It was actually a combination of two things in one
week. Thursday I wasn't feeling well. I had a fever, and never went
to school. That night my girlfriend came over and broke up with me.
How to end a bad day the hard way. I really liked her, and wasn't
expecting the news. We had only been going out together fer one month.
I had to study for my Hamlet final, which was on Friday. She picked
a fine day to break-up with me.

I went to school the next day, not feeling too well. My tonsils
were swollen up like balloons, and my ego had shrunk like a deflated
balloon. I wanted to write the test before the weekend, or else I
wouldn't have gone to school. I went into the test and all I could
think about was her. It showed, eight hours of studying for a 58%.
What a waste of time.

) I try to forget about her, but she was so nice that it is very
hard. I had a grad date, but not anymore. This too is on my mind.
Going to grad without a date doesn't look too good.

- The worst problem has yet to come. I felt very tired all week,
and I finally got a check-up, because I could hardly swallow. The
doctor said my tonsils were infected, and a blood test was needed.

They sent me to the hospital for a blood test, before I left I asked
what I might have. "Either rheumatic fever, or mono," the doctor said.
Sharla, my ex-girlfriend had mono, about eight months before we went
out together. The results came on Friday. Mono was the problem, and
rest and pills were the answer, the doctor gave me.

My next appointment is Wednesday, the twenty- seventh of April,
at three thirty. It will be just a check up on my tonsils, to see if
they have to be removed. They feel better, but who knows when they will
act up again. I may have to get them removed in a week or two. I'm
not looking forward to that day.

&
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AR: Fiona

I Thank You!

) Betore 1 haul the last box out I have to sit down and pay
tribut~ and thank you for all you have given me. You are my room and
I owe you much. 1 remember well when 1 ran in your welcoming door
and ¢laimed you as my own. You patiently awaited my redecorating
schemes. Your walls were plastered with pink elephants and dancing
ballerina dolls. You watched me mature, going through the good times
and the bad. You listened to my stories and always seemed to understand
when no one else did. You were my confidence, and I could share secrets
with you. At night you came alive; figues dancing in the magical moon-
light. As I grew older, you seemed to also. The pink elephants and
dancing ballerina dollsg were replaced by hard wood panel and velvet
paper. You listened as little girl stories changed to experiences with
boys. You became a private refuge reserved for me only. Parental
problems were often, any many times I angrily slammed your door to close
of f the outside world. But what I remember most is how you endlred
my first heart break. Within your confines I gathered up the pieces
of my broken heart, straighted out my life, and found strength to go
on. 1 have grown up, as I am going to university this year, and I
will get another room. However, it will never be able to replace you

in my heart.



236
CR: Arthur

[ knew my destiny when I first saw a mountain. Years of
searching, years of being rejected had forced me to become somewhat
of a loner. The mountains give me a feeling of isolation and great
beauty. When I travel to the mountains, these feelings stir my emotions
and because of this, I look forward to my now annual trek to the Rockies.

I really don't know how I survive the months I spend here on
the "boring" prairies. When summer finally rolls around, I throw my
sleeping bag and tent into the car and leave this province as fast as
I can (without being caught for speeding, of course.) My first stop
on the trip is Calgary. Here, I find a nice motel and try to call a
couple of friends. Every year that I've tried to call them, they're
never home, but I haven't given up yet. After a hearty meal at the
nearest McDonalds, 1 lie in my motel room and look forward to the next
day. In the morning, I'm up early, and before traffic becomes too
congested, I'm a fair distance into Banff National park. I don't stop
in Banff, but I drive a little further to my next stop, Lake Louise.
I find a nice camping spot and set up camp. Every time I come to this
lake, one thought is in my find. "Fantastic!™, 1 always think. This
feeling hasn't changed yet. Making use of the many recreational
facilities (canoes, paddle boats), I stay here for about two days.
After Banff, the mountains get smaller, and become spread farther apart.
Instead of continuing farther west, I turn due south into Glacier
National Park in the U.S.A. The warm feeling that beauty gives me,
intensifies inside me, whenever I'm in this park. The mountains seem
to be twice as high and the scenery, must breathtaking. This is where
I fulfill my "fantasies" of isolation. I leave my car at a hotel at
the Continental Divide. The remaining days, I spend roughing it. A
ten mile trail leads me to a medium-sized mountain. With little
difficulty, the mountain can be conquered, and at about 200 ft. below
the jagged summit, on a large, flat ridge, I set up my tent. .

I've always believed that anyone who doesn't believe in God,
hasn't seen the mountains. Who is rfot awed by the majestic peaks, the
wildlife, the smell of pine, the fresh rain, and clear brooks? The
days or week that I do spend up here, I pass by fishing, listening to
music (jazz), reading a little, but mostly I sit on the edge of the
ridge and absorb the beauty.

Sooner or later, the trip ends, and I find myself back in
Saskatchewan. Although I'm home physically, my feelings remain.in the
mountains and I anticipate the arrival of the next summer.



CR: Karen

Alone with the Moon

1 sat on a cold cement bench shivering as the cool wind watfted
past me. There were lights all over, bright, dim, flashing and colored.

As I sat 1 watched people pass. There were people from all walks of
life, tall, short, fat, skinny and all different colors. The ladies’
shoes made a clicking sound on the cement. The sound of cars passing

was persistent yet in the background. The smog from the city made the
moon cloudy and dimly visible. In all of the crowds of people that
passed there was not one familiar face. I knew no one, no one knew
me. I felt a lonliness come over me. Suddenly this city scared me.

I had to leave. 1 had to find someone I knew, someone who cared about
me. The crowds of people suddenly turned visclous. Everyone was out
to get me. Everyone had suspicious eyes. I rushed to my temporary
home, ran to my room, searched out my wWriting tablet and began, Dear
Mom and Dad. In those words 1 found solace. I found someone who knew
me and cared. Now I could go on living as an exchange student in
Germany, for I knew that the three months would pass probably too

quickly.
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ND: Richard

Theres NothingSuperstitious about Friday the 13th

The date was Friday June 13, 1980. My sister and I arrived ’
home from school and we saw that our brother, Robert, waslﬁgag\visiting
with our parents. We knew that we would be bored at home so thé\gggee
of us wanted to get out of the house. Immediately after supper we '
jumped into my brother's van and we went to pick up his girlfriend.
After picking her up, we drove around for awhile. We couldn't think
of anything to do so we went back to our house to have something to
drink. Suddenly someone had the idea of going to Robert's place and
listen to some music. As we were going to Roberﬁ's, Joanne, my sister,
mentioned that we should go downcto the lake. We drove around for
fifteen minutes looking for somebody we might know. There was nothing
going on so we took off to my brother's place. We took our time
because we were in no rush. When we arrived at the corner, to turn off
to get to Robert's place, we saw someone racing down the field, with
his tractor, toward a farm. He saw us driving up the road so immediately
he turned around and headed our direction. When we met up with him,
the man jumped out of his tractor and ran for our van. His face told
us there was something wrong. He informed us to get help immediately
because therc¢ had been a head on collision just ahead of us. We were
only 3 a mile to the nearest phone, this was my brother's place.

Robert called the police and the ambulence and the three of us sat
there shaking with shock. One of the guys, in the vehicle, of the
accident, was the son of the man who was in the tractor. He had stayed
there while we phoned for help. We went back to the scene of the
accident. There was a total of 5 teenagers in the accident and both
vehicles were trucks. QOur job would be to drive to the main highway
and wait for the police. While the three of us waited for the police,
my brother and the man were at the scene trying to pry his son out of
the truck. His knees were pinned underneath the dash.

The police finally arrived and we raced back to the accident.
By the time we got there, they had already taken the man's son, Terry,
out of the truck. We were told to stay away from the vehicle. I
walked around the vehicles looking in the other truck which was flipped
upside down with the box through the other truck. There was someone
hanging upside down, dead, and still strapped in his seat belt. 1 saw
that there had been another girl, who was thrown out of the truck,
laying on the ground. I stood there and watched her die. I was unable
to help because we were supposed to stay away. It was all a bloody
mess. There was blood everywhere we looked.

The girl who survived, out of the five, was being cradled into
my brothers arms because-she was helpless and unable to move. She was
thrown clear of the vehicle and when she landed she crushed every bone
in her hip. The ambulance finally arrived and the ambulance drivers
loaded the two who were alive. I had known three out of the five in
the accident.

I had seen why the accident occured, the next day. The road
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is a road that we all enjoy going over because it is loaded with thrill
hills. These hills were also enjoyed by those teenagers and it was too

bad they never lived to tell about it. It was lucky that at least two
out of the 5 survived. The time and place will never be forgotten by

the four of us again.

