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" ABSTRACT

This study focused upon the writing processes employed by
six grade 6 able writers in seven story-writing tasks. The purposes
of the study were to ident‘fy'éoncerns and stages in the composition
of stories, to gain insight into covert mental activity involved,
and to discern the co;ception_of writing held by the children.

Five stories were written during individual meetings with
the.researcher and two as home as;ignments. Writing processes Qere
studied through a combination oﬁ.téchniques-—closc observation of
the writer as he wrote, examination of videotape recordings of the
writing act with the writer composing aloud, analysis of the writer's
compésing aloud and retrospectivé comment on the wiiting, and
analysis of written products. Videotape re;ordings were used to
stimulate recall of mental activity involved in the composing of
four stories. Re-reading of written products was used to stimulate
recall of the writing of non-videotaped tasks. .

Transcripts of all children's composing aloud and retrospective
comment were carefully examined, and a category system, Facets of
Composing a Story Referred to by Grade 6 Able Writers in Seven Story
Wrjting Tasks, was derived. Children were found to be concerned with
43 different facets of composing. These were arranged into 10
sub-categories and three main categories designated as WHAT TO WRITE?,
HOW TO WRITE IT? and WHAT IS IT LIKE? Mental activity referred‘to by
the children was designated as THINKING AHEAD, THINKING BACK and

SPONTANEOUS THINKING.

_Profiles of each writer were built, based upon the study of

iv



their writing behaviours, the analysis of taeir composing aloud and
retrospective comment in terms of Facets of Composing, and the analysis
of written products. Additional material was obtained from interviews
_with the children,"their teachers, their parents, and also from school
records.

.

- It was found that all children expressed concern for a large
number of facets of composing, that each child was concerned with a
peculiar variety of facets, but that the selecting of details to build
up their stories was, by far, the facet most frequently referred to

»
by all children. No common series, of steps was followed by all
children in composing their stories and individual children used
different combinations of steps in composing different stories. How-
ever, it was possible to abstract a picture of stages in the composing
of stories followed by the grade 6 able writer.

.Each of the techniques used yielded some insight into covert
mental activity but the combination of techniques proved most
effective. The mind d’rthe writer moved both ahead of and behind
the segment being written. At times children referred to a type of
spontaheous thinking.

Implications for teaching emerged concerning the reading
practices of writers, literarv techniques, audience, thought processes
during writing, stimuli, and the writer as an individual.

Recommendations were made for further research ipto facets of
composing identified, thought processes involved in composing, and

procedures for examining the writing process.

.
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N CHAPTER 1

- INTRODUCTION AND STATEMENT OF THE PROBLEM
ﬂ/ﬂ“\ .

Overview R
Uverview .

e avn

This introductory chapter outlines the general nature of the
study, its purpose, and the questions it sought to answer. The design
of the study is briefly outlined, its limitations stated and its

significance noted. Terms used throughout the study are defined.

Introduction

The term '"the three Rs" is generally attributed to a wealthy
but unscholarly Lord Mayor of London, Sir Wiliiam Curtis. In a
speech at a school in the 1820;, Sir William is alleged to have invited
guests to join him in a toast to ”the'three Rs—iReading, Writing and
Rithmetic."

The term endures to this day and, while public expectation of
the school has changed considerably since the 1820s, the duty of the
modern elementary school to effectively teach pupils to read, write
and count remains unquestioned. Periodic public outcry, as expressed
in the so-called '"Back-to-the-Basics Movement," reflects this enduring
expectation.

This study was concerned with writing. Rosen (1974)
emphasized that writing is very much part of what school is all about:

Whatever doubts may be expressed about the curriculum, no

one questions that writing should be taught in school;
writing, like reading, belongs to school. (p. 85)



Writing is an enormously complex operation and much has yet
to be learded about its essentlial nature. However, as Burrows (1976)
indicated in listing twelve points which she considered 'could stand
as a platform on which to buildAprograms" for teaching writing, much
progress has been made towards understanding what it is that children
"do" as they write. Burrows did warn, however, that many of these
points require fortification by research findings (p. 1).

Braddock, Lloyd-Jones and Schoer (1963) have shown that
research in written composition prior to that time tended to focus

<
upon the written product. In the pagt decade there has been a shift
in emphasis in the study of writing to the actual process, the writer
engaging in the act of writing (Emig, 1971; Graves, 1973; Sawkins,
1971; Stallard, 1972).

Research into the oral languége of children has shown that
childilanguage is unique ana rich of itself and thus should not be
dismissed as merely immature adult language. Hence, it is reasonable
to approach the study of the writing of young children with the view
that this too is unique and rich and, as a result, deserving of
serious study in its own right.

Previous studies concerned with the composing processes of
young children have indicated the enormity of the task of systemati-
cally examining what children ''do" as they produce a written piece.
Graves (1975) concluded>

The complexity of the writing process and the interrelationships
of its components have been underestimated by r%Pearchers,

teachers and other educators. (p. 227)

In view of the complexity of the writing process and the



.

intensely personal nature of thg act of writing, this study examined only
a small number of writers engaged in a small number of writing

activities.

Purpose of the Study

The purpose of the study was to gain 1nsight'into the
composing processes employed.by sixwérade 6 able writers as they

performed seven story-writing tasks.

Research Questions

A search for answers to the following questions comprised the
major focus of the study:

1. Can certain concerns or stages in the overall process of
composing a written piece be identified by closely studying the writer

in the act of writing and by examining his introspective and retro-

<

spective comments on the writing?
2. Can insight into the covert mental activity involved in
the act of writing be gained by a combination of:
a. Close observation qf the writer as he writes,
b. Analysis of a videotape recording of the writing act,
c. Examination of the writer's introspective comments,
his composing aloud, )
d. Examination of the writer's rétrospective comments,
stimulated by re-reading of the written product, or by viewing a video-

tape recording of the writing act,

e. Examination of the written product?



3. What conception of w%iting is hehibygrade‘b able writers?

Brief Outline of the Study

Subjects

Six children, four boys and two girls, were selected‘;s sub-

;

jects for the study. Three children came from each of two public

¢

elementary schools in the Ci¥y‘of Edgonton. The children selected

- .
were judged as being able writers at thewgrade 6 level, clear and

-

fluent speakers, and willing, co—oﬁerative students.

¢ 4

Seven story-writing tasks were performed by each child.
Five stories were written in the school situativa and two as home
agssignments. Varied stimuli, both verbal and non-verbal, were used
to initiate writing. Degrees of freedom‘in the choice of topic were
varied. Some variation in the anticipated audience for the writing

was also introduced.

Procedures

In addition to the initial meeting with each child during the
selection of subjects, the researcher met individually with each sub-
Ject nine times over a period of five weeks in November and December,
1977K//§15eotape recordings were made of the writing of four stories
by/each child. Introspective comment on the writing of the video-
taped stories was oth}ned by having the subject compose aloud while

writing. Retrospective comment was obtained by having the subject

view the videotape recording of his writing of the piece to stimulate



his recall of the actual‘writing pro;:;l. Retrospective comment on
the writing of the non-videotaped tasks was obtained by having the .
subject re-;ead the fiﬁished product and comment on the writing
processes employed in the production:

Intraspective and retrospective comment and dialogue between
writer and researcher were recorded and typewritten transcripts made.

In addition to data on the composing process, personal data
on subjects were gathered. These wére used in building profiles of
each of the six writers and. to gain some understanding of the total
context within which the particular writing acts occﬁrred. Inter-
views were held with each child's grade 6 teachers, with the parents
of five of the six children and an adult elder brother of the sixth
child. School records were examined for personal details on each
child and for relevant test results.

A final interview was held with each subject for.the purpose
of gaining some insight into the conception éf writing held by grade 6

able writers and their reaction to procedures used in the study.

Analysis of the Data

The introspective and retrospective comments of all writers
were closely examined, and a category system, Facets of Composing a
Story Referred to by Grade 6 Ablg Writers in Seven Story Writing
Tasks, induced. The writing processes of each child were described
in terms of their references to each of these facets. Detailed
profiles of each writér were built which amplified the trends in’
composing process indicated by the analysis of comment in terms of

facets of composing.



Limitations of the Study

A number of major limitations characterize the study. These
are:

1. The small number of subjects, selected on the basis of
pre-determined criteria by the researcher, strictly limits the
generalizability of findings in the study, and comparison between
subjects.

2. The study extended over only a short period of time and
was limited to examining the writing of only a small number of story-
writing tasks assigned by the researcher.

3. The non-naturalistic setting in which some writing was
done, ingluding the videotaping of some tasks, may have affected
subjects' performance. : e

4. The value of the introspective and retrospective data is

limited by the suitability of composing aloud and stimulated recall

techniques for usepwith young children.

Significance of the Study

Comparatively little research on the composing processes of
young childreﬁ has been reported. Most research into writing has been
concerned with adult or secondary school writers and has focused upon
the examination of the written product. While some studies of writing
have included the observation of subjects in the act of writing,
composing aloud, and retrospective discussion of the writing by the
writer, most knowledge gained concerns the overt features of the

writiﬁg process.



This study used a unique combination of techniques to attempt
“to gain insight into covert as well as overt features of the immensely
complex process of writing. Videotape recording of the writing act
was used for two purposes. Firstly, the videotape recording, including
the subject's composing aloud, was studied,and writing behaviours
observed. Secondly, the videotape was used to stimulate the writer's
recall of facets of process involved in the composition of a written
plece.

The procedures used ylelded introspective and retrospective
data which, when analysed, revealed a large number of facets of
composing referred to by able grade 6 writers.

The study made a preliminary exploration of the enormously
complex field of composing process. It may have provided pointers for

subsequent investigation of particular facets of composing.-

Definition of Terms

In this study the following terms were used as defined:
Grade 6 able writer: a grade 6 student judged by his current
language arts teacher and school principal to be capable
of producing written compositions of high quality in relation
to other grade 6 children's written compositions.
Composing aloud: audible and'comprehensible verbalizations made by
the writer in the course of composing a written piece.
Rehearsal: the practising or going through of segments of a composition
orally, in preparation for putting them into writing.

Stimulated recall: the stimulating of the writer's recall of ?gfert

/
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"mental activity involved in the composition of a written
plece by the viewing of a videotape recording of the writing
act. ’

Introspective data: the transcription of the subjects' composing
aloud.

Retrospective data: the transcription of the subjects' comment on
the writing made subsequent to the completion of the writing
of a piece.

Statement: a segment of the subjects' introspective or retrospective
comment consisting of an independent clause and its modifiers.

Element: a statement or group of statements in the subjects' intro-
spective or retrospective comment which refers to a particular
concern or stage in the overall composition of a storv.

Facet of composing: a concern or stage in the composition of a
written piece.

Spontaneous comment: comment by the subjects which is not made in
regponse to direct questioning by the researcher.

Provoked comment: comment by the subjects made in response to

direct questioning by the researcher.



Chapter II
REVIEW OF RELATED LITERATURE AND RESEARCH
Overview

This chapter reviews literature and research concerned with
the complexity of the writing process {tself, the writing of children,
kinds of writing, the use of the stimulated recall technique, and

the systematic analysis of language.

The Writing Process

Vygotsky (1962) emphasized that writing causes difficulty to
children because of the "abstract quality of written language’
(p. 99). As he writes, the child needs to replace words which he
uses in speech with images of words. He must imagine speech and
svmbolize sound images in written signs. Thus, the writer must
proceed to a second stage of symbolizatii’. He must symbolize real
things in verbal symbols (words) and then represent these in written
symbols (graphics). Vvgotsky élaimed that it is the high level of
abstract thinking which is required in proceeding to this second
degree of symbolization which constitutes the basic difficulty in
the writing act.

A further difficulty facing the writer, Vygotsky argued, is
that he must deliberately analyse what he 1s doing while he is doing
it. Whergas in speaking, the child 1s barely conscious of the sounds

he makes and quite unconscious of the mental operations which he is



engaging in, when he writes, the chi{ld must
take cognizance of the sound structure of each word, dissect
it, and reproduce {t in alphabetical symbols, which he must
have studied and memorized before. In the same deliberate way,
he must put words in a certain sequence to form a sentence.
(p. 98)
Writing must be complete {f {t {8 to be a successful means
of communicating with an audience other than the writer himself.
Thus, in composing a written piece, Vygotsky pointed out: the writer
must translate his inner speech to written language. This is difficult
because inner speech is
to a large extent thinking in pure meanings. It is a dynamic,
shifting, unstable thing fluttering between word and thought,
the two more or less stable, more or less firmly delineated
components of verbal thought. (p. 149)
Vygotsky claimed that inner speech is not the inner aspect of
external speech but a separate linguistic function. It ts ''speech

'

for oneself," at first spoken aloud by the voung child but soon

used silently. The individual frees himself from the restrictions of
syntax, and uses predicates with no stated subject. Furthermore,

inner speech is free of the restrictions of commonly accepted word
meanings. Thus it is syntactically loose, abbreviated and semanticallyv
individuated.

In Miting the child must translate his "thinking in pure
meanings' to language which conforms to rules of svntax, which is
complete, and which is meaningful to a wider audience. He must make
the change from "maximally compact inner speech to maximally detailed
written speech" (p. 100).

Moffett (1968, 1975) pointed out that the capacity to match an

auditory symbol system with a visual one does not present much

10
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difficulty to most children. The real difficulty created by the
abstract nature of language is that of matching symbols to referents,
the concepts of things which the individual forms. The difficulty is
increased because conc;ptl do not remain stable but change as the
individual develops. The inter-relationships between concepts'change
also.

Moffett claimed that, in composing, the language user must
handle simultaneously two relations—the relation between himself and
his subject and the relation between himself and his audience. He
must abstract from his experience and abstract for his audience.
Abstracting involves the arranging of things in hierarchies and of
grasping them so that it is possible tor the mind to comprehend the
enormous range of material which {t encounters.

Thus, Vygotsky and Moffett have illustrated the difficulties
involved in composing a written plece. However, as Newsome (1973)
pointed out, teachers "are used to the fact that children can write
with astonishing quality” (p. 9). [Ihey are able to overcome the
difficulries and complexities of tha writing process. Studies of

children's writing have revealed much of how they do so.

The Writing of Children

Lundsteen, Burrows, Calfee, Fleming and Tway (1976) reviewed
Muep of the recent research into the written composition of elementary
school children in an attempt to discover "Where are we?” with respect
to the state of knowledge of children and writing.

In an introductory statement, Burrows presented a summary of

11
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the body of Xn edge of the area,which was derived from both research
and observation. ary was presented Iin the form of 12 points.
The 12 points or "basic principles" induced by Burrows are summarized
below:

1. Oral and written composition are closely related.

2. Writing grows out of experience.

3. Motivation to communicate comes from within. Teachers
cannot motivate children to write, they can only stimulate them.
Composing in writing i1s an intensely individual process.