N,
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ND: Kathleen

The Unforgotten Thought

Whenever 1 see an elderly lady struggling with her grocery
bag or two Senior Citizens busily chatting as they ‘walk to their
destination I think of her. I can see her face, here her voice, I
can almost feel her reassuring touch. When my world seemed to be
tumbling down on me she always seemed to have the right things to
say. When 1 needed a friend, a true friend, she was always there for
me. There were so many things that I wanted to do for her. When I
first experienced the joy of reading and writing I wanted to share it
with her. I wanted her to feel the same enthusiasm that I did but
she wouldn't let me. I knew she wanted to feel what I did but she
wasn't shelfish; she thought that I should be spending time with my
friends instead of teaching her how to read and write. Now I wish
I would have made the time. I feel that I took more from her than 1
ever gave her and now its too late to change it. Whenever I think of
the good things she did for me the haunting memory comes back to me
like a bad dream. I can see her laying in the hospital not knowing
what was wrong with her. I wanted to help her, to make her well again.
I wanted her to come home and have things the way they used to be but
deep down I knew that that would never be. Everytime I went to visit
her she seemed to have more tubes hooked up to her now frail structure.
Her smile wasn't as bright and reassuring as it had been and her fighting
strength seemed to be diminishing. She didn't even have enough strength
to open her Christmas presents. That was when 1 really knew that she
was getting worse. To a child of twelve Christmas and presents were
an exciting event even when you were ill. It wasn't long after that
that she was rushed to the Plains hospital in Regina. what seemed like
months later she was allowed to come back home. They had diagnosed
her ailment as being cancer of the pancreas and gave her less that six
months to live. I thought I had prepared myself the best I could under
the circumstances until I saw her. The kobalt treatments had added
twenty years to her physical appearance. She could no longer walk,
her hair was thinning and you could barely understand her when she
talked. I wasn't able to comprehend emotionally everything that was
happening. I had stopped going to visit her it had effected my school
work, my work and most all it had effected me emotionally. I can't
get rid of the guilt I feel for being 8O selfish and deserting her.
1 finally gathered up enough courage to see her. I walked Into her
room when she was saying her final good-bye. I held her for the
longest time. I thought if I didn't let her go she would stay with me
forever. The one thing that helps me turn the nightmare into a
beautiful memory is when I remember her saying that I wasn't just her

granddaughter I was her friend.
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Writing Task B: Explanatory essay on a given topic

Directions:

Choose one of the following topics and write a short
essay of three or four paragraphs. Think of your audience
as an acquaintance who doesn't know:

(1) How to wax skiis

(2) How to study for finals

(3) How to win friends and influence people

(4) How a good teacher teaches

(5) How a jury is selected

(6) How something such as steel or gasoline is made

(7) How a particular sport is played

You will have one hour to plan, draft, and revise your
composition. You may use any of the writing materials
provided. At the end of the session your final draft
will be marked and graded by the researcher as any other
school writing assignment might be.



242

CS: Ron

Studying For Finals

=7

When going to school, a person often encounters exams. The
most feared and dreaded of all exams is the final exam. Many people
have unnecessary fears of the final exam--fears that can easily be
overcome by following a few easy guidelines. .

When studying for a final exam it is important to have all
the information obtained through the course at your fingertips. This
will help avoid unneeded and disturbing interruptions. Many people,
once they have obtained all this information and realize just how much
information they are required to know, immediately panic. This is
exactly the wrong thing to do. Rather take a calm rational approach
to the books, reminding yourself that you already know it, and merely
need to brush up on certain areas. Start from the very beginning
of your notes, slowly going over every bit of information. Take notes
on the major points and refer to texts if your notes are insufficient.
It is usually wise to completely study one subject without taking
breaks. This way your train of thought is just on that particular
subject. You will find that this technique will assist you in remembering
many details you may normally have forgotten.

I find that studying several weeks in advance is totally useless.
Rather, I find that if I thoroughly study my notes one or two nights
prior to my exam, the information needed for that exam remains fresh
in my mind. This, however, is not the proper procedure for everyone.
Each person must experiment himself, finding the appropriate time and
length of time to succeed in writing final exams.

If you follow these rough guidelines, I have layed down for
you, you should end up with a couple of complete pages of review notes
which will simplify the studying procedure considerably. As stated
earlier, you may have to modify this procedure for your own personal
tastes and to achieve maximum efficiency, but I believe this to be a
good general outline to follow when studying for those dreaded final

exams.
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(5. Laurie

How a good teacher teaches

You should, first and foremostly, resg$ct all your students.
You should listen, without interupting, to a Student's answer and should
never laugh, if the answer is given seriously, nor should You ridicule
the student in front of the class.

In order for the students to remember, you should repeat a

concept several times. This also helps the students to get a clearer

idea of the concept.
In every class, there are excellent, average, and poor students.

You should never forget this and exclude the rest of the class by
teaching only to the best or worst students, but try to accomodate them

all.
If you use all of these ideas, as 1 have outlined them, you

should be able to teach like a good teacher, if effect, be a good

teacher.
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AS: James

How to study for finals

The -first thing or one of the first things anybody should do
when they are preparing to study for an examination is to make sure
you have all the necessary information. You should basically know
what is going to be on the exam so that you don't study the wrong
material, and it is equally important that you understand everything
that you have written down as notes. Always make sure that you can
easily read your notes and make out what is being said to you.

Another very important idea is that you should always organize
your material so that you have good access to it. When you are studying
and you come upon a certain definition that you are not quite sure as
to what it means, there should always be a dictionary or your school
textbook close at hand so that you get it straight, right from the
beginning, as to what is being referred to. It is a good idea to build
a specific pattern or method of studying because often it can help you
to remember more clearly what it was that you studied the previous day.
I like to study by doing a lot of memory work because in this way I
can relate back to such and such a word and when it comes time to write
an exam, this helps me to think better and also to write more than I
normally would on just one topic itself. As for myself, I usually start
studying about one week before an exam because usually the information
that T have now learned and memorized best stays with me and I can
think more clearly when it comes time to write the exam.

When studying for a final examination, you should quickly scan
over all your information and make a small note in the margin as to
which areas you already know quite well, and which material you have
a lot of rereading to do. You should never leave your studying for
the last minute because it is a bad habit to get into and it could
possibly cause you to fail a class and that, in my opinion, is the last
thing that should happen to:anyone. Studying is not one of my better
things to do but the way I look at it is that if you study hard and do
a good job the first time around, you don't have to worry about having
to repeat a class or even your entire grade-
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AS? Kathy

How a Good Teacher Teaches b

54

I think a good teacher is one who often starts the class with
a few comments about the weather, some little joke or funny incident
from home, or some event that has taken place in the last 24 hours.

1 feel simple comments such as these help to create a friendly casual
atmosphere in the classroom and make the students more relaxed. I know
for a fact that if 1 am relaxed I find it far easier to concentrate

on my work or what the teacher 1s saying. By the same token I don't
think a teacher should be too slack with his/her class otherwise the
students will get very little out of it (education wise). ‘

If a teacher is going to give notes I think he/she should go
through the notes and explain them in detail for anyone who does not
understand them. I feel a good teacher should ask frequently, if there
are any questions on what has been covered, answering any questions
patiently and politely.

If a teacher is studying a novel or play (as in English) I
think he/she should go back after each chapter, scene, or whatever the
case may be, and explain the events that have taken place, asking
questions to be sure the class has understood. When questioning, a
teacher should ask a different student every time SO everyone is given
a chance to answer. If a teacher happens to be demonstrating some
technique I think he/she should allow the class to try it too so they
can experience it first hand. 1 feel it is easier to understand how
something works by actually doing it.

When giving assignments a good teacher should tell the class
exactly what is expected of them so there is no doubt in anyone's mind.

when it comes to testing, I feel teachers should inform the
class 3-U4 days to a week ahead of time not just the day before the
actual exam, because students often have reports or exams to write for
other teachers and this gives them a chance to study. A general outline
of what the students can expect to find on the exam, is a good idea.

T like a teacher who tells the class what kind of questions may be

found on the exam, but at the same time not telling them exactly what
the questions will be. That way the student still has to know the work
pretty thoroughly. Usually students either know the work or they don't.

I also think a good teacher is someone who goes over his/her
exams after handing them back, so the students can seﬁfyhere their
mistakes were made and can correct them. -

This may seem like a lot for one teacher to do, but I think a
good teacher is someone who takes pride in helping his/he® students to
get better marks (good marks), and at the same time gainidg self-
satisfaction when he/she can see the good results of his/her labors in
the students' marks.
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AR: Tracy

Badminton is played with a racquet and a birdie, there are
many objectives in the game. The main objective, of course, is to get
the bird over the net, and touch your opponents side of the floor,
without him hitting it back. The game of badminton goes up to the score
of fifteen. If the game is tied at thirteen, the receiver’of ‘the serve
has the option of setting the game to five points, or not setting the
game at all. If he sets it to five points, the first one there wins.

If he says "no set", then you play until someone gets fifteen. If the
game is tied at fourteen, the receiver has the choice of setting the
game to one or three points. Again if it is set to one point, the first
one there wins, and the same goes for a three point set. If the game

is ‘tied at any other point in the game, play continues until thirteen,
fourteen, or fifteen is reached.

The basics in badmintonare serving, the drop shot, the drive
shot, the smash, and the clear. Badminton should be played mainly
using the drop and the clear shot in singles. The smash is used only
to put the bird away if a poor clear or drop shot is accidently used,
by your opponent. In doubles, the drive shot, and the smash are used
mainly. In mixed doubles, the drive shot, the smash, and the cross
court drop are used quite a bit.

To execute a basic drop shot, you must have the same action as
your clear and your smash, so as to fool your opponent. The bird must
be contacted directly above your forehead, with your arm and racquet
extended. You must first swing your arm, and stop at the peak of your
swing, where the bird should be met. As you make contact with the bird,
you must follow through, and return to position in the middle of the
court. You must keep your eyes on the bird at all times. (Inxshe clear,
everything is the same, except you contact the bird higher:~and you cock
your wrist, and snap it at the peak. This forces the bird high and to
the back two feet of the court, preferably. In the smash, the bird
is contacted slightly ahead of you, and your swing is much faster. Your
follow through is complete, with your return to the middle of the court.
Once you have returned to the middle of the court, you must keep your
racquet up, not letting it sag to the floor. The smash should be
placed down the sidelines, and shouldn't be returned if executed
properly. '

The serve is the second most important step in badminton, you
must complete this with great accuracy, to become a good player. The
bird is first contacted as you drop it, as near your waste as possible,
with your racquet extended outward. The bird must travel within two
or three inches of the net, or it will be pushed passed you by Yyour
«i-t. If your racquet is above your waste, it is an illegal serve,
“ose your service. The serve must be placed in either spots
.rt, outlined by the squares. The serve is most effective if

because it forces your opponent to use his backhand, which
an your fore hand.

K
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The mogi important part of the game is the movement on the court.
" You should never cross your legs, side step is used for best results.
After every shot, you should return to the middle of the court, to
regain court advantage. Once you are in the middle, you have equal
distances to travel in all directions, making your next shot just as

easy.

S
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AR: Fiona

When wanting to win friend and influence people, our speech = *
pattern, the way we speak and what we actually say are key items in
our conservation. If I feel I am correct about an opinion or topic,

I should stand by it. For example, if I felt pink and blue make a
fantastic.colour combination and my neighbour disagreed, I would still
stick by it. Also, I would never use the line "my father says..."
just to back up my own opinion. Ihstead I would just say "I feel...
because..." and have evidence to back me up. People respect you if
you have a mind and are willing to talk intelligently, always remember
though to have some knowledge of the topic you are,speaking about.

Another important characteristic to have in gaining friends
and influencing others is a good-natured attitube. The person who
cannot be friendly to others will find it difficult to meet and get
along with people. A smile is always a good way to show you are a
happy and out-going person, no one cares for a stick in the mud. One
who is fun to be around, never has any problems winning friends. Having
a good natured attitude helps you in all ways and one is usually respected.
for having it. :

Besides being a lot of fun, one must also have a serious side
but do not go to extremes. Our world has many problems in it today,
and we are all faced with troubles. Having a friend to confide in
helps one to have strength to pick up their feet, and get their life
together. It gives one a sense of security to-know that there is some-
one in the world who cares enough about you to take time to listen.
Being able to express your sorrow, joys and frustrations is quite :
important and sometimes just a listening ear or a shoulder to cry on
«ill bring or strengthen the friendship.

The most important thing I think I could say about winning
friendship and influencing people is that you must have confidence.
If you don't like youself and feel good about yoursef, others won't
either. And if you don't care about yourself, you usually won't care
about others. Having confidence in yourself will help you face many
challenges 'in life you encounter. =, ’ -
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CR: Arthur

A Friend Indeed?

I think that winning friends is a matter of time. 0One cannot
enter a room full of people and instantaneously pick and choose an
individual who will be his friend. To discover a friend, one must

~ gpend time with the individual. They must see each other daily,

“whether it be to discuss problems or just have a good time. On the

\ same thought, when trying to win a friend, you will have to be yourself.

If a person changes his morals, his outlook on life, just for a friend,
the friendship cannot last very long because his morals will conflict
with his actions. What you are may not appeal to some peopleﬁ“but
there is always someone who can relate to you. It may take some time
to find this person, but a long wait should not be mistaken for rejection.

A good sense of humor is also an asset in winning friendships.
Most people do not enjoy a person without a sense of humor. When I
speak of a sense of humor, I do not mean one has to be able to crack
a joke to make people laugh. I mean he must be able to accept critisism,
and make people feel good. ‘A person must also be able to express his
emotions. If there are little problems or quirks within a relationship,
these things must be cleared up before they build up inside of him and
inevitably become unbearable. f?

A key word to success in this subject would be "honesty".
People in this world need to hear the truth, and will appreciate your
honesty. The truth may also hurt you, but you will gain respect from
ycor peers.

Another major point is that one must be realistic and be able
to cope with, and accept any situation. If one expects too much or
continually degrades himself, how can he expect to face other people?
Relating to the same theme, one must have humility. This is similar
to a sense of humor, but as well as being able to accept critisism, one
must expect and live by it. To mildly contradict the last statement,
one must be able to livé with oneself. You can accept these critisisms,
but you should live only by the ones you think are right.

It is always nice to have many friends, but a true friendship
usually involves two people whether it be a girlfriend, your spouse,

- or your next door neighbour, true friends are capable of many accomplish-

ments like a very open relationship and mutual contracts (marriage).
Relationships are very important and a necessity in surviving
in this harsh wordid. I do not think that there is a person on this
planet who is a perfect model for my "recipe", but if you give these
things time, you can grow ihto them.
\
)
/

/
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CR: Karen

The dreaded task that must be‘done!

Studying for finals is a dreaded task g?r all students. After
a full semester of writing short-hand notes so you could keep up with
the teacher, now you have to sit down and try to descipher them.
Because finals usually include the whole years work there could be
many notes to study from and it could take a long period of time. The
first step would be to go over your notes and make sure that they are
all understood. I would read them over three or four times and then
learn them one page at a time and memorize the different concepts and
examples.

] find that the best place to study is in a room that is
familiar to you. If the place is unfamiliar most of the time will be
spent looking around and seeing what there is. The room should be
quiet as well except for a radio that is playing very softly. If this
causes too much distraction then the room should be as quiet as possible.

Studying with a friend can be helpful for a while, however,
soon the studying will digress and the topic will change to discussing
plans for Friday night. The real, intense studying should be done
alone.

when all of your notes are neatly packed away in your head and
you feel like you have studied long enough then I would suggest going
over it just one more time and repeating the information to yourself
or out loud. This really boosts the confidence if you have it "down
pat" and you actually look forward to writing the exam. If you don't
know your notes very well I would recomend learning for a while longer,
and then you too can feel confident.
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ND: Richard

How to study for Finals

The way 1 study for finals is very easy. At night, when [
get home from school, I immediately go to my room and set my books on
the bed. The next thing I do is get paper from the dresser and set
them beside my books. This paper is for writing your notes on. Next,
I find myself a suitable pen, a pen that writes smooth and has an easy
flow to it. The next thing you should do is get yourself something
to eat and drink so that you will not have to get up while you are
studying. Set aside another piece of paper and write down the time
you begin and the time you end. Also write down any times you have had
to leave the room for something. This will give you an idea of how
long you have studied that night. Next thing is open your books to
the place where you feel you should have to study the most and begin
writing out all the things you think is important. As you are writing
your information, read over your notes once in a while so you can get
a picture of it in your mind.

Once you are through with the notes you have written down for
the most important section, go back to the beginning of the school
year's work and again begin studying there. Do the same as what you
have done for the imporant section. Continue writing notes for all
other chaptures, and make sure you have missed nothing out.

Once you have compelted all your notes, begin studying and
memorizing all you have written down. A good way to memorize is to
read just a few lines first and memorize those. Make sure you miss
nothing out. Read it over and over, constantly, saying it in your
mind until you have it perfect. When you are satisfied with what you
have learned, close your books and go do something else for an hour or
so then come back to your papers and see what you have forgotten. The
things you have forgotten, you should study over again. When you feel
you are satisfied with your studying leave it until you write the
exam. Reading things over before the exam will help you.
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ND: Kathleen

How To Study For Final Exams
. A student coming out of elementary school that has never had

to prepare himself for a final exammay have some difficulty.. A final
exam in most classes is worth at least half of your overall mark through-
out the year. An exam of this nature should not be taken lightly
especially if you wish to further your education. Some students start
to study for their final exam the night before and usually their mark
shows their effort. There are different studying technics for different
subjects. Social for instance requires alot of readirig and memorization
whereas algebra requires more calculations. If you were to start
studying for a Social or Biology final you should start studying at least
two weeks before the exam, even if it is just reading to refresh your
memory. Once you have read over your notes than you can begin to pick
out the major topics that you have covered throughout the year. A
teacher will usually put the more important topics on the final exam.
After you have covered the major topics you should begin to review the
minor topics but don't spend as much time on these as you did on the
major ones. Some people prefer to memorize by writing others pffefex to
read and some even use a tape recorder. You may have a methodfof ydur
own which you prefer to use. If you are studying diagrams it
to make one good diagram and then have copies made so that you\may
practice labeling them.

In Algebra, Physics, Trig. or Chemistry you have very 11
reading or memorization work compared to Social or Biology. You spould
begin studying at least two weeks a head of time depending how well
you do with calculations. Some people may only require a few hours of
studying while others may need days. The first thing that should be
done when studying for these subjects is to make sure that you know
your formulas. Once you know your formulas you should start doing
practice questions.. You may have more problems in some areas therefore
make sure that you do more questions on the problem areas.

Everyone has their own techniques and styles for studying for
a final exam. Some people require more studying time while others
require less. It should be up to you to analysis your subjects and
find out where your problems are and make sure that you donate adicuit
studying time to that subject. If you leave yourself enough time you
shouldn't run into any problems on your exams.




Writing Task 1: An ﬁutobiographical Narrative

Topic:
Reader:
Function:

Content:

"The best/worst experience 1 have ever had"
The téacher as trusted adult
Personal statement

Student's choice of content on the principle
of memory selectivity

253
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CS: Ron

My First Motorbike

When thinking of a pleasant memorable experiance in my life,
my memory falls back on the day I bought my first motorbike. I had
longed, wished, and fantasized for a bike for years, and I couldn't
believe it the day I walked into Cheryden's to pick up my bike. To
many people, a motorbike is a mere object, a chunk of mass, a meaningless
waste of time and money, but I knew better. My bike and I started a
beautiful relationship that day, a relationship that was to last two
wonderful years. 1 knew the day I brought it home that the love I
felt deep in my heart was a mutual feeling felt by both myself and the
bike. Thinking back now, I realize that my- feelings of love must have
been rather obvious as my mother allowed me to park the shiny, new
motorcrosser in~the family room where I could spend hours adoring,
polishing, and caressing it's beautiful body lines. There was a
strong bond between us--a bond that was obvious when we rode together,
and even when we crashed together. We both recieved scars and injuries
from certain experiances together, but for some reason they served to
strengthen the bond between us. It was a sad day when we parted.
Seeing someone else on my bike seemed wrong but 1t had to be, and so
we parted, probably never to see each other again. There were and are
other bikes, but the experiances that we shared together make me
realize that there could never be another motorbike that could be more
beautiful, and more loveable.
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CS: Laurie