4. Children's literature can contribute greatly to the
composition of children.

5. Various audiences help to shape the style and conten&
writing.

6. Positive response from teachers and peers to the cﬁild's
writing is a stimulus to further writing.

7. First drafts are usually messy. The writer's ideas forge
ahead of his writing instrument.

8. Not e;;ry piece of ‘child writing needs to be corrected or
copied.

9. Development in writifig occurs in irregular spurts.

10. Developing powers of observation is essential to the
writing process.

11. As children mature in supportive environments thev
develop an individual "voice."

12. Creative problem solving, an important part of composition,

can strengthen essential processes of selection. (pp. 1-9)



These 12 points summarize much of what is known of children
and writing. However, until fairly recently, much research in writing
was based upon analysis of the written product and revealed little of
the actual process involved in the production.

Emig (1971) focused upon the composing processes of twelfth
graders and used a case study approach to investigate how eight
students went about producing written pieceé. Emig induced stydents
to compose aloud, in‘an attempt to gain insight into inner coqposing
processes. Emig pointed out,

The assumption here is that composing aloud, a writer's
effort to externalize his process of composing, somehow
reflects, if not parallels, his actual inner process. (p. 40)

Retrospective comment on writing was obtained in interviews,
and case studies of the writers built. From an extensive analysis of
the case studies, a category system comprised of ten Dimensions of
the Composing Process was developed.

Mischel (1974) replicated Emig's studv but concentrated upon
the intensive examination of the writing processes of a single twelfth
grade student. Hale (1974) focused upon a single 11 year old boy in
grade 7. Concerning composing aloud, Hale elaborated upon the comment
made bv Emiy regarding rie assumptions involved in the use of this
tool in the studv of writing process: -

The premise underlying having the subject compose aloud as a
mechanism of the inquirv is that in composing aloud the student
will somehow vocallv reproduce his inner normally silent processes
of svmbolization. Thus the composing processes become reachable
by having the subject vocalize what usually only he would be
capable of realizing. (p. 48)

Other studies which used case studv methods in examining the

composing processes of individual writers were made by Morgan (1975),
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Seaman (1975), Metzger (1976) and Brozick (1977).

Sawkins (1971) used the child's retrospective comment op his
writing as a means of gaining insight into the approaches made by
grade 5 children to the writing of narrative compositions. Boys
were found to respond adequately in an interview situation while girls
varied in their ability to respond to questions concerning their )
yritten expression. It was also found that the ability to discuss and
answer questions about writing did not mean that high quality writing
would be produced. However, Sawkins concluded that using the-inter-
view technique with grade 5 children could constitute a useful
diagnostic tool for the classroom teacher. Sawkins also remarked
upon the honesty and frankness of the yoﬁng subjects:

Almost without exception, the responses of subjects in this .
study were honest and straight forward in the opinion of the
interviewer. Some of the subjects whose compositions were of
poor quality were extremely aware of their problems, discussed
them openly, and seemed eager for help in improving their
work. (pp. 124-125)

Stallard (1972) used a three-fold approach to the study of
the writing processes of senior high school students——close observa-
tion of the writer in the act of writing, interviews with the writer
on completion of the writing, and analysis of the finished product.
During the writing, the researcher made notes on the writer's planning
behaviour, revision behaviour, rate of writing behaviour, perscnal
concerns of the writer, attitude towards the writing and contemplation
of the finished product. During the interview, writers were asked to
discuss things Ehey consciously remembered attending to and being

concerned with as they wrote. The finished products were analysed in

terms of length in words, writing time, and average writing rate in

2



words per minute.

Graves (1973) conducted an exploratory study to determine the

I

writing process through the detailed observation of eight subjects
aged seven years. Two children were selected for study from each of
four classrooms two of which were designated as '"'formal" and two as
"{nformal" according to the degree to which children were able to
_function wiEhout specific teacher direction, and also in the amount
of choice children had in their learning activities. '"Normal" seven
year olds were selected for study with no pupils of unusually high
intellectual capacity or with emotional or learning problems included.
Specific focus was put on the case study of one child.

Techniques employed in the study included the naturalistic
observation of children in the act of writing in their classrooms,
and the interviewing of the subjects as to their views of their own
writing and their concepts of the 'good writer."” Full case study
data were gathered also through interviews with parents and teachers,
assembling of educational-developmental history, and the observing of
children in several environments.

During the observation of the writer in the act of writing,
the sequence of writing and significant acts were?recorded by the

researcher. Graves used the terms activity and rehearsal to describe

certain overt behaviours observed as the child prepared to write,
including the verbalizing of thoughts as a rehearsal for putting ideas
into written form.

Conclusions were reached pertaining to the influence of

different environments on writing, sex differences in writing

15



behaviours and performance, developmental fact;rs and the writing

process, the case study child, and the procedures used in the study.
Graves-emphasizéh the value of concentrated study of

individual writers as a means of gaining insight into composing

© process:

Through the unity of one child's 1life, the constant focus on
observation, interviewing and testing®make it possible to
hypothesize concerning the variables that contribute to the
child's writing. In a broad interventive-type inqdiry involving
many children such speculation would not have been possible. (p.218)
Two British studies which used direct observation of child
' !
writers as part of broader examinations of child language generally
were made by Burgess (1973) and Rosen and Rosen (1975). Burgess
and a team of teachers compiled case studies of four child writers
aged 7, 9, 14 and 18. Rosen and Rosen observed selected children in

their classrooms and examined their written compositions in terms of

the total context in which they were produced.

Kinds of Writing

Britton (1975) pointed out,
As soon as we set out to look at writing as a process, we find
ourselves engaged in describing many of the different processes
involved in producing different kinds of writing. (p. 21)
Britton headed a team of researchers who classified the
compositions of 500 British children aged 11 to 18 years in terms of
the function of the writing and the audience for which it was intended.

The kind of writing produced by the children was seen as ranging

along a continuum between transactional writing, that intended to

1"

"get things done," through expressive writing which involves a ''use
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of language which relies upon a reader's interest in the writgr as
well as what he has‘to say," to poetic writing, the '"verbalization of
the writer's feelings and ideas" (pp. 217-218).

gThe notion of kinds of‘ writing as ranging along a continuum
is a more satisfactory categorization than the simple division dbetween
functional writing and creative writing implied in many textbooks on
the teaching of writing. Howéver, Harpin (1976) pointed out that
Britton and his associates' classification of writing by function is
only one exampie of one system of classifying writing. Harpin
presented six different systems by means of which writing can be
classified. These are:

1. By content, subject mattﬁ;? What is the writing all about?

. 2. By form. Is the writing brose, poetry, essay, composition?

3. By audience. Who is the writing for?

4. By writer-audience relationship. How does the writer
" adjust his language to the variety of situations in which he employs
ie?

5. By writer and task. Is the writing to be '"creative, free,
imaginative, personal” or is it to be "practical, functional,
recording, topic'?

6. By function; purpose, intention. What is the writing
intended to do?

The enormous range of possibilities which may emerge when a
child is asked to write is 8ugge$ted by Britton's study and Harpin's
systems of classifying writing. Studies of writing process must take

this range of possibilities into account. In this present study, it
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was decided to simply ask children to write stories, and to give
no further directions concerning the kind of writing expected by

the researcher.

Stimulated Recall

The use of retrospective verbalization by subjects as a means
of gaining insight into covert mental activity which occurred during
the performance of a task 1s not new. The interviewing of writers
and asking them to think back over what was in their minds during
writing has been used in several studies already referred to. Strang
(1967) noted that the use of both introspective and retrospective
methods of gaining insight into mental processes involved in reading
was  frequently made. The essential methods were described thus:

The essential methods of obtaining psychological data through
introspective-retrospective verbalization included asking the
subject to describe the process he has used in reading a given
passage, or asking him to think aloud as he reads. (p. 38)

The advantage which the researcher into human behaviour has
over the researcher in the physical sciences is that the human
subject can in fact give insight into his own hidden cognitive
processes. Strang went on,

the psychologist has a unique advantage over the physical
scientist. The latter cannot ask a lump of calcium why it
behaved as it did. The psychologist can obtain significant

explanations from the subjects of his inquiry. (p. 38)

-

Kaplan (1964) pointed out that in the study of human

(R
behaviour there are advantages in being a human:

I do not see how one ean disagree with Colley's remark that
'in investigating persons there are advantages in being a
person.' Thereby we are given continuous access to the
subject matter. (p. 141)

N
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The stimulated recall technique has been used in research
as a means of gaining insight into covert mental activity. However,
no reports of the use of the technique with elementary school

children or in studies of writing process were located.

Stimulated recall was used by Bloom (1953), by mean;‘of sound |
recordings, to have subjects 'revive memories' of thoughts which
occurred previously. He described the "basic idea'':

The basic’idea underlying the method of stimulated recall is
that a subject may be enabled to relive an original situation
with vividness and accuracy if he is presented with a large
number of cues or stimuli which occurred during the original
situation. (p. 161)

In subsequent studies, Bloom (1954) found that students were
able to recall overt events'with up to 95 percent accuracy within
48 hours of taking part in lessons.

Kagan, Krathwohl and Miller (1963) pioneered the use of video-
tape recordings as a means of enabling subjects to 'relive experience"
(p. 237).

Siegel, Siegel, Capretta, Jones and Berkowitz (1963) used a
videotape replay of a lecture viewed originally a short time b?fore
as a means of having subjects ''relive'" an original experience.) The
tape was intended to have the effect "hopefully of taking the viewers
back about 45 minutés in time" (p.

Stimulated recall has been =« ‘ent studies of
teaphing and learning by Kagan, ¥ ,‘!‘dbrxg and Campbell
(1967), Marx and Peterson (1975), Mm"nd Vallance (1975), Clark

and Peterson (1976) and Marland (1977). The technique has also been

used in the study of counselor-training in the mental health field by
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* Kagan (1972), Kagan (1973) and Kagan, Krathwohl, Goldberg and Campbell
(1967).
Elstein and Shulman (1971), Elstein, Kagan, Shulman, Jason and
Loupe (1972) and Shulman (1974) reported the use of stimulated recall
in studies of the processes of medical inquiry. d
Shulman (1974) rgporteé that, in studies of the mental
activities of physicians, stimulated recall formed part of a complex
tri-level protocol comprised of description of what physicians were
obsérved to do and say in making a diagnosis, theitlimmediate intro- «\_
spections while doing so (their '"thinking aloud"), and their stimulated
retrospective recall. This tri-level protocol allowed for cross-
referencing on recall items:
the multi-level quality of the data enables us to triangulate
on our observations and interpretations from the perspectives
of each of our data sources. (p. 322)
Marland (1977), working with teachers, warned that, in using
stimulated recall, the researcher should ensure that subjects are
fully briefed on the goals of the project and the purposes served by
the use of stimulated recall. This briefing would reduce the danger
of subjects constructing their own theory as to the interviewer's

intentions and thus producing distorted data (p. 40).

The Analysis of Language

Watts'(19A4) claimed that the systematic analysis of

children's language could be effected by the reduction of the language

to semantic ﬁnits which he termed natural linguistic units. Watts

defined the natural linguistic unit as '"that group of words which
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cannot be further divided up without its essential meaning disappearing"
(p. 65).

However, Loban (1976) reported that the notion of meaning
implied in Watt's idea of a natural linguistic unit was difficult to
define scientifically. Thus, Loban used what he termed the communica-
tion unit as the basic means of segmenting children's oral language.
The communication unit was defined as "each independent clause with
its modifiers"” (p. 9). Hunt (1965) used the same unit, which he

termed the minimal terminable unit, in segmenting written language of

fourth, eighth and twelfth grade students. Loban eliminated from the
analysis what he called mazes,
a series of words (or initial parts of words), or unattached
fragments which do not constitute a communication unit and
are not necessary to the communication unit. (p. 10)

Hunt eliminated what he called garbles, "any group of words
that could not be understood by the investigators" (p. 6).

Purves (1968) used essentially the same unit as the communica-
tion unit or minimal terminable unit in segmenting the writings about
literary works of secondary school students. Purves used the term
statement to describe the unit:

We have used the term Statement because we considered it more
precise than any other we have found. A statement for our
purposes is roughly equivalent to a main clause or predication.
(p. 4)

While the main concern of Purves's study was with the semantic
aspect of the children's language, it was necessary to make an initial

syntactic segmentation. When this was done, the meaning of each

segment could be considered.



Summar

This chapter presented the &iews of Vygotsky and Moffett
concerning the complexity of the writing process. Recent research
into the yriting of children was reviewed. The many possible kinds
of writing and systemg of classifying kinds of writing were
considereq, Literatyre and research related to the use of the

stimulateq recall technique and the systematic analysis of language

were reévieyed.
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Chapter III
DESIGN AND PROCEDURES
Overview

This chapter begins with a description of the design of the
study, the selection of subjects, and the tasks assigned. 1In sub-
sequent sections there are accounfs of procedures used for gathering
two main types of data—Data on the Composing Processes of Subjects,

and Personal Data.

Design

Braddock (1976) referred to writing as a ”staggeringly
complicated and varied process" (p. 118). The written composition of
an individual is of an intensely personal and varied nature. Hence,
the study of writing process calls for’ the use of techniques which
focus upon individual writers. Emig (1971) used case study methods
in her examination of composing processes, and argued that,

-

so basic a means of systematically collecting information
seems not only inherently interesting but requisite to most
sorts of future empirical investigations in this unexamined
field. (pp. 1-2)
Graves (1973) referred to writing as an "organic-artistic
venture" and emphasized the inappropriateness of statistical inter-
vention research approaches to so complex and varied a process as

writing (p. 12).

Hence, in this study, it was decided to focus upon the writing
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Standardized tegt 1s either telling a falsehood or Speaking
from ignorance. (p. 119)

writing ability. Thus, subjects were selected by the researcher on

the recommendation of teachers apg Principals.

examine individuya] writers performing assigned tasks in a controlled
setting. To closely examine writing Processes, it ywag necessary t,

develop Procedures which allowed for close observatjion of the writing

24
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Subjects .

Six children, three from each of two schools In the public
school system of thg City of Edmonton, were selected for study.
Selection of children from two different schools resulted in some
diversity in school background. One school had a n;t enrolment of
228 children with 50 children in grade 6, while the other had a net
enrolment of 395 children with 6] chlidren at the grade 6 level.

School principals and grade 6 teachers were acquainted with
the purposes of the study and asked to recommend as subjects children
whom they judged to be able writers at the grade 6 level. In view of
the fact that much oral language would be required of the subjects,
it was also asked that recommended children be clear, fluent speakers,
[t was also asked that the children be willing and co-operative
students.

Three children were recommended bv the principals and teachers
of each school. The researcher then met with each child and talked
informally with him to ensure his sultability as a subject for the
study. Thus the fina! decision on the selection of subjects was made
by the researcher. However, in all cases, the children recommended
by principals and teachers were accepted as suitable subjects. Four
bovs and two girls were selected.

A letter was sent by the researcher to the parents of each
selected child. The general nature of the study was outlined, permis-
sion for the child to be studied and vidé;taped was sought and an
interview with both parents by the researcher requested. All parents

gave the necessary permission. Parents of five children consented to
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giving‘an interview. Parents of the sixth child rQQGZZCed that an

P
adult elder brother of the child subject act”"on their behalf in an

interview because of their lack of proficiency in English.
] Tasks

It is possible to produce maﬁy different kinds of writing.

In this study children were simply directed to write seven different
stories. Hence, the "kind of writing" produced depended upon the
responses of the children to this direction.

Seven tasks were.performed.by each of the six subjects. Five
writing tasks were completed in the school situation in individual
writing sessions. Two tasks were completed as home assignments.

Since the purpose of the study was to examine the children's
writing processes, and te observe as much as possible of how a piece
of writing takes its shape from its conception to ultimate completion,
it was desirable that the degree of imput by the researcher be kept
tp a minimum. However, a limitation of the study was that procedures
used to examine writing processes required the assignment of writing
tasks and the performance of school-based tasks within time and place
restrictions imposed by the researcher.

- Varied stimuli, both verbal and non-verbal, were used to
initiate writing in four tasks. One task allowed either the choice
of a topic from three suggested alternatives or a free choice of topic,
and two tasks involved a free choice of topic. The tasks were designed
.
such that the resultant writing would be relatively '"'free' and not too

greatly restricted hy the demands of the task. Furthermore, while
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some; Rovelty of approach was used in,the tasks, they were of 4 kind
.consfdered reasonably familiar to children at the upper level of the
elementary school.

Some consideration was given to the notion of audience for the

s
o

writing. While all tasks were obviously written in response to the
directions of the researcher and thus the product was wr?tten
primarily . for the researcher as audien¢e, one task was set where the
anti ipated\hudience was other childyjf taking part in the study.

In four of the taskS a stimulus, or topic, or choice of topics

N : . B
was given and the child asked to write a storz.immediately. However,
two home assignments were given to be done at some time during the
six days intervening between meetings with the résearcher. One
task involved the child being given directions to prepare a story to
be written in the individual writing session with the researcher a
week later.

Hence, the seven writing tasks involved the writing of stories
initiated by verbal and non-verbal stimuli, with varving degrees of
choice of topic, with some variation of the anticipated audience and
with varying amounts of time being available for preparation for
writing.

~ections to subjects were, as far as possible, given in a

set manner. The seven tasks are outlined below.



Where Topic/ . Directions Given to Writer ;

Task Performed Stimulus by Researcher ° Product

First School Free choice Write a story on any First
of topic, or topic you like, "or, story
selection if you prefer, choose
from three one of these topics:
alternatives Smoke:

The Secret Cave
The Midnight Moonlight
Monster

Second School Sounds of Listen carefully to Sound
tropical the sounds I am going stimulus
birds to play. Then write story
(Sound a story that comes to
Effects, you from listening to °
Vol. 4, the sounds.

Side B, o

Major

Records

LP 1019)

Third Home "Plot-line" Think about what comes Plot line

to your mind when you story
read, ''Little boy . . .
river bank . . . splash!”
Write a story about
this.

Fourth Sehool Four stringed Write a story which Puppet
and two glove comes to your mind stimulus
puppets after playing with story

the puppets.

Fifth Home Free choice Write a story on Swap-
of topic any topic you like. around

I am going to take story
vour story to the

other school to let
the children who

are taking part

in the study read it.
In return I will
bring over their
stories for you to
read.

28
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Where Topic/ Directions Given to Writer
Task Performed Stimulus by Researcher Product
ASixth School Picture. , Write a story which Picture
Cat on a comes to your mind stimulus
table. after looking at the story’
(Allinson, picture.
Allinson,
McInnes,
1972, p. 20)
Seventh  School Free choice Next week I will ask Prepared
of topic you to write a story story

for me on a topic you
have chosen., Think
about the story during

the week a be ready to

write it when you come
in next week.

Data Gathering Procedures

Data g!ed for the study were of two main types:

1. Data on the Composing Processes

2. Personal Data

Procedures followed in the collection of each of these two

main types of data are outlined below.

1. Data on the Composing Processes

In addition to the initial meeting with each child for the

purpose of selecting subjects for the study, the researcher met each

child individually nine times over a period of five weeks in November

and: December, 1977. One meeting was held in the first week,and two

meetings, on consecutive days, were held in each of the subsequent



four weeks.
Meetings were held in a separate room made available in both

of the schools from which subjects were selected.

Meetings with Individual Students

Week One

First Meeting

At the first meeting, some time was spent in informal discussion
aimed at enabling researcher and child to become acquainted. The
child was told that the researcher wanted to find out all he could
about how grade 6 children write storiés and that the teachers had
recommended the child as a good writer. The general nature of the
tasks and procedures of the study were outlined.

The first story was then written. Notes were made by the
researcher on the child's overt writing behaviour during the composition.

Retrospective comment on the writing was then given by the student.

Week Two

Second Meeting

At the second meeting, the sound stimulus story was written.
The writing act was videotaped. The first stimulated recall session

on the writing was held soon after the completion of the writing of

the story.

Third Meeting

The third meeting was held on the day following the second
meeting. The second stimulated recall session on the writing of the

sound stimulus story was held. Children were given directions for
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the plot-line story to be completed before the fifth meeting a week

later.

Week Three

Fourth Meeting

The puppet stimulus story was written during the fourth
meeting. The writing act was videotaped and the first stimulated

recall session on the writing held.

Fifth Meeting

.The fifth meeting was held on the day following the fourth
meeting. The second stimulated recall session on the writing of the
puppet stimulus story was held. Children were givem directions for
the swap-around story to be completed before the seventh meeting a
week later. Retrospective comments were made on the writing of the

plot-line story.

Week Four

Sixth Meeting

The picture stimulus story was written during the sixth
meetitg. The writing act was videotaped and the first stimulated

recall session held.

Seventh Meeting

The seventh meeting was held on the day following the sixth
meeting. The second stimulated recall session on the writing of the
" picture stimulus story was held. Retrospective comments were given
by the children on their writing of the swap-around story. Directions

were given for the prepared story to be written at the eighthmeeting,
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six days later.

Week Five

Eighth Meeting

The prepared story was written at the eighth meeting. The
writing act was videotaped and the first stimulated recall session
held. The children read and commented on the swap-around stories

written by subjects from the .school other than their own.

Ninth Meeting

The ninth meeting was held on the day following the eighth
meeting. The second stimulated recall session on the writing of the
prepared story was held. The final interview with the child was

conducted.

Videotaping
Children's writing in the second, fourth, sixth and seventh

tasks was videotaped. Videotaping technique# were tested in a Pilot.
Study involving five grade 6 children at one elementary school in the
City of Edmenton in September, 1977. The Pilot Study is reported in
detail in Appendix A. Based upon the experience gained in the Pilot
Study, the following procedures were followed in the videotaping of
writing acts in the actual study.

) The child was seated at a table and provided with writing
materials—a black Flair "Haréhead" pen, yellow lined paper and
yellow unlined paper. The writing of the story was done on the lined

paper. The children were told to use the unlined paper for notes,

drawings, or scribbliggs.
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Two Panasonic Television Cameras were used. One camera was
located in front of the writer and focuged upon the writer's face.
The second camera was located behind the writer and directed over the
right shoulder of right-handed writers and over the left shoulder of
left-handed writers. A’Sony Videocamera Selector was connected to
both cameras. By means of this, the researcher could switch filming
to either camera. A Sony ECM 150 Microphone was attached to the
writer's clothing near the throat. The recording was made by a
Sony Videocorder AV 3600 using Sony V62 half-inch reel-to-reel video-
tape. The picture being recorded was viewed on a Sony 110 Television
Monitor. All recording was done by the researcher alone.

The filming of the writing act took place in a quiet room
with only thé researcher and the subject present.

At the first videotaping session, some time was spent in
familiarizing the children with the audiovisual equipment and pro-
cedures. At each subsequent recording session, equipment was checked
in a brief trial recording before the recording of the writing act

was done.

L)
A good quality videotape recording of the writing act was

obtained. During writing, most filming was done using the camera

directed over the writer's shoulder. This camera filmed the production

of the written piece. A switch was made to the other camera, directed

at the writer's face, during non-writing periods of the composition.

Composing Aloud

[AF]

During their composition of the stories in the videotaped

tasks, children were asked to compose aloud. The directions for
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composing aloud which were given by the researcher were as follows:
That little microphone pinned to your clothes will pick up and
record anything you say, even when you speak quite softly.
While you are making up your story which I am videotaping, I
want you to talk to yourself. Speak the things that are going
through your mind as you plan and write the story. If you do
this, we will have not only a picture of your writing the story,
but sound as well. So, talk to yourself, speak aloud what 1is
going through your mind. Then, when we watch the videotape
replay, we will be able to see and hear how you made up the story.

The use of composing aloud in the study of writing process
is based upon the assumption that the verbalizations produced by

children in response to the request to "talk to yourself, speak
the things going through your mind" will constitute at least a
reflection of the inner thought processes being employed.

A format was devised for the transcription of videotapes
which included both the subject's composing aloud and the actual
writing. Composing aloud was transcribed on the left of the page
and the writing on the right of the page. Simultaneous composing
aloud and writing was indicated by entries placed side by side.
Where composing aloud preceded the writing, the composing aloud was
transcribed above the writing entry. Approximate time taken for each
segment of composing aloud and writing was élso entered. Total
length of the story in words, writing time in minutes, and average
writing rate in words per minute were calculated for each videotaped
story-writing.

A copy of the tramscription of a videotape is included as

Appendix B.



Stimulated Recall

No reported uses of the stimulated recall technique with young
children or in writing research were located by the‘researcher. In
the Pilot Study procedures were devised and tested with five children,
and it was found that grade 6 able writers responded readily to the
stimulus of a videotape recording of their writing to discuss their
composing processes. The experience gained in the Pilot Study formed
the basis of stimulated recall procedures used in the actual study.

It was decided to hold two stimulated recall sessions on the
writing of videotaped stories, one shortly after the completion of
the writing and another on the following day. This decision was made
in the belief that two stimulated recall sessions would yield maximum
insight into composing processes, and also allow for a check on the
reliability of comment made in each session.

Care was taken in the giving of directions to children in the
stimulated recall sessions. Marlamnd (1977) recommended that, in working
with adults, the goals of research and purposes served by the use of
stimulated recall should be made clear to the subjects. However, in
this study with ybung children, it was decided to simply tell the
subjects that the videotape was being played to help them remember as
much as possible about how they made up their stories. Directions were
kept simple and standard throughout the study. The following procedures

were used in the first and second stimulated recall sessions:

First Stimulateg_Recall

At the conclusion of writing the child was given a few minutes
to relax. The tape was rewound. The child was shown how to operate
the "stop' control of the Videocorder. Then the researcher gave the

following directions:

35



36

Now that you have finished writing your story, I would like
you to watch the videotape recording of your writing. You will
be able to see what youweredoing and to hear what you were
saying as you made up the story.

I want to find out from you as much as I can about how you
made up the story. I want you to tell me as much as you can of
what you were thinking as you planned and wrote. The videotape
will help you to remember what was going through your mind at
different times.

We can stop the tape anytime we like by pushing the "Stop'
control. Also we can wind the tape forward. Now, anytime you
can tell me something about how you made up your story, any of

.the things you were thinking at different times, I want you to
stop the tape and tell me all about it. Sometimes I will stop
the tape and ask you to tell me about what you were doing and ,
thinking at some point in the story.

Remember now, anytime you can tell me about what you were
thinking as you were making up your story, stop the tape and
tell me all about it.

I will record what we say on the audiotape. Do you ‘know
what to do? Have you any questions?

Any questions or concerns raised by the child were dealt with.

The directions were repeated or elaborated upon, if necessary.
,f.

The videotape recording was switched on. 'Stops'" were made
and comments and discussion recorded on the audiotape.

Sessions were limited to abmaximum of 30 minutes and were
usually of approximately 15 to 20 minutes in length. It was found in
the Pilot Study that children became fatigued after approximatelv® 20
minutes. Since writing time taken by the children in the videotaped
tasks varied from appfoximately eight minutes to 45 minutes, it was
possible to view the whole of the writing act in only a few cases.

The length of time spent in actually viewing the tape varied according
to the amount of time taken in '"stops" for comment and discussion.
Hence, it was necessary that a selection of segments of the tape for

viewing be made. The following steps were followed in selecting
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segments for viewing.

1. The first few minutes of the writing act were viewed. In
the Pilot Study, it was found that the viewing of the early stages of
the composition of a story was usually productive of sSpontaneous
comment by the writer.

2. The child was asked by the researcher if there were any
parts of the videotape he would 1like to see. Any segments asked for
by the child were viewed.

3. During the videotaping of the composition, the researcher
noted segments which appeared particularly interesting. These segments
were viewed.

4. The last few minutes of the tape were viewed, since it
was found in the Pilot Study that the viewing of the concluding
stages of the writing act was often productive of spontaneous comment
by the writer.

All comments and discussion during ''stops' were recorded on
audiotape. The tapes were later transcribed, with a clear indication

given as to which "'stops' were initiated by the writer ardd which were
initiated by the researcher. Sample transcriptions are included as

Appendix C.

Second Stimulated Recall

Second stimulated recall sessions were held on the day
immediately following the writing of each of the videotaped
tasks.

Segments of the videotape of the writing act were played.

The followiﬁg directions were given to the child by the researcher:



38

Today I am going to play some parts of the videotape of your
writing which we made yesterday. I want you to tell me as much
as you can remember of what you were thinking as you planned and
wrote the story. The videotape will help you to remember what
was going through your mind at different times.

Anytime you can tell me something about how you made up the
story, any of the things that were going through your mind at
different times, I want you to stop the tape just as you did
yesterday and tell me all about it. Sometimes I will stop the
tape and ask you some questions about what you were doing and
thinking at some point in the story.

Don't worry if you think you are telling me something you
told me yesterday. Tell me anything you can remember about how
you made up your story.

I will record what we say on audiotape. Do you know what
to do? Have you any questions?

Any questions or concerns raised by the child were dealt with.
The directions were repeated or elaborated upon, if necessary.

The videotape recording was then switched on. ''Stops" were
made and comments and discussion recorded on audiotape.

Except in one or two cases where the actual writing time taken
for the composition was quite short, segments only of the videotape
were viewed so as to limit the session to a maximum of approximately
30 minutes/ The following steps were followed in the selection of
segments for viewing in the second stimulated recall sessions:

1. 1In the evening of the day of the writing, the researcher
viewed the entire videotape of the writing act, listened to the
comments made in the first stimulated recall session and studied the
written product. Segments of the videotape which seemed particularly
interesting and likely to stimulate further discussion of aspects of
the composing process were selected. These segments were viewed.

2. The child was asked if there were any parts of the video-

tape he would like to see. Any segments asked for by the child were
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viewed. v

3. The first few minutes of the writing act were viewed.

4. The last few minutes of the writing act were wiewed.

All comments and discussion during ''stops' were recorded on
audiotape. The tapes were later transcribed with a clear indication
given as to which "'stops' were initiated by the writer and which were

-

initiated by the researcher.:

Retrospective Comment on
K Mon-Videotaped Tasks
3
- The first, third and fifth tasks were not videotaped. The

L 3
first task was performed in Week One at the first meeting, while the

ok

third and fifth tasks were performed as home assignments. At the
conclusion of the writing of the first task the following‘ﬁirections
were given to the child concerning retrospective comment on the
composition. The same directions were given concerning the third
ana fifth tasks when the writing of these was discussed at the fifth
and seventh meetings respectively:
I would like vou to look back over the story which vou have
written. I want you to tell me all vou can remember about how
you planned and made up the story. Try to go back over what you

were thinking at different timts while you were doing the story.
1 want to know everything you can tell me about your story.