My Best Experience

My best experience was going to Honolulu, Hawaii this past
February. I enjoyed the gorgeous weather, and the people were
marvelous. The Pacific Ocean was very blue, and very warm. The sand
was brilliantly white, and the trees and flowers colorful. Everyday
the sun shone and turned many tourists golden brown, and others not
so golden brown, but red. But it was the people who were most ’
interesting. Hawaii being a popular tourist area, there were people
there from all over the world. I met people from Alaska, England, and
Switzerland. I also saw Hare Krishna's on the streets with their
bare feet, bare hands, and tambourines. One soon discovers that the
most interesting and cheapest form of entertainment is people watching.
I really enjoyed Hawaii for these two reasons for as well as enjoying
the sand and sea, I also found that my trip to Hawall gave me more
insight into different people, in different places.
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= AS: James

I think that one of the best things that has ever happened to
me 1s one that I shall not easily forget. It happened to be on a
bright sunny morning, late in the fall. We had just finished breakfast
when my father asked me to go to the barn with him. I wasn't thinking
of anything in particular so I just followed him without asking any
questions. When we got to the barn I couldn't believe what I saw
before my eyes. Standing in the pen was a beautiful colt with its ears
pricked up and head to one side. a white blaze was centered down the
middle of its forehead. At first I wasn't sure if it really was there
because it had come as such a surprise to me, but as I approached it,
it gave a soft little neigh. I had always wanted a horse of my own and
now, when I least expected it, my dream became a reality. Never in all
my life had 1 ever been as happy as I was that day. 1 thought to myself
that I would always be sure to feed him twice a day and:always see to
it that he had lots of water. I hoped that some day he would grow up
to be big and strong just like my brothers horse and that I would be
able to ride him smoothly and swiftly across the prairies. Just think--
a colt all of my own--we could grow up together and I would have some-
thing to look forward to in each new coming day. Right at the moment
it seemed as though it would take forever before I would be able to
»ride him, but the most important thing was that now I had my own horse.
Boy, would I have something to tell the kids at school!
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AS: Kathy
The Best Experience of My Life
The best experience of my life just occured recently. I am
involved with the Swift Current Sea Cadets, and have found it to be a
most rewarding experience for the past three years. However, just this

month I was given the chance to travel to Bermuda for two weeks. Since
I had never been out of Canada, and I am always eager to see nev places
and meet new people; I was very excited. As the airplane was landing

I looked out the window, and the first glimpse 1 got of Bermuda was
that of beautiful, clear, turquoise-colored waters. When I stepped
from the plane I was greeted by a draft of warm air. What a difference
from the cold winter weather I had left behind in Canada. On the ground
I saw crowds of people milling around the airport, most of them dressed
in brightly-colored clothing. There were 8 cadets from all over Canada
and the United States, on this trip. We were met at the airport and
escorted to the building where we were to stay for the first week. We
embarked from there each day on our Mopeds (which we rented) and went
on various sightseeing tours. The scenery was very beautiful on the
island. Afternoons were occasionally spent at one of the many beaches.
At night we often went out for supper in a restaurant, to a disco or

a movie. We met such V.I.P.'s as the Premier and the Acting Governor,
who had us shown around his estate. For the first 4 days of the second
week, we were stationed on abase, where we worked together with the
Bermuda Sea Cadets practicing various exercises and routines, which we
performed for the public on the last 2 of the 4 days. For the last
three days of the trip we were all billeted out to various cadet homes.
The lifestyle of Bermuda is somewhat different and more relaxed than
ours, but everyone there was very helpful and friendly to us throughout
our trip. This trip to Bermuda was definitely the best and most
beautiful experience of my life and I hope to return there someday.

AN
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AR: Tracy

The best experience in my life would be when I won the gold
medal in the playoffs at the Saskatchewan High School Wrestling
Tournament, held in Elrose. If you placed in the top three here, you
became eligible to go to the Provincial High Schools. I had never
been there. Last year only one went from Swift Current, and I was in
Peter Reimer's clas3. Peter won a sixth place at the Canadian's, and
it was my first year wrestling. 1 hate to say it, but he destroyed
me. This year was going to be differént.

“Small Communities" was a tournament that I looked at, for
having a chance at a medal. The competition was tough in my weight
class, and the one below. I was thinking of dropping a weight class,
for easier competition. Brad Gaetz and Rich Marshall changed my mind.
Gaetz was good, and subsequently Rich Marshall won at the Canadian's,

I stayed in my weight class, and got a disappointing fourth place. Now,
with one tournament left, I had to go all out. I worked hard at
practices, and dropped Q\weight class. 1 was now wrestling in the sixty-
two kilogram weight class.

We arrived at Elrose, and weighed in. After I made weight I
studied the draw sheet. There were only five other wrestlers including
myself. Three of us were from Swift Current. My first match was against
Lee Ferguson, from Prince Albert. The match took only thirty-five
seconds before I pinned him, off a hip toss. 1 was pretty happy to
win my first real match in this tournament. I have received a bye,

I don't count those as wins. My second match was against Greg Fehr,

of Swift Current. The match lasted one minute and thirty seven seconds.
I couldn't do much at first, until I tied up with him. I used a move
shown to me by Brad Gaetz. It was a hip toss, with a little bit of

a change in the set up. It worked smoothly. My next match was in the
cross-overs for the playoffs. I had to wrestle Lee Veldhoen, from
Kindersley. This was my quickest match, only taking thirty-one seconds.
The finals, these were the magic words. I had never been there before.
I was there now though, and it was against Duncan McBean, of Swift
Current. Everything is so clear, it is as if I was there right now.

We shook hands. "Wrestle." the referee yelled. My heart began beating
rapidly, and my thoughts of great moves flashed through my head. Duncan
went for the single leg, I-sprawled, but couldn't get behind him. We
stood up. I tied up with him, and we struggled for about a minute,
obviously getting no-where. I faked the hip toss, and went for the
single leg, Duncang*prawled, and turned me as I fell. "Time", was
yelled by the offigfals keeping score. That saved me. Duncan was now
ahead 8@ two points. I knew that if I got the last two points, I would
win. After a thirty second rest, action began once more. The crowd
was cheering, they loved the excitemedf@‘ I ust wanted it over. Duncan
circled around me, and I began getting nervous. I grabbed him and tied
up. %A hip toss", I heard from the crowd, "use your hip toss". I
tried it, and it worked, I wouldn't get any medals for style, but it
worked. I had him in a head and arm. Now, I had to pin him. I

tried everything. "Thirty second" was yelled by the score keeper. 1

8
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had it won if I could hold him there. He began to slip, "ten seconds",
he got out, "time". I won by decision. T had scored the last two
point move to clinche a victory.

I was sore for a week after this match, but it was definitely
worth it. This was the best experience of my l#fe.

/«'
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AR: Fiona

I was estatic! I was going to experience four days of glorious
snow-covered mountains with fresh air and sunshine, or at least thats
what I had heard skiing was all about. T quickly learned different
different wheh I placed my heavy boot onto the thin, light ski and
carefully adjusted the binding. After the fifth time of landing on my
behiod,\I\had it mastered for I had made it all the way from the lodge
to the line-up! As I awaited fate, I thought skiing cannot be too "
difficult as I saw children who could bearly speak glide down hill as
graceful as an eagle soaring through the air. So as my friend and I
were approached by the T-bar, we were off to a super start. Everything
was fine until I tried to sit down on the thing. My friend fell to the
right hand side and I to the left. Unfortunately though, I had fallen
backwards and my ski had conviently lodged itself between the rope
and the bar and I was being dragged. Fear did not get the best of me
as I quickly undid the binding, freeing myself, and the ski too as I
saw it race down the hill. As you can imagine, it was a long ride
down, on the seat of my pants. '

Sk



CR: Arthur

THAT DAY AT THE HOSPITAL

After being reminded in your English class that I did have a
worst experience, the haunting memories flooded my mind and caused a
slight case of insomnia last night. One particular event has caused
me to be paranoid whenever I see a nurse at the hosptial. When I
was being admitted into the hosptial for tonsillitis, the nurse at
the desk handed me a plastic bottle and led me to a bathroom. She
mumbled something, pointed at the bottle, then returned to her desk.
I was too shy (or too polite) to ask her what she said so I shut the
door and stood there in the little room. After a couple of minutes
I had the urge to drain my bladder. I executed this, then flushed the
toilet, and began washing my hands. Ten minutes had elapsed and I was
still pondering upon what the purpose was to stand in a bathroom. The
little bottle then caught my eye. "Gee," I thought, "I sure am thirsty!"
and running cold water from the tap, I filled the bottle, brought it
to my mouth, and drank the contents. Many minutes passed, and after
many bottles of water, I finally left the washroom, handed the bottle
to the nurse and proclaimed innocently, "I can't!" A smile grew on
her face but she didn't say anything because I was a doctor's son.
Later that afternoon, I was brought to the Children's Ward and e nurse
there handed that dreaded bottle to me again, motioning to ¢he washroom.
"They said you couldn't do it downstairs," she proclaimed, "urinate in
this." A look of horror covered my face and the nurse began to laugh.
I grabbed the bottle, ran into the washroom, locked the door, and sat
on the sink until I recovered from the shock.
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’ CR: Karen

Life After an Oratory?

Reviewing my last twelve years of school, I find that one
incident stuck in my mind. It was, to say the least, one of the most
memorable experiences, however unpleasant it was. After creatively
composing a speech on a topic I knew little about, "Life After Death",
1 was chosen to give my speech in the annual school oratory. 1 worked
hard and long to perfect my creation and then there was the task of
memorizing the five-minute speech. Weeks passed and the oratory day
approached. Being a basically shy person, I would have rather faced
a firing squad than the three hundred pairs of watching eyes and
listening ears. However, some sort or urge to succeed found me staring
back at the crowd with frightened eyes. Despite the words of assurance
that my English teacher had to offer, I have become a nervous wreck
at the age of thirteen. Besides all of the helpful advice I was also
given instructions, until they came out of my ears. How I was supposed
to remember.all of these things is still beyond my knowledge; as well,
deciphering these instructions was beyond my meager capabilities.