Do you know what to do? Have you any questions?
Any questions or concerns raised by the child were dealt with.
Comments and discussion were recorded on audiotape and later trans-

cribed.



Final Interviews with Students’
eDuring the ninth meeti;g a final interview with each child was

conducted. The purpdses of this interview were to gain further
insight into the subject's general conception of writing for use in
building a profile of the writer, and to obtain the subject's views
on the procedures used in the study as part of the evaluation of
these. The interviews were audiet.apd and later transcribed.

The questions askec in the fina' _-rerview are reported in

full as Appendix D.

Written Products

Seven stories were --itten by each -_.bject. Four of these
were writtenbin videotaped ses-.ons, one is & non—-videotaped school-
based task,‘and two as home assignments. The length of each story
in words, and the time of writing in minutes and average rate of
writipg i+ words per minute for the school-based tasks were calculated.

(.ples of the stories are included as Appendix E.

2. Personal Data on Subjects

In addition to data directly related to the composing process,

data were gathered on each subject for the purpose of better under-
) \
standing the total context in which each of the writing tasks performed
in the study could be viewed. The study focused upon a =ibject
writing seven pieces and giving insight into covert mental processes
involved in writing. However, it was necessary to know more about
- b

the subject since g@ﬁ total personality, his past experiences both in

and out of school, the total environment in which he lives, will



affect the composition of any single piece of writing. Production of
a written piece is an intensely bersonal matter. Hence, it is necessary
to know something of the personality of the writer for an under-
standing of components of his composing processes to be gained.
Wilkinson (1971) emphasized that langudge cannot be really
understood outside of the context in which it is produced. An attempt
to understand a piece of writing in terms of the processes involved in
its production requires that consideration be given not only to the
immediate circumstances in which the piece is written,but also to more
remote influences. Hence, data were gathered which provided background
information and gave insight into elements of the total context in
which the particular writing tasks could be viewed. These data were
obtained from interviews Qith the children's teachers, their families,
and from school recoéds. Furthermore, general knowledgelof the person-
alities of the children was gained by the researcher during the nine

\
|
|

individual meetings held during the study.

Interviews with Teachers .

At both schools from which subjects for the study were drawn,
two teachers shared the instruction of grade 6 students. During the
fifth week of the study an interview was held with the teachers at each
school. The purpose of the interview was to gain background informa-
tion on each of the subjects from the members of the teaching profession
most ¢ hoselv associatedwith them on a day-to-day basis. Emphasis in
the interview was upon the child's performance in the lénguage arts.

.

»
However, other academic and non-academic matters, relevarg?to the
?

L Wy 4
study, were discussed. Infogagghqp gained tn the 1ntervié$s‘waé used

“\_‘.
,é"
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in building profiles of the child writers. ,

The questions asked in thé ingerviews with teachers are

included as Appendix F. P

Interviews with Parents

An interview was held with both parents of five of the children
who took part in the study. The parents of the sixth child declined to
be interviewed because of their lack of proficiency in the English
language. However, at their request, an interview was hela with an
aduit elder brother of the child. -

The purpose of the interview was to gain information on the

child's general development, particularly in reading and writing,

his present reading and writing habits, and possible influences on hig

experience. Information given in the interviews was used in

buiiding of profiles of each child writer.

The interviews were generally informal. However, a questioning

guide was followed. This is included as Appendix G.

Examination of School Records

School records provided a small amount of personal data on each
of the subjects. Personal details such as date of birth and number of
years at the school were obtained in this way.

Each school had varying amounts of data in the form of children's
scores on standardized tests. These were perused by the researcher.

Teachers also made available each child's results in language arts tests
T~

giveﬁ during‘;pg school year.
.\ {4

[Pold



Summary

This ltudy’was designed to examine the composing procefses
employed by six grade 6 able writers as they performed seven story-—
writing tasks. Six children, four boys and two girls, were selected
as subjects. Subjects were recommended by principals and grade 6
language arts teachers of two public elementary schools in the City
of Edmdntonvas able writers at the grade 6 level, clear and fluent
speakers and willing, co-operative students. Seven story-writing
tasks, initiated by different stimuli both verbal and non-verbal,
were performed by subjects. Varying degrees of choice of topic were

given and some variation in the anticipated audience for the writing

was introduced. Five tasks were wri* in the school situation and

two as home assignments. A videotape recording was made of the writing

e
of four of the school-based tasks. Introspective insight into the
composing process was sought by having subjects compose aloud as they
performed the videotaped tasks. Retrospective insight into composing

processes used in all tasks was sought with the stimulated recall

technique being used with videotaped tasks. Personal data on subjecgs

were obtained through interviews with teachers and parents, and from

school records.
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Chapter IV
ANALYSIS OF DATA\
Overview

Data gathered in the study were of two main types:

1. Data on the composing process,

2. Personal data.

Both types of data were uséd in building partial case studies
of the six child writers. However, detailgz analysis‘centered'on the
data on the composing process.‘ Personal data were used to provide
background on the subjects against which the stories written by the
subjects and their introspective and retrospective comments on the

‘
stories could be examined.

Thig chapter outlines the development of a category system,
Facets of Composing a Story Referred to by Grade 6 Able Writers in
Seven Story Writing Tasks, against which profiles of child writers
are examined in Chapter V. Each facet is defined with examples. The
procedures followed in segmenting and categorizing subjects' language
used in introspective and retrospective comment are described.

Written products and final interviews were analysed for use

in building the profiles of writers. The methods of analysis of these

data are described.
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Analysis of Introspective and
Retrospective Comment

A category system, Facets of Composing a Story Referred to
by Grade 6 Able Writers in Seven Story Writing Tasks, was developed
by inductive means. Transcripts of the comments made by all subjects
in composing aloud while writing, in stimulated recall sessions
following the writing of videotaped tasks, and in discussion of non-
videotaped tasks were made and the examination of these transcripts
by the researchér led to the building of the category system.

The format used in transcribing videotapes is shown in
Appendix B. The videotape of the writing act was viewed by the
researcher, who recorded the student's verbalizations in conjunction
with the progressive writing of the story. The writing act was
divided into approximate time segments (accurate to the nearest five
seconds). A segment consisted of each separate verbalization or
writing action separated by a pause. The sequence of events in the
composition was indicated by the sequence of entries in the Composing
Aloud or Writing columns. Where composing aloud and writing occurred .
simultaneously, both the verbalization and the written words were
recorded within the same time segmeht.

The mere speaking of the actual words simultaneously with
the writing of them was not recorded as composing aloud. However,
when the subject rehearsed the words before writing, this rehearsal
was 1ncluded as composing aloud.

Typed transcripts were made of all the comments of-the subject,

and discussion between subject and researcher, in stimulated recall



sessions on videotaped tasks. Comment and discussion on non-videotaped
tasks were also transcribed. Sample transcriptions of retrospective
comment are included as Appendix C.

The development of the category system began with an examina-
tion of all transcripts. Statements made by subjects which referred
to similar concerns or stages in the composition of stories were
noted. For example, the following statements, made by differemt
subjects, referred to the selecting of an idea for development in the
story.

Because I like rabbits, so I made this story about
rabbits because I kind of like rabbits. (Debbie)

I'11 make it about lacrosse. (Nadr)
Responding to the stimulus given to initiate the writing was
referred to in the following statements:

On the tape the animals sounded like they were
scared or something. (Brad)

In the picture it looked like no one was there.
(Kathy)

The following statements were concerned with the ending of
the story:

I wanted to make a fateful ending, sort of a happy
ending, like everything else is. (Jeff)

Well, the ending I put, it was a dream. (Brad)
The source of an idea used in the story was referred to in
tie statements:
I was thinking of a movie that I'd watched where a
man had stolen a raceboat and kidnapped three

children. (Jeff)

I was kinda thinking about a book I've read called
Machine Gunners by Robert Westfall. (Billy)
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A first examination of ail introspective and retrospective
comments resulted in the making of a tentative list of 32 concerns
or stages In the composition of stories which children referred to.
The term facet was applied to the diversity of concerns or stages
thus identified. The term was derived from the observation made by
Gardner (1975) that writing is a "supremely complex and multi-faceted
activity" (p. 119). )

In this study,a facet of composing process is defined as,

""a concern or stage in the composition of a written piece."

The first examination of data revealed that there were common
facets of process referred to by the subjects both in their composing
aloud and in subsequent comment. However, the first tentaiive list
required modification, and careful definitions with examples. Further-
more, 1t was necessary to adopt a systematic approach to the data
which woéld ensure that all statements made by subjects could be
accommodated in a category system. The need was also seen to dis-
tinguish between statements made spontaneously and those made in
response to the researcher's questions. Hence, several more examina-
tions of the data were made before the final list of facets was drawn

up. All data were firstly segmented into communication units. This

syntactic segmentation was followed by the labelling of each segment
or group of segments which referred to a particular concern or stage
in the overall composition of a story. Thirdly, the facets of process
referred to weré€Zhentified. This three stage examination of the

data leading to the development of the category system is outlined

below.
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Segmenting of ‘Language

All transcripts of language used both in composing aloud and

retrospective comment were segmented using as a basis the communication

unit defined by Loban (1976) as each "independent clause with 1its
modifiers" (p. 105).

While the intent of this study was to focus upon the semantic
rather than ;he syntactic aspects of language, the segmenting of
language syntactically provided an objective means of reducing the
language to small units which could then be examined for their semantic
intent.

The term statement was used to describe the segments which

.

resulted. In this study, a statement is definéd as, '"a segment of
the subject's introspective or retrospective comment.consisting of
an independent clause and 1its modifiers.”

However, while the communication unit was utilized as the
basic means of segmenting language, important modifications in its
application were made because of the nature of this study.

Firstly, in this study, very little of the subjects' language
was discarded as being what Loban termed mazes and Hunt (1965) termed
garbles. Loban eliminated from his analysis of oral language,

series of words (or initial parts of words), or unattached
segments which do not constitute a communication unit and
are not necessary to that unit. (p. 10)

Hunt eliminated any group of words which could not be under-
stood by the investigator, in his analysis of written language.

In this study, the subjects' meaning was sought in each pilece

of language, and any piece of language, the meaming of which was



49

comprehensible to the researcher, was included. 1In most cases, it

was possible to comprehend the subject's meaning, even when single
words, groups of words and other incomplete utterances were spoken.
This was so because the language was used with reference to a written
piece. Each pilece of language could be considered within the context
of other pleces spoken by the student with reference to the same

piece of writing. Thus, by studying the language in its context, in
most cases the semantic aspect of a syntactically incomplete utterance
could be discerned.

The need for placing greater emphasis on the meaning of even
incomplete utterances in this study arose from the type of language
used in composing aloud. When directed to compose aloud, students
were not asked to speak in conventional language to an audience
other than themselves, but rather to ''talk to themselves'" and to
"speak aloud their thoughts.'" They were directed thus by the
researcher:

While you are making up your story I want you to talk to your-
self. Speak the things that are going through your mind as you
plan and write the story. If you do this, we will not only have
a picture of your writing the story, but sound as well. So,
talk to yourself. Speak aloud what is going through your mind.

Most of the verbalization of subjects in composing aloud was
comprised of well-formed, syntactically correct sentences which
could be segmented into communication units. However, single words,
groups of words and incomplete utterances were also segmented since
these were regarded as impotrtant indicators of covert mental activity
occurring during the composition. Such language may have been an

»
expression of inner speech whose function has been described by



Vygotsky (1962) as that of communicating with the speaker alone.

This speech is syntactically loose and abbreviated in form. Hence,
the syntactically loose, abbreviated language which some subjects used
in composing aloud was segmented whenever the semantic intent of the
language could be discerned by the researcher.

Hence, both in composing aloud and in retrospective comment,
all language was segmented except in the very rare instances where
the semantic intent was quite incomprehensiblgl

Another modification of the application of the communication
unit was the decision not to count "Yes/No'" answers, and variations
on these, as statements. It was considered that "Yes/No" answers,
which were not followed by elaboratory comment, yielded no real insight
into the subjects' composing processes.

Irrelevant statements, such as questions to the researcher,
were also not counted as statements. Comments which of themselves
yielded no insight into the composition of a story were not counted.
For example, comments such as '"That's about all, I guess,” 'Well,

it's kinda hard to say,'" and "That's it" were not counted. Wilkinson

(1971) referred to oral language such as ''er” and "mm'" as stabilizers
and cﬂnsidered them to have important uses in communication (p. 49).
However, of themselves, these stabilizers yielded no insight and were
not counted. Similarly, the use of what Wilkinson termed fillers,

¥

"kind of," "sorta," "like,'" "you know," were not counted as statements.
Hence, a small amount of incomprehensible language, ''Yes/No"

answers and their variations not followed by elaboratory comment,

irrelevant statements, comments which yielded no insight of themselves,
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stabilizers and fillers werae eliminated. Alx'ﬂther language used by
all subjects in introspective and retrospective comment was segmented

into communication units.

Spontaneous and Provoked Comments

The distinction was made between spontaneous comment, that
which was made by the subject which was not in response to a direct
question by the researcher, and provoked comment, that which was made
in response to a direct question.

All iﬁtrospective comment was spontaneous. In retrospective
comment on videot: ' rasks, the distinction between spontaneous and
provoked comment - - simplified by the use of different symbols in
the transcripts to indicate whether the‘wct or the researcher
stopped the tape to initiate discussion. “n general, when the
subject stopped the tape, spontaneous comment followed immediately.
Where the researcher stopped the tape, a question was usually asked
of the subject which produced provoked comment.

Retrospective comment consisted of both spontaneous and
provoked comment.

Slant lines (/) were used to mark the beginning and end of
each statement. Black pencil was used to mark statements made
spontaneously, and red pencil was used to mark statements made in

response tu questioning.

Elements
Following the segmentation of all transcripts into statements,

single statements or groups of statements were labelled according to
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the concern or stage in the composition of the particular story to which
they referred. The original tentative list of 32 facets served as a
basis for this labelling but the list was extended and modified as appro-
priate labels were devised. The term element was selected to describe

a statement or group of statements in the subjects' introspective

or retroactive comment which refers to a particular concern or

stage in the overall composition of a story.

A total of 46 labels were required to describe the concerns

or stages in the composition of stories to which children referred.

A sample of analysed transcripts is included as Appendix H.

Facets of Composing

The 46 labels required to describe the concerns or stages in
the composition of stories to which the children referred constituted
a list of facets of composing a story.

The list of 46 facets was then arranged 1nto'iﬁb;categories
T &

e .,'.‘ b2 L o .Y
and main categories. . U o “ o

[ v N 2

The first stage 1n the. categori&atiou of faggct was to

N
"

arrange these into groups where a relationshig between facets was

discerned. For- example, all facets concerned with the sources of

9

ideas or details gfed }n-Storiesﬂwere grouped. Facets which were
concerned with pré%légg associated with- the production of stories
were grouped. Faceé%ngencerned with the beginning, the development,
and the ending of;q?éfgtory were grouped. In this way, 10 sub-

3! S
categories were fergedi
5 v
L n
These subfﬁqpegories were then grouped according to the
relationship obsetvEQSSetween them, and three main categories emerged.