How one who usualLy spoke as if she had three large marbles
tucked in each cheek, was to speak clearly, loudly and normally all
at the same time, puzzled me. I longed to see someone demonstrate
this art. ' ‘ T

I was told that it was allowed to have cue cards with you "up
in the front"™, but I was also told to have my speech mémorized and under
no condition was I to use these cards. What were they there for?

Why had I spenthours’try&ﬁg to fit five hundred words onto as few cards
as possible? If they were merely there to control the urge for my
hands to play with my skirt, and pull it above my knees a farmer's
almanac would have been sufficjent.

Then D-day_finally arrived. I dressed up as well as a figure-
less thirteen year old could. I arrivedgat school terrified of failure.
”fwas unusually pale during my morning ckisses and by noon I was turning
a sickly green. Why I had allowed my teacher to fput me ‘through this,

I was starting to question. I decided that if I made it through this
day I could handle anything. The oratory startéd with the smaller kid
quoting their ten line poems. Not one made a mistake. Then it was

my turn. I walked up to the front and - the next five minutes were
like a black Hole .in my memory. Whether I had done alright or not was
left up to my imagination. It was if I had died for five minutes.
When I came back to life the people were clapping--but what did they
know? They would have clapped for the Mackenzie brother's stupidity.
‘Kids in grade three only know that when someone has-stopped performing
they are allowed to hit their hands together and make a lot of noise.

Needless to say I did not win. Needless to say I didn't even
come close. The judge's comments were that hy topic was not relevant.
I didn't know enough about it. I needed more experience. Ever since-
then a significant question has been bothering me. If what one needs
is experience, must one die first before being able to write about
"Life after Death"? ' »

-

T~
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ND: Richard

My Worst Experience

The worst expereince that I had learned from, happened when
I was seven years old. We live on a farm and every child in our family
had their, own share of chores to do. One night I was the last one
to do chores so it didn't take me long. It was a freezing cold, dark
night outside that night. At the time may dad was still milking a cow.
I was afraid of this cow because it had a wide set of horns to match
her wide body. My dad knew that it was too cold to put the cow outside
" so he left her in the barn. The area the cow was put was the area my
chores were. I never wanted to go near that cow so I never did my,
chores of feeding her. I knew, that night, she would be hungry but I
said "To heck with her. She doesn't have to eat tonight." I left it
at that and went in the house. After a little while my dad had asked
me if I had fed the milk cow. Immediately I blurred out a "Yes".

Just the way my father had heard me say yes, he knew that I
was lying. I didn't know at the time, but my fahter had gone out and
checked if I had really done what I was supposed to. I was watching
T.V. when my father came stomping in the house with a big hand stick.
He had given me-the hardest and most painful spanking I could ever
think of getting. I was angry at my dad for a week and 1 never spoke
to him once. To this day I still don't talk to him as much as I should.
I knew, though, that that spanking ﬁad taught me a lesson, 'Never lie
to your parents' was the lesson thatl I had learned. I never did lie
after that to my parents or to anyone else.
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ND: Kathleen

. My Best Friend

My gﬁéndma and I were always extremely close. As a child I
spent most of my days with her since my mother worked. To me she was
more than just a grandma she was a friend. In many ways we enjoyed
similar things out of life such as dances and going out for pizza
even though there was a sixty year age gap between us. I wasn't the
only person who thought more of her than you would a grandma, my friends
also enjoyed visiting with her. She was modern. She talked about what
interested teenagers and not about what happened in the good old days.
All of our visits were suddenly brought to an end when she was hospi-
talized. No one in the family was willing to admit that something was
seriously wrong or to face the fact that grandma wouldn't be with us
forever. A month of not knowing her ailment came to an end when the
doctor dropped the bombshell. Grandma had cancer of the liver and
didn't have long to live. I was stunned. I couldn't believe that the
grandma that I wanted to learn more about was going to die. The kobalt
treatments added thirty years to her physical age. It was heart
breaking to be withher when her friends came to visit, they couldn't
believe how much she had deteriated. The hardest moment of all was
the last time I went to visit her. 1 had the misfortune of entering
her room when she was saying her final guod-byes to the children.
The feeling that went through me is unexplainable. I only hope that
I never have to experience it again. To this day I really haven't
excepted that my grandma is not with me any longer.
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Writing Task 2: An Account of a Process from which the student can
write with the confidence of a personal authority

Topic:

S
P

Reader:

Function:

Content :

"How to (play)...."
Layman; someone who doesn't know how to (play)....
Discursive (explanatory)

Student's choice of favorite game, his kn~uledge
of rules and procedures o
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~CS: Ron

How to Play the Video Game, Centipedes

The game centipedes is a fast moving, difficult game to the
onlooker but with a few basic pointers, anyone can drastically improve
their game. The object of the game is to gain as many points as
possible without being hit by the centipede which slowly winds its way
through a maze of mushrooms from the top of the screen to the bottom.
You must also avoid being hit by such things as spiders, snails, and
falling fleas which leave a trail of mushrooms behind. One of the
first steps to remember is that you must keep the bottom quarter of
the screen clear of mushrooms. With the mushrooms cleared, the centipede
moves down at a much slower rate, giving you a better chance of shooting
it. As you shoot the centipede, it breaks into smaller centipedes which
also have to be shot. If the centipede is continuocusly shot in the
head, the maximum points are gained, and the centipede is destroyed
without seperating. It is advisable to try and shoot the centipede as
near the top of the screen as possible and leave only one section of
the centipede alive so that you can clean up the bottom of your screen
before a new centipede enters. Do not allow the centipede to reach
the bottom of the screen, because when it does, it multiplys quite
rapidly and it can be nearly impossible to kill all the centipede
sections. Since each section of the centipede turns into a mushroom
when shot, the screen can become infested with mushrooms, therefore,
it i1s advisable to keep a single vertical line clear of mushrooms.

Point for shooting the spyders, which move up and down, vary as your
distance from the spider, therefore, maximum points are gained when
you shoot the spider at close range. This is just a basic outline

as to how the game is played but with a little bit of practice, anyone

can master the game.
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CS: Laurie

How To Play Tag

To play tag you need at least three people. It is preferable
e there is more room and fewer things to break.

to play tag outside wher
This person

In order to play one person must be designated as "it!.
must try to tag another person so they will become "it". However,

you cannot tag the person who tagged you, your "butcher". The object
of the game is to never become "it"_. A "home" can be designated where
it is considered safe, and the person who 1is "{t" can not tag you.

Tag is a very fun game for children ages four to twelve.
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AS: James

How to play fastball

Fastball can be an interesting and exciting game if you lect
yourself into it. The game 'is made-up of two teams consisting of nine
players on each team. The object of the game is to score as many runs
against your opponent as possible. In order to play the game there
must be a pitcher, a catcher, an infield, an outfield and a batter (one
player from the opposing team). When all the players are in their
correct positions and are ready to play, the ump call for the starting
of the game and the pitcher now delivers the first pitch. The batter
must determine for himgglf whether to hit it or to let it go by, but
of course, if a strike goes by and he makes no attempt to hit, (which
could be because a signal from the coach) the ump calls it and it goes
as one strike against him. When the ball is hit it is the infield
or outfield's job (depending on where it landed) to catch the ball and
throw it to first-base or wherever the play should be made. For
example, if a runner is on first base and another member of his team
hits the ball, he is forced to run to second if he makes it or not
and in this case the play should be made at second base to get the
rumner that was previously on first base out. The team at bat, bats
as long until three hitters have been called out. Then field comes in
- to bat and does likewise. When each team has been at bat once, then
one inning of the game has been played.. A game of ball usually consists
of nine innings and whoever is 1ead1ﬁg.é§*the~end of the ninth inning
has ,won the game unless it is a tie bétween both teams. In this case
an extra inning is played to break the tie but if the tie is still not
broken, the game is considered a tie.
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! AS: Kathy

How to Play Pacman

Computers and video games are increasingly popular today. Many
teenagers spend alot of their time and money in arcades. What attracts
them to arcades? Is it the voices and sounds emitted by the machines?
Or is it the feeling of excitement they experience as they push themselves
to react faster than the game; feeling triumphant at victory but ready
to try again at defeat? '

One popular video game is Pacman. I sat in an airport and
watched people, from small children to men in business suits, play this
game So it must be popular among all ages.

To play this game, you put your quarter in the slot and by
pressing the start button you are thrown into a wild, humorous frenzy,
going up and down the rows, trying to edt all the dots, but at the same
time avoiding the, four ghosts who race around after you.

In the beginning you have three men. The object of the game
is to eat all the dots without being eaten by a ghost. The majority
of the dots are yellow, but there are also four red dots known as
'Power Pills'. When you eat one of these you have five to ten seconds
in which you are safe from the ghosts. In fact, you can eat them for
bonus points. Eating one of these power pflls also gives you a chance
to eat all the dots you can without going out of your way to avoid
the ghosts. When the ghosts start flashing that is your cue to depart
because now they can eat you again. If one of the ghosts should eat
you, you will have one less man left.

There is a getaway known as the 'Escape Tunnel', so that if
you exit through it on the right side of the screen, you re-enter on
the left side.