"@f: P

A special cattqpry of three facets which had been labelled

. d

-
E
A



53

.
thinking ahead, thinking back and spontaneous thought were not included

in the categorization with the other 43 facets. This was done since
1t was found that these references to cognitive activity always
occurred in conjunction with some other facet of Eﬁpcesl. For
example, the statement "The reason ! made the mistake was 1 was
thinking ahead of the sentence' refers to thinking ahead,Abut is made
with particular reference to a mistake {nvolving omission of words.
Referenses to thinking did not occur in isolation but with reference
to some particular facet in the composition. Hence these three facets
were included in a special level in the category system since they
involved a form of cognitive activity which in fact underlay the
activities referred to in the composing of stories.

The sub-categories and main categories a¥ own in Figure 1.

The complete category system is shown in Figure 2.
ia

‘Definition of Facets

The facets of compoLing a story whi%h emerged from the examina-
tion of the introspective and retrospective comments of the six
children in seven story writing tasks were then defined. Definitions
were kept simple, and described as accurately as possible the component
of composition to which the children's comments referred. These
definitions do not purport to be strict literary definitions o6f terms.
They are based upon the children's statements of what they were
"doing'" as they composed. For this reason, two examples from chiidren's
comments are given to support each definition. The definitions are

best understood with reference to the examples. The main categories and

sub-categories into which the facets were grouped are also defined.
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3.0

1.1 Ideas

WHAT TO WRITE

1.2 Sources

THINKING AHEAD
HOW TO WRITE IT

Beginning
Developing
Finishing

THINKING BACK
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SPONTANEOUS THINKING

WHAT’IS IT LIKE?
3.1 Evaluating
3.2 Discussing

3.3 Reading

Figure 1|

Main Cagegories and Sub-categories of Facets of
Composing a Story Referred to by Grade 6
Able Writers in Seven Story Writing Tasks
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WHAT TO WRITE? HOW TO WRITE IT?- WHAT IS IT LIKE?

1.0 WHAT TO WRITE?

RS

The main category WHAT TO WRITE? contains all facets concerned

‘with the material used in the story.

1.

8
1 Ideas

The sub-category ldeas contains all facets concerned with
the main thought or idea considered for use or used in the
story.

1.11 Responding to stimulus is the reaction of the vr {ker

to the various stimuli used to initiate writing of
the stories—sounds, puppets, plot-line, picture or
topic.

The reason I had the people gettimg out of the house
was that in the picture the house looked like no one
was there. (Kathy. Sixth task. Second stimulated
recall.)

When I heard the tape what I thought it was about,

oh, was a lot of noise and commotion, almost like a

noisy work in the park, or some kind of room full of
if%» noise. (Billy. Second task. First stimulated recall.)

1.12 Searching for an idea is the attempt by the writer to

find an idea to develop in the story.

Well, what would the story have in it? (Nadr. Sixth
task. Composing aloud.)

I didn't really know what to write about. (Debbie.
.Second task. Second stimulated recall.)

1.13 Selecting an idea is the choosing of an idea for

development in the story.
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I think I'1ll do a safari. (Jeff. Second task.
Composing aloud.)

I think this story be about may be about a mouse.
(Billy. Third task. Composing aloud.)

1.14 Rejecting an idea is the deciding not to write about
an idea which has been considered. ”
Let's see . . . a witch story? No, not a witch
story. (Jeff. Sixth task. Composing aloud.)
A robbery? Mm. No. (Nadr. Sixth task. Composing
aloud.)

1.15 Incubating an idea is the thinking about or working
over of an idea for a story.
I've been thinking about something like that since
I was in grade 4. (Jeff. Third task. Comments.)
I've always wanted to write this story but I've been
kind of chicken a little bit because I didn't know
how it could really turn out. (Debbie. First task.
Comments.)

Sources

The sub-category Sources contains all facets concerned with

the origins of ideas or details considered for use or used

in the story.

1.

1.

21

22

Literature is the written work from which ideas or
details used in the stories originate.

The idea came a little from a book called Summer of
the Swans. (Billy. Sixth task. First stimulated
recall.)

I remember reading in a book somewhere about, um,
they called them Bluey in Australia, if they've got
red hair. (Debbie. Fourth task. First stimulated
recall.)

Experience is the personal observation or encountering

of some aspect of 1life from which ideas or details
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used in the stories originate.

The reason I got the part about the eraser and saying
it had a slit in its face, lots of us draw each
other's faces on the erasers and put tacks in them
and make a car out of it. So well, that's where I
got the idea from. (Kathy. Fifth task. Comments.)

1 used to bring puppets to school when I was a little
kid to do something at recess. (Debbie. Third task.
Second stimulated recall.)

General knowledge is the awareness of aspects of life

based on hearsay from which ideas or details used in
the story originate.

Somebody said you can see what a dog says if you look
at his face and watch his eyes for a long time and

you can tell what he's saying. (Billy. Sixth task. -
First stimulated recall.)

Everybody has superstition about how black cats are
unlucky and stuff. (Debbie. Sixth task. First
stimulated recall.)

Television/Movies are the filmed or live action events

transmitted through television receivers or in movie
houses from which i8feas or details used in the story
originate.

I was thinking of a jungle scene and a safari from
a show that I watch on TV. (Jeff. Second task.
First stimulated recall.)

The night before I wrote the story I saw the movie

Tom Sawyer on TV. (Brad. Third task. Comments.)
”

Other (sources) are any means other than literature,

experience, general knowledge, television/movies from
which ideas or details used in the story originate.

My mom mentioned some ideas but I didn't like them.
(Brad. Fifth task. Comment.)



The idea I got it wasn't from a book or a movie
or anything. (Brad. Fifth task. Comments.)

L]

2.0 HOW TO WRITE IT? ) ’-:’

The main category HOW TO WRITE IT? contains all referemnces to

the putting of the story into written form.

2.1 Beginning
The sub-categoéy»Beginning contains all facets concerned
with the first steps in putting the story into writtem form.
2.11 Planning is the scheme for gettingﬁthe story written,
devised before beginning to write.
I sorta thought out the story quickly and then when
1 began to write I put it in long form. (Brad.

Second Task. First stimulated recall.)

I knew exactly, I knew what I was going to write.
(Nadr. Third task. Comments.)

2.12 Starﬁing is the commencing to put the story into
writing.

I kept starting over again because every time I put
something down it didn't sound right and I wanted to
get it to sound the best. (Kathy. Second task.
First stimulated recall.)

I had to keep trying several times. There were

quite a few story beginnings that I ripped up and

threw away because they were just no good. They

didn't really tie in. (Debbie. Third task. Comments.)

2.2 Developing
The sub-category Developing contains all facets concerned
5o
with the advancing or expanding of the story in written form.

2.21 Point of view is the position from which the story is

told. -
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1 wrote myself into the story because 1'd kinda 1like
that adventure to happen to me. (Debbie. First task.
Comments.)

The story is actually like I'm the one in it . . .

It was like I'm in 1t and I'm speaking . . . It's like
I'm saying it, like what happened. (Nadr. Fifth task.
Comments. )

Lexical choices are the selections of particular words

to convey the writer's thoughts.

0.K. Now, they spotted a pack of, pack of, pride of,
pride of lions. Yeah. (Jeff. Second task. Composing
aloud.)

wory oo

I was thinking would I use "fur, coat, collar" or
anything about themselves. (Nadr. Fourth task.
Second stimulated recall.)

Stylistic choices are the selections made by ‘the

writer of different ways of putting thought into words.

I like to get, just to get, just to get my stories
all in different varieties. I like them in different
varieties. (Nadr. Fifth task. Comments.)

I didn't know if I was going to have Janet answer
the question or have Chrissie keep asking questions
or telling the information about the circus. (Kathy.
Third task. Second stimulated recall.)

Searching for details is the attempting to find

acceptable details for developing the main idea of
the story.

While I was thinking of a way to get George out, Jlike
I was naming, like, a witch or a warlock or anything
that had magic. (Nadr. Second task. Second stimu-
lated recall.) to

I thought what the bear could do, like if he would
attack, or be a fris i’~}ike’ what would he do in
the story. (Bradg it h gk.. Second: stimulated
recall.) 8 .

e 7
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2.25 Selecting details is the choosing of details for

developing the main idea of the story.

Yeah. 1I'1ll have them say their coats are better
than the other one. Then, they'll both say, 'Let's
compromise,’ and then they'll say, ""Both our coats
are just the same. They both look nice." (Nadr.
Fourth task. Composing aloud.)

She kept asking her parents if she could go to the
circus. Yeah. (Jeff. Fourth task. Composing aloud.)

2.26 Production strategies are the tactics employed by

the writer to combine parts of the story to form a
completed whole.

I thought of something else as I went along and put
it all together. (Kathy. First task. Comments.)

Well I was writing another sentence and thinking,
well, I was writing a sentence and thinking of another
sentence. (Brad. Second task. Second stimulated
recall.)

Finishing
The sub-category Finishing contains all facets concerned
with the final steps in putting the story into written form.
2.31 Shortening is the means employed to cut down the
length of a story.
But I finally decided, you know, just in the minute,
that I was going to get her some presents. That would
sort of shorten the story up a little bit. (Debbie.
Seventh task. Second stimulated recall.)
Ah, but then, I thought of ancother that, another
sort of sentence that would make the story shorter.
(Brad. Second task. Second stimulated recall.)
2.32 Ending is the completing of the writing of the story.
Well, when he goes to bed the story's over, because

nothing else happens. (Kathy. Second task. First
stimulated recall.)
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I usually have a happy ending to my’stories. They
seem to work out better. Like early in this story

1 think maybe it might have a different kind of ending
where everyone gets killed but I decided not to.
(Billy. Sixth task. Second stimulated recall.)

Components

The sub-category Components contains all facets concerned

with the constituent parts of a story.

2.41 Theme/Moral is the main thought, insight or meaning

2.

2.

42

43

expressed in the story.

When I was thinking about that I also was thinking

about the cruelty that man was showing to animals,

you know. (Debbie. Second task. First stimulated
recall.) ’

Well, I think the main idea is, like I said, the
end, the moral was ''don't be overconfident," or

don't try to make fun of a guy or he'll kill you.
(Billy. Seventh task. First stimulated recall.)

Setting is the place or time in which the story takes
place.

At this point I decided, er, what day and what time
would be a good time because dungeons were back

the old days. So I decided to put it back in th
16th century, and I decided it had to be hot, so I
put it in August..-.-{Nadr. Second task. First
stimulated recall.)

Right now I'm changing scenes, from where the house
is built, over the hill to where they're having
lunch. (Kathy. Second task. First stimulated recall.)

Mood 'is the atmosphere created in the story.

I p§E "darkest part of the swamp.'" I put that so
it:would sort of like an eerie feeling, yes, maybe,
yow lknow, a creepy feeling. (Brad. Seventh task.
First stimulated recall.)

The mood of the thing an eerie mood. (Brad.
Sixth task. Second stimulated recall.)
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Climax is the high point or most exciting moment

in the action of the story.

I uged the puppets as dolls in the story sort of
that would give some sort of climax to the story.
(Debbie. Fourth task. First stimulated recall.)

Is it gonna happen? Is there gonna be a cat? And
it was only his toy kitten? You know, leading up
to something and just dropping it. (Debbie. Sixth
tagk. First stimulated recall.)

Title is the name given to the story.

At the beginning of the story I left out the title,

so I put, as the title I put the names of the two dogs
and what they did. I put Henry and Hairy Become
Friends because that's what happened in the story.
(Nadr. Fourth task. First stimulated recall.)

I really don't like writing down the title and putting
the story around it. I really like, you know, instead,
just looking it over and putting the title down.
(Billy. Fourth task. Second stimulated recall.)

Characterization 18 the creating of the persons or

creatures who take part in the story.

Most of the people are from our classroom, but one or
two of them are cousing and the rest are just made up.
(Debbie. First task. Comments.)

And Aunt Gertrude . . . she doesn't know what she's
going to do and what's happening. She's just, like,
shocked. And that's how I made her. She just sat
there. She just . . . oh, she called the doctor.
We've got to give her credit. (Kathy. Third task.
Comments. )

Naming is the giving of names to the persons or
creatures who take part in the story.

Well, the character I had Rob, I don't know, but I
think it was the easiest one I've got, because my
best friend's name 1s Rob. I was thinking about him
because 1 was going to his acreage on Sunday so 1
guess that's how I got the name Rob. (Brad. Seventh
task. First stimulated recall.)
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Um, at the beginning of the story I had to think of

a name, because if I didn't think up a name and

start calling him by his rgal name then it wouldn't
sound right in the story. ‘;nd so the name George
came to me. It's just a simple name and I decided to
put it down. (Nadr. Second task. Second stimulated
recall.)

2.48 1Illustrating is the use of drawings and labels as

part of the composition of the story.

That's when I was thinking about drawing the picture

. when I was drawing the picture I was trying to
think of ways that I could express it. (Debbie.
Second task. First stimulated recall.) ’

After I described the building, I sorta drew a little
picture right there. (Brad. Fifth task., Comments.)

2.49 Humor is the comic quality, causing amusement, which
is put into a story.
I thought it would be a kind of a pun to call the
place '"Villa River Bank' and the kitten "Splash."
(Debbie. Third task. Comments.)
Well, I thought it would be kinda funny, you know,
he could kinda laugh a little bit over his name,
because, um, ''Bluey,'" and he was red-haired. And
he could laugh a little. Just a little bit of a
private joke there. (Debbie. Fourth task.
Second stimulated recall.)

Concerns

The sub-category Concerns contains facets involving

anxiety or trouble faced by the writer in camposing the

story.

2.51 Production problems are problems encountered in the
7

/

combining of parts of the sigf; to form the whole.

their strength from Jere or something. But there
wasn't, I couldn't find ‘any place to put that in
right. (Debbie. Sixth task. First stimulated
recall.) /

I wanted to have a polti;gfist or ghost, sort of, get

7
/

Ve
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There was a few places where I got kinda mixed up.
(Nadr. Fifth task. Comments.)

2.52 Spelling is the forming of words by letters according
to accepted usage.

No'! Spelling's wrong. (Jeff. Fourth task. Composing
aloud.)

I didn't know how to spell "write." (Kathy. Fifth
task. Comments.)

2.53 Handwriting is the formation of letters with the

)

writing instrument.

Well, I don't really get a chance to print so I
decided to print it. I like my printing better than
my writing right now. (Nadr. Third task. Comments.)

Well the reason I put what the speaker was saying in
printing was because, really, when I'm reading
something or doing something I think the printing's
bolder than the writing. (Kathy. Fourth task.
First stimulated recall.)

2.54 Omitting of words is the unintentional leaving out of

words in the written text.

I left out "I get the ball" and I left out "the ball"
which is quite important. (Nadr. Seventh task.
Firs® <timulated recall.)

I was going to put "It is tomorrow' but I forgot to
say "It is." (Kathy. Fourth task. First stimulated
recall.)

2.55 Ambiguity is uncertainty about the intention or
meaning of a word or group of words.

If it's a "she,"” I could be talking about any girl
or something . . . with "Ann" they know I'm talking
about a specific. (Kathy. Seventh task. Second
stimulated recall.)

Just there I put "Fred" again because I thought they
might think it was the bear because, you know, the bear
was right there. So I could be writing about Fred or
the bear. (Brad. Fourth task. Second stimulated
recall.)
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paragraphs. 5

Better make it a new paragraph. (Ndadr. Seventh task.

Composing aloud.)

I just changed paragraphs. (Kathy. Fourth task.
First stimulated recall.)

Punctuating/Capitalizing is the use of punctuation

marks and capital letters according to accepted usage.

I put those little marks on "fixings' because, you
know, like stuffing and cranberry sauce and stuff.
(Debbie. Seventh task. First stimulated recall.)

Oh, 1 put in punctuation in there. (Kathy. Third
task. First stimulated recall.)

Grammar is the use of the rules of English according

to accepted usage.
Because, if Harry "'was,' like that's past tense and
the rest of my story is in the present tense.
(Nadr. Fourth task. Second stimulated recall.)

Oops! Past tense. Better make it the present.
(Nadr. Fourth task. Composing aloud.)

3.0 WHAT IS IT LIKE?

The main category WHAT IS IT LIKE? contains all references to

the appraisal of the writing.

3.1

3.11

Evaluating
The sub-category Evaluating contains facets concerned with

the worth of the writing.

Re-reading is the checking over of writing already

completed.
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One of the things I found out after looking at the
story again was that he escaped in the first place
from the window, then, um, I said he escaped again.
(Billy. Sixth task. First stimulated recall.)

Here again I was going back to read what I wrote, so
I could fix up the mistakes I made back there, and
have an idea of what, of what I was going to say in
the next paragraph. Sffthy. Second task. First
stimulated recall.)

’

3.12 Revising is the changing or correcting of what

Y
has been written.

1 crossed out the first part because I needed to .
If I phrased the sentences that way, I'd have to
change my whole paragraph over again it seemed.
(Kathy. Second task. Second stimulated rec;%l.)

N
Better put "and'" in. (Nadr. Fourth task. Compoaing‘cl
aloud.) :

3.13 Judging the parts is the writer's estimate of the
quality of parts of his writing.
When [ put in that he was able €o get the room,
that's one part that I think was good. (Jeff. Sixth

task. First stimulated recall.)

No. That bit doesn't really sound right. (Brad.
Seventh task. First stimulated recall.)

3.1& Judging the whole is the writer's estimate of the

quality of the completed story.

Well, I like it. Like, well, it's the way I usually
picture a story, like not too long and not only half
a page. And that's how I like it. (Nadr. First
task. Comments.) @ -

I thought that was a better story than I wrote before.
(Jeff. Fourth task. First stimulated recall.)

s :ﬁ
Discussing -
The sub-category Discussing contains the facet cogcerned

with the consideration by the writer of the content of

the story.



3.21 Commenting on content is the talking about and

elaborating on what happens in the story.

The place in the story after he ran to his hduse, and
well the thing is, ‘I guess he was still so, um, an
elementary school student, so he didn't know much

about cigars and tobaceo. What would he do? So

he decided to ask his family about it. (Billy. Second
task. Second stimulated recall.)

The bird is thinking to itself that the lumbermen
have come back. It's had an experience with man
before, you know. Lumbermen have come and cut down
the trees. The animals have had to run and escape,
but afterwards they could still come back. There
was still a home to come back to. (Debbie. Second
task. Second stimulated recall.) ’

»

3:3 Reading

The sub-category Reading contains the facet concermed with
reading and reacting to the story.

3.31 Sense .of audience is the awareness that the story may

be read by persons other than the writer himself.

Everybody would get a good description. Whoever
reads this would get a good description in their
minds of how, and exactly how the dog looked. (Nadr.
Third task. Second stimulated recall.)

I was trying to make it descriptive and trying to get
the reader to, um, feel like they were there and they
knew exactly what was going to happen. (Kathy.
Seventh task. First stimulated recall.).

E J
THINKING AHEAD, THINKING BACK, SPONTANEOUS THINKING

The writers' introspective and retrospective comments included
reference? to the mind of the writer shifting forwards and backwards
within the framework of the particular story. The writersthought
ahead to details and ideas for inclusion in thevstory and thought back

to ideas

details already included. The searching for and selecting

»

of sublfect matter for inclusion within the story appeared to consist of

©
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this forward and backward thinking within the framework of the story.
Obviously the writer had to search his entire cognitive structure
for details and ideas. The THINKING AHEAD and THINKING BACK which
were included in the cacégory system refer specifically tq\thinking“
within the framework of the composition of a particular étory.
Occasional references were made by subjects to apparently

instantaneous or SPONTANEOUS THINKING, a type of "snap" thinking
N

which the wriger coulgﬂpot {;Plgfh i?‘terms other than such statements
as, "It just popped into mfihz;d:" Hence, three terms, THINKING
AHEAD, THINKING BACK and SPONTANEQOUS THINKING, were used to describe
the thought processes refer;ed to by children which underlay facets
of composing.

Explicit references to THINKING AHEAD, THINKING BACK, and,

.to a much lesser extent, SPONTANEOUS THINKING were made by the

subjects. However, implicit references occurred much more frequently.

¥

Particularly?§h11e composing ;ioud, the sh%fting of‘the mind of the
writer forward and backward was frequently impiicit in his verbaliza-
tions.

THINKING AHEAD, THINKIN6 BACK and SPONTANEOUS THINKING
underlie references to many different facets imcluded inithe main body

of the category system under WHAT TO WRITE?, HOW TO WRITE IT? and

L o,

WHAT IS IT LIKE? The extended slant line (/) in Figures 1 and 2

which represent the category system indicates that THINKING AHEAD,

] s

THINKING BACK and SPONTANEOUS THINKING occur in conjunction with, and
o

in relation to, the facets liéteQiin‘the thgee main categories.

THINKING BAgK and SPONTANEOUS .
LY E

- Y

 The terms THINKING AHEADG

~
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THINKING are defined with examples below. Explicit references are
used in the examples. Implied references occur throughout the
comments. The thought processes underlying the composition of the
stories are discussed further in Chapter VI. Co
THINKING AHEAD is the considering by the writer of details
and ideas not yet written but anticipated for use in the story.
Well I was sorta thinking if it was going to be a miss
or going to be a hit. So, like, I was sorta thinking
. ahead. (Brad. Second task. Second stimulated recall.)
Here at this point I was thinking ahead of myself and how
George would get out and how to make it not so long.
(Nadr. Second task. First stimulated tecali.) §
THINKING BACK is the referring back to details and ideas
already written in the story. 7~
Whenever, like, whenever I got into trouble I would akways
think over the beginning of the story, and then I'd really
go over a little part and then I'd probably get an idea and

that would help me think of the next part to do. (Nadr.
Second task. First stimulated recall.)

ey

I had the people come back because, well, first I said that
they mightn't be there for about a month. (Kathy. Sixth
tagsk. First stimulated recall.) ’
SPONTANEOUS THINKING is the apparently instantaneous getting

of details, or ideas for use in the story.

As soon as I heard the plot line, it just popped into my
head. (Nadr. Third task. Comments.)

Well it just came along. (Billy. Fourth Task. Second
stimulated recall.)

=
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Verification of the Category System
Induced from Data

The category system, Facets of Composiﬁg a Story Referred to
by Gréde 6 Able W:;tets in Seven Story Writing Tasks, was derived
inductively from examination of all introspective and retrospective
data. The‘category system was referred to two judges, members of
the language group withig the Department of Elementary PEducation at
the University of Alberta,together with transcripts of the data from
which it was derived. The judges verified the process by which the
category system was deriyed. They recommended ;hat THINKING AHEAD,
THI§KING BACK and SPONTANEOUS THINKING be included on a separate level

from the other 43 facets of composing derived from the data.

Analysis of Written Products

The focus in this ftudy was on the writing process. Hence,

7
4 /

the fipal products were examined in Felation to tﬁe processes involved
in their production. During the anaiysis of introspective and
retrospective co?ment, con;tant reference was made to the product,
and the facets of process referred to by the writer related to the
content of the story. }
Quantitative analysis of the stories was made in terms of the
number of words, writing time, and average rate of writing in words
per minute. Five of the seven stories were written in the school
situation where it was possible to record writing time and thus

calculate average writing rate. Two stories were written as home
S .

assignments and a word count only was possible in analy(fpg these

-

71



stories.

Since it was not the purpose of this study to make comparisons

between subjects with respect to writing process, quantitative |
analysis was made of individual writer's products, and the resultang
data used in building profiles of the individual writers. Length

of stories, times of writing and rates of writing of each subject are

presented and digkussed in the individual profiles.

g Analysis of Final Interviews with Subijects
|
i »

The final interview with each subject was designed to obtain
further insight into the subl;?ts' general conception of writing and
also to obtain their views on’ﬁh! procedures used in the study.

gﬁhe same basic questions were asked of all subjects, with

add#tional follow~u},guestions being framed according to the responses
i

'3 w .
of each individual. A |

The responses of. each of the children to‘the three
questions related to their conception of w;iting were recorded and
are reported in the individual profiles. }‘.’

The responses of each of the children to the ten questions
related to procedures used in the study were recorded and were used

in the evaluation of procedures employed in the study.

Summary

Detailed analysis was made of all iﬁtrqspecﬂlve and retro-

spective data. A c§tegory system, Facets of Composing a Story Referred

to by Grade 6 Able Writers in Seven Story Writing Tasks,was develobed

. *
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inductively from examination of the transcripts of all subjects' intro-
spective and retrospective counenés on seven story writing tasks.

Two levels were included in the category system. Three main
catégories-—WHAT.TO WRITE?, HOW TO WRITE IT? rand WHAT IS IT LIKE?
accounted for all facets of combosing stories to which writers
referred. The terms THINKING AHEAD, THINKING BACK and SPONTANEOUS

.-
M- ribe thought processes referred to by the

#language group of the Department of Elementary Education at

Y
Pohe University of Alberta. . &

_ Written products were analysed and the quantitative data
'thus obtained ;ere used in building profiles of the six student
writers.
Final interviews were analysed. Answers to qﬁestions related
to mﬁ&:‘ts' coﬁception of writing were used in the profiles.
<

Answers to questions regarding procedures were used i‘assessment of

the procedures used in the study.

"‘,g



. Chapter V

PROFILES OF SIX GRADE 6 ABLE WRITERS "
,
Overview T e S
A&

' Y
Analysis of introspective and retrospective co*ﬁﬁnt in terms

" of Facets of Composing a Story revealed the divefsity of concerns
considered by the six g%ade 6 able writers as they composed @ﬁeir \
storiesi:'ﬁm this study; no attempt was made to compare subjeéts in

\
terms oﬂythe quantitative analysig of comment. However, profiles
'of individdél writers were prepared which used the analysis of
the individual's comment. The analysis revealed the overall concerns
of each writer ih th pposing of seven stories. Detailed examina-
tio; of the composition of each story, with particular referenge to

actual comments made by the writer both during and following writing,

provided further insight into the nature of the composing processes

of each writer. ﬁ ‘ q’ "m

&

Profiles are presented in the following way:
Firstly, a brief biographical sketch is given. Tbe\sketch
is based upon material gathered from school records and E;Qm inter-
views with teachers and parents. ‘
. Secondly, the q;antitative analysis of the individual's intro-
spective and retrospective comment is presented and briefly dis-
cussed. The follo?ing data are included:

1. The length in words of all stories, and the writing time

in minutes and writing rate in words per minute for the five stories
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written in the school situation;

i._\ The' total nuttber of elements of composing aloud, the
percentage oéxeien.nts concerned with facees in each of the three
main categories and ten sub-categories of Facets of Composing a
Story, and the percentage of elements copcerned with the ten most
frequently referred to facets;

3. The number of elements of retrospective comment—

spontaneous, provoked and total; the percentage of elements concerned

with facets in each of the three main categories and ten sub- ¥

categofi@s of Facets of Composing a Story; and tﬁe pércentage of
elements concerned with the ten most frequently referred to facets.
(Retrospective ﬁomments made in both first and second stimulated
recall sessionsé;ete combined in calculating the number of elements
of retrospective comment.) \

Thirdly, the writing of each of the seven stories is
examined. The comment of thewriter himself, both in composing aloud
and in subsedueﬁt discussion, forms the main part of this examina-
tion, which is arranged generally in\terms of the writer's concerns
with ﬁHAT TO WRITE?, HOW TO WRITE IT? and WHAT IS IT LIKE?

Finally, a summéry of the general nature of the composing

processes of the writer in the seven story-writing tasks is made.

The stories written by each child are included in Appendix E,

and are ordered in the same sequence as that followed in the presenta-

v
tion of profiles. Kathy's stories are followed by Nadr's, Billy's,
®
Debbie's, Brad's and Jeff's, in that order. Each child's first story

is followed by the sound stimulus story, the plot-line story, the
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puppet stimulus story, the swap-around story, the picture stimulus

story and the prepared story.

Rathy 4

Biographical Sketch

Kathy 1is the elder of two children, both girls. Her father
a university professor and her mother a former primary teacher.
The\ family liveg in a single fadgiy home in the city of Edmonton.

Both parents, and Kathy herself, are Canadian born.

At the time of the study Kathy was aged 11 ygifs 5 months.

For the past three years while in grades 4, 5 and 6 Kathy
" has attended her present school. Prior to this, Kagpy's family
lived in eastern Canada where she attended the one public elementary
school while in grades 1 to 3.

School records indicate that Kathy 1is an able student in
all subject areas.

R .

Two teachers, Mrs. T. and Mr. G., teach the 61 grade 6
students at Kathy's school. The class operates in an open area
organization.

Mrs. T. described Kathy as a ''very well organized sort of
girl":

She's pretty responsible, knows exactly what she has to do
“ {n all her school work, and sets out to do that . . . She's
a good all-round student.
Mr. G. rated Kathy as a very high achiever and predicted,
She'll have honors this year in.most of her subjects. She
works very well in everything she does at school, including

her writing. She's a very high achiever.

Concerning Kathy's writing, Mrs. T. commented,



She's beginning to develop a kind of a flair in writing, like
more complex sentences and that kind of thing. She's just
generally a good writer although she's got a way to go yet

as far as format goes. ¢

Kathy's parents recalled that she displayed an interest in
books and writing from a very early age, and learned to read very
quickly and easily. Concerning Kathy's present reading habits, her
mother remarked,

She very early got into the series books, starting with the
Bobbsey Twins and Cherry Ames and Nancy Drew. But she's
pretty well through with them now. Now, the dictionary
appears in our washroom, and books appear in our washroom.
We are always tripping over books in the house.