You control your man with a little knob known as a 'joystick'.
By moving it in the direction you want your man to go you control

Pacman's destiny.
Each time all the dots are eaten, the board is cleared and then

refilled and you start all over again. As soon as your three men have
been eaten the game is over. However, if you should earn more than
thirty thousand points you are awarded an extra man. Pacman is lively

- and exciting; each new game challenging you to try and better your score.
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AR: Tracy

How to play Caps

The materials needed to play caps are:. a couple of beer, and
seven bottle caps. Only two people can play this game at one time.
First, you face each other, your legs infront of you, about seven feédt
from your opponent, with an open beer between your legs. Then you
place one cap on each beer, upside down. Following that, the youngest
person takes the five caps remaining and throws~them, one by one at
the cap on his opponents bottle.. If he knocks it off, his opponent
has to take a large drink, then returns the bottle to the floor, and
puts the cap back on it. If he knocks it off again, his opponent
drinks again. "If he knocks it off five times in a row, his opponent
must drink what is left in his bottle. After he has thrown all five
caps, his opponent gets to throw the caps back. When one's beer is
done, one grabs another and keeps playing. When you throw, if your
cap bounces.off his bottle and returns to you, you may throw it again.
This games does become quite a challenge after some time. Thére is ro
real end to #he game, unless they both agree they will quit, or if
one person can't throw anymore, because of intoxication.
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AR: Fiona

"How to Play Housel!"

"How to play house"™ is a game that takes me back to my childhood
days of which I have fond memories. My friend, Shirley, and I first
of all had to coax and scheme to get Billy next door to play father.
Once we had convinced him with some hot homemade cookies, the fun
began! We used the old garage in my backyard which had dozens of boxes
and crates stacked upon each other which magically turned into cup-
boards, ironing boards and other household items. S f}ley and 1 acted
out the motions of the dakly cleaning and cooking duties we had seen
our mothers do. Trouble began with Bill when he wouldn't take the
garbage out or any other "masculine duties". The game ended by us
sending Billy home, and turning to our barbie dolls which is a&gifferent

game altogether. -,
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CR: Arthur

How to Shoot Trap

The only requisites for this sport are a 12 gauge shot gun,
27 loaded shells, a vest with two large pockets, ear plugs, and a good
eye. The scorekeeper assigns you to one of five stations. Each person
puts five shells in one pocket and 20 in the other. (This procedure
does not have to be followed but is rather a tradition.) The two extra
(which are replacements for shells whichmay misfire) may be placed
anywhere as long as it won't heat up and make a mess. When the man on
the first station calls "up arms", each of the five man squad stands
on thei¥ assigned station and waits with an uncocked gun until it is
his turn to shoot. The man on the first station cocks his gun and aims
at the little green bok which is 16 yards in front of him. When he is
ready he yells, "Pull®, and an orange disc will come shooting out of
the green box . He now follows it with his gun sights and squeezes
the trigger before it gets too far. If it is ticked or ctompletely
destroyed, it is considered a "hit". If the disc remains intact, it
is a "loss". The man on the second station repeats the same prdcedﬁre,
‘as so on down the line of 5. When the last person has shot 5 times,
the 'syuad rotates to the right. The fifth person on the 1st station,
the first person of the 2nd station, etc. When everyone has depleted
their ammunition (25 shots) and rotated 5 times, the scores are tallied
up and each man receives a score out of 25.
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CR: Karen

\ How to study for an exam

The method one uses to study for an e€xam can make a large
difference in how much information is retained. Concentration is
needed so, I fihd, that a quiet, familiar room is desirable. Constant
distractions from other people or from the television or radio only
result in a loss of concentration. Unfamiliar rooms may also cause
distractions because more time will be spent on gazing around the
room than looking in ones book. Starting at the beginning is advisable
because this information is the most likely to have been forgotten.
This information will usually take the longest to study because 'ones
memory must be refreshed. The last work done should still be easily
remembered and will probably take the least time to study. It is
better to study for long periods at a time so one has time to look
over the material and really study it. The best way is to set down
a schedule and stick to it. Allow breaks to watch favorite programs
or to just relax from the routine. The best time to study is during
the day or early evening. Studying late at night will only leave one
too tired to write the exam.

Studying is an important part of writing an exam and essential
for receiving good marks. '
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ND: Richard

How to Play Chess

' Chess has developed, over the years, into one of the most
popular games. It is a highly complex and sophisticated game. Chess
is a game that can be played by two people only. There are six
different pieces to the game of chess. The names of these pieces are
king, queen, rook, bishop, knight, and pawn.

The object of the game, chess, is to capture the opponent's
- king. To begin the game of chess the players draw for sides. The
player who receives white makes the first move. Each piece has it's
own different way of moving. The first move can only be made bfia
knight or one of the pawns. The other peices can not jump over to make
a move.

There are many different types of moves. A few of these are
castling, pawn promotion, check, and check mate. Castling is a move
that can be only played once in a game of chess. The king is only
_ permitted 1 square per move. Pawn promotion occurs when a pawn
reaches the far side of the board and then is promoted into a queéh‘
rook, bishop or knight. Check occurs when the opponent has made a |
. move to capture your king but the king has a change to escape. Check-
mating occurs when the opponent has made a move to capture your king
but the king is unable to escape the villain. The king is then knocked
over and the opponent wins the game.
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ND% Kathleen

How To Play Indoor Soccer

In order to begin playing indoor soccer a person needs a team
that consists of five players: two offensive players, two deffensive
players and cne goalie. A soccer ball may also come in handy. There
are no boundaries in soccer except the goal crease. No other players
besides the goalie are allowed in the crease. The ball is moved frdm
one end of the court to the other by the use of passing with ones
feet. The ball may not be touched with the hands of any player except
the goalie, and then only when it is in his crease. In order to score
in the game a player needs to maﬁé the soccer ball pasgfggrweéh'the
two goal posts without stepping the .goalies crease. A player also has
to try and keep his kicks low. If the ball is kicked above a players
shoulders the ball will be whistled down and given to the team that
didn't kick it up. The ball will be kicked from where it went up.-

In indoor soccer the team has unlimited substitution. This ggéhé

that a player can be substituted into the game whenever anoth@ﬂ*%layer'
wishes to come off. *They do npt have to wait for a whistle or alert
the refee of their substitution. These are a few of the basic rules
in how to begin a friendly game of soccer. - .

B
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Writing'Task 3: A Fictional Story

O

Topic: Three visual stimuli, from which the student
" selects one picture with the jpstructions:

"Write a story for which your picture is one

of the illustrations.” . . r

Reader: Wider public; that is, stories displayed in an '
Co anthology or on classroom display board. LoH

.

Function: Imaginative construct

Content: Student limited in terms of content by the
' picture chosen. Each contains at-least. one
person in a dramatic situation.
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// CS:  Ron

- Behind Bars

It is a sad situation when somebody loses something they love,
and in Tommy's case it was no exception. For years he had wanted his {
own little puppy, and when his dream finally came true two months ago,
he was the happiest boy on earth. He loved his dog from the bottom of
his heart and now it was behind bars. What had his dog done? Why had
the ruthless, merciless dogcatcher snatched his sweet pup from his
life? Where would he get the twenty dollars needed to reunite him and
his little dog? His best friend tried to comfort him, but what use
was it when he was seperated from his dog? Suddenly,/a‘thought struck
him. Quickly he turned to his friend. o

"Brian, I've got it?" he shouted, "We can get some money from
my Grandpa! I know he'll lend me some!!™ Brian, glad to see his friend
happy again, quickly rushed after him. .

"At last," Tommy thought-as he reached his grandfather's house,
"I will be with my puppy again!"
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Mom was gone. She had died peacefully in her sleep last
night, after a long illness.

So, now 1 was home with Dad. To comfort him like he had
comforted me so many timesd By walking me to school on my first day
of class when 1 was afraid to go by myself. By helping me search for
my favorite doll when I couldn't find her. - All the times he had been
there for me. Now, it was my turn to be there for him.

All that first day I was home Dad and L talked, mostly about
Mom and how we both loved her. I think tha helped- Dad a lot, for
although the pain and sorrow was still evident he seemed to want to
talk more and more. ) ) . . : .

When I had first come home I had been angry at having to-leave
my family and job." Dad couldn't look after himself." 1 had tried
to convince myself-"He is an adult, he is strong." But now I lookéd
back at myself with a sense of shame. It was time I did something
for my father, who had always done things for me. T owed him this at
least. "Dad," I said "I am here for you." .

Dad took my hand and squeezed it gently, tears fllllng his eyes.

"Thanks," he said quietly, and somehow I knew he meant it.

!



° Sl ‘ , 279

° © _AS:  James

AN
A Lonely World

Everywhere you look you can see the loneliness of the city.
Summer has once again come and gone as quickly as every year before
and has left‘behind‘the~unforgettable coolness of the fall. The streets
and sidewalks are empty except for the odd person leaned: against a
store window trying to find shelter from the whipping wind. Bits and
pleces of paper and tin cans are swiftly being tossed against an old
rusty fence where they will remain until a twister or another strorg
wind will carry them across a field or to a neighbouring ditch. A dog,
who appears to be lost, runs hurriedly up the street and vanishes around
the corner. Far in the distance the neighing of horses can be heard as
they are being driven towards the corrals, their hoofs, pounding as A
they hit the ground. Now, as the day comes to an end, darkness will
settle in and still, everywhere you look you can see the loneliness of
the city.
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Visual Stimuli #1

Danny Richmond stood, his fingers clenching the wire fence,
watching as the ambulance attendants wheeled his mother out of the
driveway on the stretcher. The stretcher was.put inside, the doors
were closed and the ambulance drove away, lights flashing and siren
screaming. Tears ran down Dannyfg*face as he .looked hopelessly after
the ambulance. He watched it until it turned a corner and was out of
sight, but he could still hear the sirens in the distance. He listened
until they too were gone. He had never felt sco lonely in all of his
eight years. Danny and his twin brother Derek, had never been seperated
from their mother like this before.