Learning to write caused little difficulty to Kathy, her
parents recalled. She began by scribbling with crayons and, her
father remembered, began to form letters "quite early." She was
allowed to use a typewriter in her early wr*&&ng and this proved a

il
stimulus for the production of early written pieces. The parents
reported that Kathy now writes letters to friends, does school
assignments, but not very much self-sponsored writing.

Kathy's father recalled a writing episode which indicated
that the notion of the function of writing developed in Kathy at
an early age:

She wrote a letter to Prime Minister Trudeau when she was in
grade 3, and got an answer back. They'd been talking for a
long time about building a road which would cut a couple of -
hundred miles off our trip home to see grandma. She got very
concerned about that and decided she'd do something about it.
So we let her send the letter. She got an answer back from
the Prime Minister's secretary telling her to write to the
Provincial Premier.

Kafhy watches some television but her dgther reported that

some censorship 1s imposed on viewing. Movies play a very small
)
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part in Kathy's life, but the family attended live theatre while
living in easterm Caﬁada.
The family has travelled a,good deal across Canada.
Kathy is a clear and wiliing speaker. Her father remarked
on her enthusiasm fpr telling all about her‘aaily affaiqp:
"Hey dad! Do you know what?" "hear that all the time.

She tells us everything about her school day. Her special
interest now_is in sport, so we hear all about that.

Quantitative Analysis of Comment

Kathy's stories ranged in length from 308 words in the puppet

gtimulus story to 7

in the plot-line story. In the school based
tasks, she nee 22.3 to 41.3 minutes to write her storkes.

Hér rate of writimg ranged from 10.4 words per minute to 15.2 words

-
-

%mr minute. These figures, shown in Table 1, indicate the facility
with which Kathy was able to cémpose stories under the conditions
of the study. °
Table 2 refers to Kathy's composing aloud. She did little
composing aloud, and a total of only 58 elements were counted in the
four videotaped tasks. Twelve facets were referred to in the composing
aloud. Almost all comment was concerned with HOW TO WRITE IT?,
particularly facets in the sub-category Developing. Table 3 shows
that selecting and searching for details and the naming of characters
otcupied over 60% of thg composing aloud. ‘
Kathy's retrospective comment also was mainly concerned
with HOW TO WRITE yT? with Developing being the sub-category of\most

facets referred to. Spontaneous comment comprised 85 elements and

there were 228 elements of provoked comment. Reference was mate to



Table 1

Length, Writing Time and Writing Rate of Stories—Kathy

Average Writing -

Length Writing Time Rate
in in in
Story Words Minutes Words per Minute
First 502 40.0 12.5
Sound Stimulus 436 41.3 10.4
Plot Line® 785 - -
Puppet Stimulus 308 22.3 13.6
Swap--Aroundb 385 - --
Picture Stimulus 406 27.3 14.8
Prepared w 528 34.6 15.2

a
First home. assignment

Second home assignment

\

\

.79



[ )
Table g
y ‘
Percentage of Composing Alo.‘ cerned with Facets in

Main Categories and ~lotegories—Kathy

X Composing Aloud

Categories and Sub-Categories

of Facets of Composing Main Categories Sub-Categories
WHAT TO WRITE? 1.7
Ideas - 1.7
Sources - -
HOW TO WRITE IT? 89.6
Beginning - 5.2 '
Deyeloping -- 62.1
Finishing NS -- 3.4
Components - 13.8
Concerns - 5.2
WHAT 1S IT LIKE? 8.6
Evaluating - 8.6
Discussing -
Reading — ’

99.9 100.0




Percentage of Composing Aloud Concerned with Bach of the

Table 3

Ten Most Frequently Referred to Facets—Kathy

Facet of Composing

.1 Comment -

Selecting Details
Searching for Details
Nanigg |

Revising

Lexical Choices

Starting

Setting

Ending
Punctuation/Capitalization

Searching for an Idea

17.

10.

91.

36.2

2

3

0n

4
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36 different facets of composing. Table 4 shows the percentage of

retrospective comment concerned with facets in each main category

~

.

and sub-category.

Table 5 iAdicates that selecting details.was the facet most
frequently referred to in retrospective comment. However, Kathy's
comment ranged over a wide number of different facets with only 64.2%
of £0t31 comment being concerned with the ten most frequently‘
referred to facets. Kathy's use of her own experience in composing,
and her concern for points of style are indicared by her comment ;n

these facets.

The examination of Kathy's writing of the seven stories

i~

1l1luminate® the trends in her compdﬁing indicated by the quantitative
analysis of her finished products and her introspective and retro-

spective comment on the stories.

Composing the Stories

First Story

Kathy chose the topic The Secret Cave for her first story.

She began to write almost immediately after being given directions

for the task. The title and date were written first. Kathy chose

“~*tned paper for her writing. There was no indication of any composing

alPud during the writing of the story. The first 12 lines were
written without a pause. Kathy then re-read from the beginning and
made one cross out in the text. The writing then continued steadily
with few pauses until the story was finished. There was only one

long pause during which Kathy appeared to re-read the immediately

’
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Table 5

Percentage of Retrospective Comment Concerned with Each of~-
the Ten Most Frequently Refenred to Facets—Kathy

, %X Comment
Facet of Composing . Spontaneous Provoked Total
Selecting Details 20.0 12.7 14.7
Experience 9.4 7.4 8.0
Stylistic Choices 2.3 7.9 6.4
Responding to Stimulus 9.4 4.8 6.1
Searching for Details N 4.7 6.6 6.1
Ending 8.2 4.8 5.7
Sense of Audience 1.2 6.5 5.1
Naming 7.0 3.9 , 4.8
Characterization 4.7 3.9 4.1
Setting 7.0 1.7 3.2
73.9 60.2 64.2
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preceding few lines and to search for details totcoﬁtinui the develop-
" ment of the story. Minor ievisions vere made during' pauses. At the
end of the writing Kathy did not re-read the finished product before
handing in her papef.

In retrospective comﬁent on the first task, comments on facets
in the category WHAT TO WRITE? concerned-the selection and source of
the idea for the story. Kathy did not éxplain why she chose the topic

The Secret Cave. However, she acknowledged that her inspiration

came from a story she hfd read. Her personal experience also played
a part in the selecﬁioq.of the idea for the story. She explained,
"Well, a long time ago, I read a story about a cave. And I like
exploring."

Most of Kathy's comment on the first task concennéd facets

s

in the main cajpgory HOW TO WRITE IT?. Asked to tell all she could
, )
remember about king up the story, Kathy began,

- Well first I had to decide who my characters were going to be,
like what they were like and what their names were going to
be. And then I had to decide what the story was going to be
about, um, well, who's going to say what, and who's going to
keep quiet. And what happens to them and where they go, the

« changing of the setting.

Thus, characterization, naming, selecting an idea, selecting

-

details, and setting were facets of composing which concerned Kathy.
She also shdwéd an awareness of the use of dialogue as a means of
unfolding the‘plot.
Asked if she had worked out, at the beginning, how the story
.
was going to go, Kathy replied,
Not really. Like, I worked at it. I started on it first.and

then thought of something else as I went along, and put it all
together.
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The only problem mntionegl with regard to the writing of
the first task comcerned lexical choices:

I kept putting in words that I didn't need. So I kept saying
it over and over again finding a word that would sound better.

In the maip category WHAT IS IT LIKE?, Kathy's only comment
was to express satisfaction with the story: "I just like the way 1

did 1ic." .

Sound Simulus Story

Kathy's story; in response to the sound stimulus, éas an
untitled piece abouk bull&ing a8 house. The writing was videotaped
and Kathy was asked to compose aloud. She did very little c&mposing
aloud. She spent only about 20 seconds searchihg for an idea before
making a false start which v;a crossed out andja new start made.

The naming of characters caused some problems and Kathy
verbalized a list of names befére selecting suitable ones. Some
revigions were made following re-reading.

Most verbalizations during writing concerned thé selecting
bf details which built up the story.

After writing the final words, Kathy at once handed in Eh;
story. She did not re-read the finished product.

Kathy's retrospective comments in the category WHAT TO WRITE?
concerned the selecting and origin of the idea for the storyzssfhe
sound stimulus, tropical birds, was given as the source of the idea:

The whole idea basically came from the sounds on thl@ tape.

I heard noises that sounded like saws and some sounds of birds.
So I decided that they were going to build a house in the
country. (

The story was based to some extent on Kathy's personal #°
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experience:

My uncle, like, he's building his house right now. He lives
in the country, and my dad was there so they all had a picaic
‘on the hill there. .

Most comments concerned f#cets in the category HOW TO WRITE
IT?. Kathy explained the reason for the false start as being due to
her wanting a good beginning which would set®the scene: *

Usually, when I write a story I don't like ;farting out, um,
like telling right in the beginning who all the characters
were, 1 like to set the scene first.

Kathy went on to explain how starting the story with a
.question was a good way of ''telling everyone vhat they were doing":

1 used the question to tell, to ask, to question them, for
the reply would tell everyone what they were doing at the
time.

The stylistic choice of dialdgue to unfold the plot was
*
again referred to in connection with a later stage in the story:

*Well, I had the father speaking when I said '"Mark, Jerry,
don't you think we should go . . . It's starting to rain?"
That was to tell about they're going to be going back to
their house. They've finished work there and had to get
everything together.

The creatiwof characters was seen by Kathy as necessary to
carry out the action which her idea for a story demanded:

If you want to get a house built, like you've got to have more
than one person to build it. So that's how I got, um, Jerry.
He was going to be there in the first place because 1t was his
house. Then I got the father and Jerry's bmother to help.

And then there would have been enough room in the house if it
was only Jerry thatwas living there. So I got him married

to Carol. And I had them have a child so they would have a
reason to move out.

Concerning her ﬁanneg of composing, Kathy mentioned having
paragraphs "written out' in her head, before she actually wrote them

4

down.
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(’11v,.cﬁe very beginning 1 like, I kind; felt what 1 was gonna
fiaging. Most of the time, like, in my head 1 already had
garpgraph all written out up there. And if I didn't, I'd .
n before 1 put it down on paper, and keep doing that
sounded right.

-

'~ Comments concerning facets in the category WHAT IS IT LIKE?
concerned re-reading, both for the purpose ofcrevision and also to
help build up details for developing the story:

I read back to see how much I'd done 8o far, and to see

what was happening in my story . . - and to have an idea of

what I was going to say in the next paragraph.

In her comments on stylistic choices, Kathy revealed an
awareness of audience. Again, when using brackets around the words
-
"At Home" to indicate a change of setting, she referred speaifically
to her audience:

Right here I'm trying to tell the reader that there's going

to be a change in scenes from out in the country to where

they are all at home.

Kathy was not completely satisfied with her story. After
p.. 4
referring to several difficulties associated with the story's produc-—
tion, she concluded, "Well I don't think it's as interesting as I

" wanted it to be.'

Plot Line Story

The third story was written at home. The plot line, "Little

boy . . - river bank . . . splash!,"” prompted Kathy to write Chapter 1
of a ''great series.” As she wrote, Kathy explained, "I was pretending
to be a great serie9rwr{ter." The aim of this approach was to produce

something similar to what Kathy had read in popular series of

children's books:



t

I read lots of Nancy Drew books and stuff like that, and
they'Ve got 54 books in that. I like reading books that

keep on going on and on 'cos, like, I read books where it

seems as if people only live one year—something like that—
But here, they've. got the kids growing up, all the way until
they are married or something like that. When I write stories,
it's like fiction.

As well as the literary source of the idea and style for the
story, much Q;H vpersonal experience lay behind the selecting
"" Ea . "
of details. She keferred to cm dad and her
encyclopedia in the initial selecting a and the subsequent
selecting of details.
"The problem of getting started was compounded by the need
for Kathy to organize her own time for writing;
Every time I had a whole bunch of ideas in my head, and none
of them seemed to go together, and every time I wrote
something down it didn't sound right. So I decided to
wait, and 1 made a time when I didn't have the TV set or
anything on. 1 came upstairs and I just sat there and
wouldn't start until I had everything planned out.
Asked how much planning she actually did before beginning to
write, Kathy replied:
I-had most of it in my head before I wrote it down, and that
night I was trying to think of an ending. And it all fell
in after that.
Kathy stated that she preferred to write at home where there

was less pressure to produce within time limits:

there's some times I just can't write anything down
and then there are other times when it, like, just flows

In the composing of this story, Kathy showed- first concern
for creating her characters. She stated that Joey had "a lot of

f
me in him" in that he loved animals, and also because he coyldn't
7
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wait to find ouf a secret. The names of gome characters were derived

P

from television's‘ﬂardz Boys. Aunt Gertrude was depicted as a semi-
comic figure. When Joey falls into the river,

Aunt Gertrude . . . doesn't know what to do. She doesn't
know what to do and what's happening. She's just, like,
shocked. And that's how I made her. She just sat there.
She just, oh, she called the doctor. We've got to give her
some credit.

Kathy allowed for the possible continuation of her "great

series." She explained that she could use the same set of characters

in continuing adventures:
Like, 1 could start, you know, like he's . . . he's at the

hospital or something like that, and have his adventures at
the hospital, or when he came home and started all over again.

Puppet Stimulus Story

Kathy's story, in respanse to the puppet stimulus, was another
untitled plece about a visit to the circus. Again Kathy did little
composing aloud. She quickly began to write, and again chose to
begin the story with a question asked in direct speech. The naming
of the characters posed some dif%iCUlty, ang names Were verbalized
before a decision was made. Some revisions were made following
re-reading. Some details of the story were rehearsed vocally before
being written into the story. However, the'writing progressed with
few pauses and very little audible composing aloud.

In retrospective comment, Kathy indicated that the puppet
stimulus practically decreed what the story would be about:

The only place I see a clown or a monkey is in the zoo or
a circus. So I decided to have it in the circus.

Kathy decided to use the doll puﬁpets as her two girl
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o«
characters and to incorporate the animal puppets as performers in the

clrcus. ) -
Again, her first concern was with characters and their names:
The puppets just told me who my characters were going to be,
but they didn't tell me the names. So I had to think up my
own names for them.
Kathy began the story with a question asked by a character
and unfolded a good deal of the plot by means of dialogue between
the characters. The ''speaker' (ring-master) at the circus was also

used to convey to the reader the action of the story. Kathy commented

on this style of writing,

It lets you have the people talking a lot more . . . I'm
having the people speak for me . . . I'm not in it as much
myself.

Once the initial idea and characterization had been decided,
the story was built up as it went along. Kathy stated that, when
she began to write, "I didn't know what the people in the story were
going to do."

The possibility,6f—continuing the story with a further
installment is built in by the ''foreshadowing' included in the final
sentence:

In there 1 said, '"Maybe tomorrow we can see the side-shows
we missed.”" So, if I wanted to, I could have, like, wrote
what happened the next day when they went to see the side-shows.

Kathy's assessment of the piece was that it was a satisfactory
story:

It depends, like, I compare it myself to somé of the books

I've read. It isn't as good. But then they're adults
Well, usually I'm just happy with anything I've accomplished.
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Swap-Around Story

A story about a talking eraser was written as the swap-
around story to be read by subjects from the. school other than
Kathy's own. This was 8 home assignment.