Their father had died in a car accident two years before, their
older sister, Sandy, at eighteen, was working her way through business
cdllege, and their older brother, Kevin, at fifteen, had quit school
~and was working in a gas station. Their mother had been a telephone

operator before the accident. Mrs. Richmond had been going up the
dark, back stairs to their apartment,’her arms laden with groceries.
She Had stumbled under the weight of the load and had fallen down .
the flight of stairs. The boys were playing outside at the time.
They had heard the noise and come running. They had found their mother
sprawled at the bottom of the stairs, bleeding profusely from a cut on
her foiehead one arm bent at an unnatural angle beneath her. The two
boys had called her name over and over but got no response. Danny,
realizing her condition was very serious, had raced down the hall to
Ms. Green's apartment. Mrs. Green was an elderly lady they stayed with
when their mother had to work .at night. Danny had pounded on the door
. calling her namc. She had opened the door, and after calming him down,
she made him tell her what had héppened. When she had found out the”
reason for his alarm she had immediately phoned an ambulance, and gone
to sea what could be done for Mrs. Richmond, staying with her until the
ambulance arrived. ’ _

Not wanted Derek to see him crying, Danny wiped the sleeve of
his coat across his eyes. .

"What will happen to us?" asked Derek.

"We'll stay with Mrs. Green," answered Danny.

"Will Mom be okay?" asked Derek, his small voice wavering

uncertainlyu ,
"She'll be fine. You wait and see," said Danny, not at all

PR

sure 1if he spoke the truth.

)
Lo i
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“VISUAL STIMULI

"Here Fido, come on Fido, come here boy." =Y

"Tommy,™ Billy asked. "Why did that man lock up Fido."

"The man said it's because he wasn't wearing a collar. Then x
he laughed." .

. "Why did he laugh Tommy." Tommy just shrugged his shoulders.
"Where could we get a collar?"

"The pet store sells them for two dollars each.”

"Where could we get two dollars."

"He looks so sad locked up in there."

"Hey!," Billy said with excitement. "We could collect bottles
to get the money." 0

"Yes, but 'we would be collecting bottles for a year, because
it also takes five dollars to get him out of his cage."

"Maybe we could break in, and steal him back."

"How could we do that, this fence must be a hundred feet high."

"When the man comes to feed him, we could sneak in."

"Forget that, how would we get back out.” Tommy paced back
and forth. "We have to find some way to get him out of there. All
of the kids will laugh at us if we go to school without him. It's
show and tell, and we had the best animal in the world to show."

"How will we ever tell the others at school." Billy said with
tears in his eyes. "Our ‘pet alligator was locked up by the dog
catgher, early this morning."

"They will just laugh at us." .

"Maybe mom was right, we should get rid of Fido, and get a dog."

"What would we call it."

"We could call it Alvin."



AR: Fiona

"Why Do‘People Die?" N
*

-~
' “Look Peter, look at that!™ Andy cried.
"Don't; you'r standin' too close," Peter angrily repliied.
"Am not, don't worry, he's not movin'," Andy said.
PR Peter and Andy stgod staring in amazement as the open coffin
lay still on the grassg ﬁAxlarge group of people were standing about
and cries of anguish €buld be heard in the atmosphere. Then, a lean
. man dressed in black began to read from pgemﬁfble in thg silence.
"Come here, Peter, and look. He's not livin' no more," Andy

whispered.
Peter slowly crept to the fence and curiously peered through

the barb wire. I i

"See, he looks a funny color, how come, huh?" inquired Andy.

"Dad says we all look like that after we aren't livin' no
more, or at least thats what he said 'cause I 'member when Gramma Fat
died," Peter replied knowingly.

"Did she look like that, dressed up and all?" Andy wordered.

"Yup," said Peter.

"Peter, why do people die?," Andy questioned as he stared at
the corpse in amazement. -

"I dunno, why?" replied Peter.
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{
Eight Shekels for a Rat

Joseph and Maria were new to the streets of Cairo. The anti-
semitism in Germany had forced them to take refuge in Egypt. Walking
down the dusty streets laden with merchants and their colorful goods,
they were amused by the numerous men haggling over the price of a
straw basket or a bottle of pickled kumquats. Not wanting to miss out
on the fun, Joseph squabbled with a merchant trying to sell him a
stuffed camel He initially had no intention of buying. As the

‘moments passed and the prices flew back and forth, Joseph finally
brought him down to one shekel. Who could resist such a bargain? He
bought it. Joseph now considered himself an experienced and gifted
squabbler. He tried again twice, buying hlmselfﬂa hat and a canteen.
Maria looked on as her father prided himself in his purchases, but all
this walking and wdtchlng had made her hungry.

"Can't we get something to eat, Papa?", she asked.

"I'm sorry my dear, let us find a merchant with good food."

They came up to one merchant and Joseph eyed his row of
broiled meats and baked rolls. "How much this one?", Joseph asked with
a finger pointing at a fist-sized piece of meat.

"Eight shekels," he answered with a heavy accent. |

Joseph thought that "Why not bargain for food also?". He did
and the merchant did not seem pleased with his offer of four shekels.
The merchant refused to give him the chosen piece of meat, but picked
up another on a seperate counter.

"Four shekels, its yours," he announced, handing Joseph the
new piece of meat.

Joseph sliced the meat in half and handed oge half to ﬂgrla
She devoured it quite heartily. The meat left a bitter sensation on
her tongue and it had a strange scent. Fearing the worst, she turned
to the merchant and asked him what the meat was.

"I don't know how you say 7in English," he said. Then, out
from under the counter, a rat darted into the street.

"Dere!", he said, "Dere, Dat's what I cook!", pointing at the
filthy animal.

Marie felt her stomach turn and she started down the street
with Joseph.

"Let's go home," she sald almost in tears. She payed for her
father's squabbling. ‘

s
~
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-
Narrative - Dialogue

"Hey Tommy, you can play with us,” consoled Chris, "We didn't

mean to be mean to you!"™ "Won't you come?"
"No, I don't want to. I'm watching the other's play basketball."
"But we need you on our team," pleaded Chris. "We won't win

unless you're there and besides we don't have enough people to play
unless you come."

"1 don't like playing with you, exclaimed Tommy with self pity
in his voice, because 1 don't like you!"

"Please come!" 1 really like you!"

"No, I don't want to!" Tommy's eyes filled with tears as he
slowly turned around.

"Okay, I'1l play because 1 really do need a friend." The two
boys skipped off happily together--hand in hand.
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A

Making a break for it

One cold, spring morning a friend and I walked to the arcade
on Sth avenue to waste time and money. We had run out of money, after
about an hour, and then left the arcade. Entertainment was something
we almost never had much of since we both lived -in poor-families.
Daniel and 1 were walking along the street when all of a sudden Dan
froze on a spot and said, "How about earning a little extra money?"
Dan was lookting down the block, at the jewelry shop and I immediately
sensed his feelings. "I'll have nothing to do with it Dan,"” I réplied.
He stared constantly at the store planning his, or perhaps our, attempt
at robbing the store.

Daniel finally came to life telling-me every detail we should
follow in order to make our first robbery attempt a sucessful one.

We arrived in front of the store and we looked at each other, "Are you
ready?" Dan asked. I told him that I didn't want to go through with

it but the few words of "Think of all that money we could get," convinced
me. We entered the jewelry store pretending gywere customers lboking
for a ring. My job was to digtract the manager and take him to the

other side of the store while{ Dan took as much jewelry as he could.

The job was finally done and Daniel knudged me with his elbow
whispering, "Let's get out of here."™ At that time the manager figured
out what we were up to. We shot out of the store and ran as fast as
we could down the street. We didn't even stop for the moving vehicles.
We were nearly hit three times while crossing the streets. By this
time the manager had telephoned the police because we could hear the
sirens not far away. I had turned around to see what was going on and
the cops had parked their car to take after us by foot. Don said we
were not going to give up vet. I had known ahead of time that we
were not going to make it because we were nearing a dead end. We had
no time to turn around now so I didn't bother telling Dan about the dead
end. By this time our pace had lessened and we were on the brink
of getting caught. We finally had to stop because we had no where to
go. Standing by a street sign wondering what would happen next was
frightening. We knew that we wouldsnow have to face the police and
recieve charges of steeling. We were now criminals and our names were
down on file just waiting for our next criminal offenses.

o
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The Look of Innocence

In the slums of Chicago, two small boys were playing among
the debris. There were no playgrounds for them to play in: They seemed
to bego accustomed to their surroundings that it didn't even bother
them. crime rate in this area was extremely high. You didn't know
how you would find your children or if ypu would find them when it was
time to bring them in from playing. The two small boys watchedsws the
police sirens filled the air. The grocery store down the stree¥ had
been robbed, the owner shot and killed. The suspect was runﬁ{pg
towards the boys, the police right behind with their guns drawn ready
to shoot. The man was almost in front of the boys wh®en the shot rang
out and the man fell. The boys stood paralized looking at thé man
lying in the puddle of blood on the street. Th police rushed over
to the man not seeing the small boys watching. When the man was turned

‘over the smallest of the two boys grabbed the fence and looked on.

He dﬁdn't appear to be looking at the man or the police. He was looking
over them into a world of his own. The rattling of the fence made

the police aware of the boys “presence. They tried to talk to the boy
but he kept staring. They attempted to remove him from the fence

but were unable to unless they were to break his fingers. The other

boy began to cry and begged the police to leave his friend alone. Her
had just seen his father gunned down and killed. The police managed

to pry the small boys hands from the fence. They took him with them

in hopes to erase the memory of today from him forever. ’

. .{\‘\

B
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Writing Task 4: Discussion of an issue close to’ the student's direct

experienbe in which he is required to present a point
of view.ﬁgd persuade the class to it.

% ' Y
Topic: * "Would it work if students came to school when
' they liked, and couid do what they liked there?"
. Reader: Peer group
Function: Discursive (argumentative)

Qéntent: Student's own thinking stimulated by class
discussion and based on personal experience

£
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Nuclear Warfare

In the past several years, a great deal of emphasis has beén
placed on the nuckehr arms race. i believe too much emphésis. It is
my opinion that the protestors demonstrating against puclear warfare
should calm down and take a rational, open minded view at the facts.
The argument used by these pople is a very convincmng emotional argument
using many statistics‘and scary details emphasising the gory and fright-
ful details. If you take a careful look at their argument, you can’
realize that infact their argument can be turned around and used against
themselves. It is true that the nuclear weapons of today are frightful

.and gruesome and that both the Soviets and the Americans have enough

weapons to destroy the earth several times over. This is where their
argument backfires on themselves. Since nuclear warfare is such a
frightful thing, and since both the Soviets and the Americans are

heavily armed and reasonably closely matched, neither side could possibly
gain an advaitage by starting a nuclear war. Both sides are aware that
within a matter of minutes.of starting a nuclear attack, a nuclear

 attack would be returned with the same magnitude of their original

attack. In ->rld War II, a poisoness gas was available to both sides
as a weapon but yet neither side used it because they knew it would be
used on themselves. This is exactly why there will never be a nuclear
war! The day we reduce our arms and allow the Soviets to gain the
advantage, is the day the Soviets have 'a motive for nuclear war. With
the successful flights of America's space shuttles, it is obvious that
it is only a matter of time before man's warfare moves to space.
Therefore if we keep the amount of nuclear weapons equal on both sides
until this happens, we can be confident that there will never be a
nuclear war, and that there will never be a motive or a need for a
nuclear war. So don't lie awake at night worrying, the earth will
still be here tomorrow, and the next day, and the next day, and the
nexp day... - 4
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No, it would not work if students came to school whéﬁ\they
liked and could do what they liked thete. Mgst students are not yet

" mature enough or responsible enough for this to work.

They would .

either come to school late or not come at all. If they did come to

school, they would either get little or no work done.

Also, students

coming and going to and from the school and classes would disturb

the classes and disturb the students who were working.
very important reasons I feel-this would never work.

v v

w2

For these two
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Religion
Religion is a fopic which has been talked about and argued
over for centuries. 1 feel strongly towards religion because [ know
I should go to church on ‘Sunday because that is what God would like
for us to do. 1 know there isn't much that I am going to do about the
A4

fact that a lot of ﬁéople work on Sunday because if that's what
would rather do then there is no one to blame but themselves. A
major problem I have faced is that even though 1 have chosen a 3
church to attend, there are always people who think your church isn't
quite as good as their's. Some of my friends have asked me if I would
like to attend "their church™ or they have also invited me to youth
retreats or young peoples socials. This kind of thing bothers me
because they know very well that 1 am atending a particular church
regularly, so why should they feel that they have the right to drag me
away from a church which I am familiar and comfortable witho 1 think
that those people who want to go to church should be able to feel free
to attend the church they want_to and 1 also think that people should
not try to make you do what ﬁﬁey would like you to do oPmake you be
the kind of person they would like you to be.

*ific
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I don't think it would work if students came to school only
when they wanted and did what they wanted there.

It some students decided not to come to school for three of
four days in a row, they would miss daily lectures and notes necessary
for the final exam. Perhaps they would miss some assigned questions
and then they would have to borrow another classmate's notes, or get
individual help from the teacher. Or if some students didn't go to
school for a couple of days and then they might go back unprepared on
a day when an assignment was due.

Teachers would have a very difficult time scheduling exams or
doing class projects because there probably wouldn't be a single day
when the entire class was present. This would make it impossible for
the teachers to announce what day the test would be, especially if
half of the class was missing. Some of the class would probably get
ahead and be bored and disinterested if they had to wait for the teachers
to teach the other students the same material all over again. It would
be a very disorganized system.

As far as the students doing what they wanted when they got
there I don't think that would work. There would have to be some
definite rules and expectations outlined for the students. A student
couldn't just walk into the room in the middle of a class and expect
the teacher and the rest of the ¢lass to drop everything and start all
over again just for his/her benefit. By the same token a student
couldn't pick up his/her books in the middle of a class and just walk
oul. Rules would have to be established and enforced. Anyone breaking
the rules would have to be punished accordingly. I feel a system such
as this would just have too many flaws and wouldn't work at all!
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Most students say they would like to come to school when they
want, and do what they want. I think for most of them, they would
just be too far behind to graduate with a proper education. Students
are too irresponsible at this age, to be making decisions for future
careers. Most students who go to university don't even think about
what field they will enter, until their second year begins. The students
that go to university have more responsibility than high school students,
even then they don't have very much. Most high school students just go
to school to make new friends and have fun. High school students have
no real obligation tc ~» to school, except if they really want to improve
their education. The price to go to school is only your time. Many
students abuse this privelage, by skipping out of classes. In university
it's not a privelage to go to school. You paid fonit, and now you must
go. There is only one problem. Most students have their parents pay,
then some still skip out. This results in a loss of about four to five
thousand dollars, plus a year's salary that they could have been making,
instead of playing around. If the student had paid this himself, he
would have more obligation to go to school. Most of the students get
too much given to them without explaination. If the parents would sit
them down and show them what glorious opportunities they have, the skip
out situation wouldn't occur nearly as much. If students came to school
when they liked, many wouldn't come at all, and many of the few that
did come would do very little work. I think if students could do what
they want, they would have no assignments, or tests. Without these
source documents, for the students progress record, the student would
have no real way for looking at his progress. The standard of education
would be considerably lower, if students did what they wanted to, when
they wanted to.
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An issue that deeply concerns me is marriage. Many individuals
do not take marriagé as seriously as they should. Marriage, I feel,
is a life time commitment that two people make together only once.
Looking at statistics is shocking as I see the divorce rate increasing.
Many people forget the trauma the children of divorced parents éxperience
which may result in permanent damage. I often wonder ™I think doesn't
the world care anymore?"

Perhaps the solution is a law passed that does not allow
marriage until the age of twenty-one and the people-are capable of
making a responsible and lasting decision. In our teenage years we
g0 through the hardest transition in our lives and making mistakes is
natural and common. When writing this, I was thinking of(aI{\Fhe young
wives that today feel frustrated and hurt from past mistakes.
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It Just Won't Work!

Would the scheme in question work? Absolutely not! We know
that all studies done on people have shown that all people are different.
s The idea of coming to school when you like to, some may come in the
morning, some in the afternoon, some in the evening, or some not at all.
It would be chaos. Teachers would have a tough time teaching, con-
trolling, and keeping track of students. They may even find themselves
working extended hours to take in-consideration the evening people.
As for doing your own thing, rules concerning alcohol, drugs, and dress
would all be broken. The school would become an unsafe. place and would
Be overrun by losers (if they even bother coming to school). No
initiative would be present for serious students to wdrk by. The
learning atmosphere would be shattered, destroying education as we

know it.
/

e
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Should high school students be allowed to attend
school when they wish?

Students go to school to learn and.it is impossible to lear
if students don't attend their classes regularly. This is why I feel
that students should not be allowed to attend school only when they
wish. Some students would take advantage of not having to 'go to schgol.
They may not show up for weeks. Taxpayers pay over two thousand dollars
for one student to go to school. This would be money wasted on studénts
that don't attend regularly. As well, school would be taken too lightly
and would be a place to go only when you're bored of going for coffee,
shopping or playing pac-man. .

Teachers would have a rough time keeping attendance charts if
some students only attended classes part of the time. Assignments
would be too hard to keep track of as well because students Just
wouldn't go to class on due dates and some of them wouldn't even know
that there was an’'assignment due. None of the teachers would feel it
was worthwhile giving a lecture to only a few of their students when
they know that they will only have to repeat it again the next day.

Students have the privelege of going to school and if they
don't want to attend their classes then they should not waste their
time, the teacher's time or valuable money. N

!

\ .
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Writing Assignment #4
L »

- —

No, I do not believe that it is the student's choice to go to
school when they like. Every student needs a decent education and if
they went to school whgy they wanted to, they would not get a full 12
years education. !

If we did Qave this choice, I believe that many students,. of
this school, would take on the respon31b111ty of going to school and
recieve thgir 12 years of schooling. Those who do not take on this .
responsibility will be paying the consequences lator on, in life.

Letting a student go to school when they like may cause many
problems. The students wHo don't go to school would roam thé streets
and perhaps cause damgge to some buildings in the city. If a student
is not ¢in school or at home, there may not be a way of locating them
if th W are wanted. This student may have been killed or kidnapped
anq ople would not worry about them for a day or two.

B I think that doing what we would like to do, in school may
help bring back dropouts to school. I would .like to see a change in
the number of compulsory classes.' Cutting down the number of english
classes to 3 and cutting out Social Studies, 30 as a compulsory class.

Student must not only take on the responsibility of going to
school but they should also be responsible for their actions in school.
A Grade 12 education is important so we must fight to the end.
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The Importance of a School System
! !

If students were not givgh a strict schedule of classes and
times the school system would deteriorate. In order to maintain a
school there has to some sort of discipline and organization. 1If a
- student was allowed to arrive at school, anytime he wanted, it would be
impossible to arrange class schedules and extremely expensive to pay
for the teachers that would be required. A school is supposed to be ‘
a place of learning. If the Btudents want to learn and further their
education they will realize the importance of having designated times
for classes as well as counselling in the classes that they wish to
take. A school is not here just to teach a student academically but
to ‘help discipline them as well as to give the student a sense of
responsibility. Once a student has graduated from High School he
will not only have learned how to read and write but he will also have
learned about responsibility, how to socialize with people and most
of all what’is expected of him once he enters the real world.