Kathy commented on the increased difficulty in writing a
story where no stimulus or topic is assigned:

Like, when I saw the puppets it came very easy because they
were in front of me. When you're writing on a topic of your
choice you need a lot of time to, like, decide what you're
going to do.

The story was written in the first person and was based upon
personal experience with a substitute teacher. The notion of a
talking eraser was also attributed to a story Kathy had written about
a talking egg-beater, when she was in grade 5.

Kathy commented on the point of view adopted in the presenta-
tion of the eraser story:

’ It's part of me here . . . I was playing the part of Judy v
I was the person in there, and, most of the other times, I was
the story-teller not the character.

Thus, Kathy indicated an awareness of her decision to
present this story in the f{rst person through the eyes of a
character, rather than from the viewpoint of omniscient narrator.

Once again Kathy stated that the selecting of a main idea
and characters was made before beginning to write. However, the
details were developed as the story proceeded. The ending was not
known:

I knew the eraser was going to talk and she was going to be
surptrised, something like that. I didn't know the exact

v ending.

Thus, the story went along with no preconceived plan for its
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conclusion. To end this story, Kathy used the means of having the
school bell ring: ~

Well I didn't know how, like, how 1 was going to finish it,
and I didn't know if T should keep on going, like, and tell
what happened to him because he talked. So I just had the
bell ring, and usually when the bell rings, the teachers tell
you to get out. *

Kathy felt reasonably satisfied with the story, although
she said it was not as good as the one she had written in grade 5:

Well, the other one like, it tells more about the, um, like,
here the eraser he doesn't start to talk until the very end.
In the other one, like, I think it was two pages long and it
had the egg beaters speaking from the very beginning.

Thus, in judging this story, Kathy again indicated her

preference for the use of dialogue between characters as a means of

unfolding the story for her audience.

Picture Stimulus Story

In response to the picture stimulus, Kathy wrote another

*

untitled story about cats invading the house of a family who were
away on vacation. She sgpent almost a minute in silent thought

before commencing to write. Early in the writing, she verbalized
\

X
words or groups of words involved in the selecting of details, such

" " 1

as "a holiday trip, to Micpigan,' and ''dropping them off at

grandma's." Kathy spoke the nape "Tiny'" several times before
deciding on the name of her character. The only other compq;ing
aloud consisted of searching for detail, "Now, what will happen?”,
and the rehearsing of words before writing. A few short pauses were

made for re-reading parts of the story. However, once again Kathy

did not re-read the total finished product.



In retrospective cla—cn:. Kathy reported more difficulty in
deciding upon an idea for this story thes for the other school-based
tasks. She stated, "The reason ! took a loag time was because 1
didn't know vhat was going to happen."

Once again Kathy's personal cxpori.ﬁcc played a large part
in the selecting of a main idea and subsequent detsil:

Well, it's my mom. It's wvhat wy som always does. Like, when
wve go, and then when we're about 20 miles sway from vhere we
live and then she remembers, 'Did I switch off the kettle?”

. and things like that.

In her comments concerning facets of how she wrote the story,
Kathy indicated that details were added as the story went along.
For example, she explained,

Here all the kittens were in, but I didn't know what was going
to happen vhen they were in, like if they would just be going
exploring around, or just fall asleep.

Later, Kathy commented,

I didn't know 1f this room had stairs or not. So I didn't
know if the cat was going to fall dowmstairs or something
like that.

In the composition, Kathy revealed THINKING BACK to details
included earlier in the story when making decisions regarding further
details for building up the story:

I had the people come back because, well, first I had said
that they mightn't be there for about a month. The second
reason was, well, when the people came back, I kinda got to
the end, and, if I didn't have them come back, I really
didn't really know what I was going to do with the kittens
and that all the time. -

THINKING BACK to previously written details was also
indicated in the comment,

Here I put that the cereal was their first meal in days

because, in the beginning, I remember, I said she was a thin
cat.
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Thought processes were also mentioned by Kathy in connection
~with a mistake she made in omitting words in the writing. Coné¢erning
the error, Kathy reflected, 'That sentence, I think I forgot it
because I'd already said it, but I didn't write it down." This
comment suggested THINKING AHEAD of what was actually being written.
Kathy went on to say,*
I remember now why I missed '"the window.'" I think it was
because I was thinking ahead. I was trying to think up a
namdfor Sherry.
Kathy's concern for naming things was mentioned several
times in her retrospective comment. She also remarked,
At home, I've named every plant we have. In New Brunswick
we had a big spider plant in the cupboard and I christened
it Longlegs or something like that. ;
Kathy again chose to end her story by putting her characters
to bed.

Kathy's only comment on facets involved with WHAT IS IT

LIKE? was, ''Well, it's 0.K."

Prepared Story

The final story told of the adventures of a girl and a stray
dog. Kathy had a week to prepare a story on a topic of her own
choice to be written in the school situation.

" In her composing aloud Kathy made no verbalization before
beginning to write at once. She paused and ran through some possible
breeds of dog before sélecting a Collie for her character. She
commented on a couple of revisions made following re~reading during
pauses in the writing. Towards the end of writing, Kathy verbalized

quite a number of details before including these in the story.
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Obviously she had not planned the ending ?f her story as she mused,
I wonder how I shall end 1t. Shall I keep him? I wondef“
what to call him. Oh, I can't think of a name for that
dog. 1'm going to call him _ , . mm . . . I'll call him
Shadow. ’
Once this decision was made, Kathy quickly finished off the
story and handed it in, once again without re-reading the finished .
product.
Kathy had a week to think about WHAT TO WRITE? She stated
that she had been thinking about the idea of a dog story for the
whole week, and "also in grade 5." In grade 5 the teacher had read
the class a story uéoﬁ which Kathy's story was based.
Kathy's personal exper lence was again involved in her
selecting of ideas: ,

Here the reason I added, ''the dog was shaking himself and
getting Ann all wet," was because, like, my grandmother she's
got a part Collie and a part German Shepherd, and everytime
you take a walk he jumps into the lake. Then he comes out and
gets you all wet,
While the main idea for the story Was pre-planned, details
were added as the story went along:
I didn't know exactly what I was going to do. L knew there
was going to be a dog and a person, and that she'd probably
get hurt or something like that.
Kathy mentioned her thought proceSses in composing, again
in reference to the omitting Of words:
I guess sometimes I've got too many ideas in my head at once
and I'm not being very carefuyl about What I'm writing down.
I reallyfdon't know.
In her comments on facets concerned with WHAT IS IT LIKE?,

Kathy indicated awareness of her audience by specific reference to

her reader:



1 was trying to make it descriptive, and trying to get the
readers to, um, like, feel like they were there, and they
knew exactly what was going to happen.

Later, Kathy stated that she intended,
{

Well, basically, for my readers to feel like they were home
with Ann, and that they are invisible and they're watching
what happened there.

Kathy expressed satisfaction with her story which she des-

cribed as made up of 'pieces"

I thought this one was pretty good. It was a lot easier

because, like, some of the ideas came from other people's %, .
stories that the teacher read to us. Some of it is origin '
but in other parts it's pieces, let's say, a piece of George's
and a piece of Joe's and I put it all together in my own way.

Summary of Kathy's Composing

In the final interview, Kathy was asked to name the best
story she had written during the study. Kathy could not decide
between her swap-around story, the plot-line story or the first
story. Thus, she eliminated all the stories the writing of which
had been videotaped.

Kathy considered that good stories should be "detailed,"
and they should tell you a lot about the characters and the
atmosphere of the place. You shouldn't keep using the same
words all the time and your stories . . . they should be
interesting, not all from one end and, well, something that
only you enjoy reading. And you should enjoy reading it over
again, not just read it and put it away.

Kathy's comments reinforce the impression of her writing

processes made by examination of her writing of and commenting upon
the seven stories. Her first concern was usually with the creating

and naming of characters. Her lexical choices aimed to unfold the

plot and to establish a setting, while her comments on the stories
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reflect a good deal of what she herself d;splayed in producing the
seven pieces.

‘She tended to commence to write %§omptly. Usuallyvshe estab-
lished her charactersf identities, and showed a preference for
dialogue between character; as a means of unfolding the story. She
had a very keen notion of the importance of a good beginning. During
the writing, details were added which seemed to be made up as the
story progressed. Kathy possessed a rich stock of personal expe;ience
and ideas derived from hdr reading, from which to draw details. She
tended to read and revise while writing, but did not re-read the
finished product. Kathy had a keen sense of audience and wrote not
only for herself but also for '"the reader'" to whom she frequen;ly
referred. She was critical of her work, but generally quite satisfied
with her efforts.

Kathy was able to give some insight into her thought procééses
while writing. She spoke of having her paragraphs '"written out 1in
her head,"” but sometimes there were "too many ideas in my head."

She explicitly referred to both THINKING AHEAD, which sometimes
caused mechanical problems, and to THINKING BACK within the story,
in the selecting of detail. 1In her writing, she stated, things
often "just fell into place."

Kathy wrote long stories, and indicated her desire to be
a ''great series writer." The restrictions placed on her by the
videotaping of writing df&“ﬁbt seem to suit her style of organizing

things. Hence, she eliminated all of the videotaped stories 1in

judging her best pieces. She found composing #oud quite unnatural

+
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and, once engrossed in the comg?sition, made few audible verbaliza-
tions.
However, Kathy displayed a keenness to discuss her work and

an acute awareness of what it was that she "did" as she composed.
Nadr

Biographical® Sketch

Nadr is the fourth child in a family of five boys aged 18, 17,

13, 11 (Nadr) and 5 years. Nadr's father is Lebanese, and his
v

mother is Ukrainian. English is the language spoken in gthe home.
Nadr's father is in the clothing trade and his mother peﬁ}nrms home
duties. The family lives in a single family home in the city of
Edmonton.

At the time of the study Nadr was aged 11 years 3 months.

School records show that Nadr has performed at a high level
in all school work throughout his school life all of which has been
spent at the one public elementary school.

The 50 grade 6 children are divided into two "home' rooms.
However, the teaching of both rooms is shared by two women teachers.
Since the language arts are taught by both teachers, Mrs. C. and
Mrs. 1., both were interviewed together and asked to comment on
Nadr's school performance.

The teachers expressed a high opinion of Nadr's ove;all school
_performance. Mrs. I. pointed out that Nadr reads a great deal, and

"never makes a mistake in spelling." Mrs. C. confidered that Nadr

"seems to grasp things quickly," and obtains a good understandIng of «
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things taught. Mrs. C. also pointed out,
He got the drama award last year in the school. He's very,
very good at drama. He's just really terrific when he
performs.
The teachers' assessment of Nadr was summed up by Mrs. I,
"He's a very, very bright little fellow."

\
Nadr's mother recalled that Nadr learned to read before he

went to school: ' .
He learned on his own. As I would get the older boys to read,
Nadr would sit on the other side and he would follow. He
learned that way, just by looking. Also I read a lot to him.

Nadr remains a keen reader who borrows a lot of bookg from
the school and public libraries, his parents reported.

Nadr was described by his father as a very competitive boy:

He does so well because he's such a keen competitor. I want
him to go to the University and I hope he will compete with
himself, competing in his own production, and in time come to
quite a high position.

The parents could not recall Nadr's early attempts at writing
but pointed out that he has never experienced any difficulties with
his school work.

The only writing Nadr does at home is concerned with school
assignments. He does no self-sponsored writing, to his parents’
knowledge.

No limits or°censorship are imposed on Nadr's television
watching, but his parents stated that he did not watch an excessive
amount. His father pointed out,

He hHas a creative mind and would prefer to be working on
something, a design or something, rather than watching some-

thing on television.

Nadr's father concluded:
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Of the five of our boys, NMadr is the one who tries to get
100Z. All five have done well at school, but Nadr is the
thinker. We think he's great! ‘
During the writing of the ®varlier tasks in the study, Nadr
was troubled by a sore writing hand. The hand was bandaged, and

writing appeared to cause him some discomfort. This factew may have

affected his performance.

-

Quantitative Analysis of Da;h *

Nadr's storieg were generally quite short. This fact may
have been partly due to his having a sore writing hand at the time
-the study was co;ducted. Table 6 shows that his stories ranged from
a maximum of 370 words to a minimum of 114 words. His rafe of
writing in the videotaped tasks was not fast, due perhaps to the
sore hand, and also to the fact that he spent some time in composing
aloud. . *

Table 7 shows that over three quarters of Nadr's composing
aloud was concerned with HOW TO WRITE IT?, with over half of the
elements being concerned with Developing. Table 8 reveals that
selecting and searching for details were thevfacets most referred
to in introspective comment. The ten most frequently referred to
facets accounted for 83.6% of his total composing aloud. Nadr's
composing aloud comprised a total of 134 elements. These referred
to 21 differentpfacets of composing.

Nadr's retrospective comment consisted of 242 elements of
which 138 were spontaneous and 104 provoked. Reference was made to

31 different facets. Table 9.shows the distribution of the elements

over the main categories and the sub-categories. About two thirds of



Length, Writing Time and Writing Rate of Stories—Nadr

Table 6

Average Writing

Length Writing Time Rate
in in in
Story Words Minutes Words per Minute
First 370 36.0 10.2
Sound Stimulus 129 10.8 11.9
a
Plot Line 114 - --
Puppet Stimulus 128 14.0 9.1
b

Swap-Around 362 - -—
Picture Stimulus 135 17.5 7.7
Prepared 178 12.3 14.7

a..
First home assignment

bSecond home assignment

Al
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Table 7

Percentage of Composing Aloud Concerned with Facets in
Main Categories and Sub-Categories—Nadr

% Composing Aloud

Categories and Sub-Categories

of Facets of Composing Main Categories Sub-Categories
WHAT TO WRITE? 14.9

Ideas -- 14.9

Sources -- -
HOW TO WRITE IT? ‘ 76.9

Beginning - 0.7

Developing -- 53.7

Finishing * -- 2.2

Components ' - . 14.9

Concerns - I 5.2
WHAT IS IT LIKE? ‘ 8.2

Evaluating - 7.5

Discussing -- 0.7

Reading - -

100.0 99.8
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Table 8

Percentage of Composing Aloud Concerned with Each of the
Ten Most Frequently Referred to Facets—Nadr

Facet of Composing % Comment :
Selecting Details 37.3
Searching for Details 11.2
Setting ' 6.7
searching for an Idea 6.0
Lexical chojces 5.2
Selecting an Idea i 4.5
Responding to Stimulus § 3.7
Re-reading . 3.0
Revising 3.0
Title . 3.0

83.6
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Nadr's total comment was concerned with HOW TO WRITE IT?, with 38.8%

of elements referring to Developing. Ideas on WHAT TO WRITE? occupled

12.0% of total comment, and Evaluating was .the concern of 11.1% of
total comment.

Table 10 shows that selecting details was the facet which
occupied most comment. Nadr's other comments ranged over 30 different
facets with a small percentage of elements being concerned with each.
The table indicates Nadr's concern for the setting of his stories
which occupied—6.22 of his comment.

Nadr's comments on his stéries ranged over a large number of
facets, revealing his ability to discuss many different factors

involved in the composition of his stories.

Composing the Stories

First Story .

Nadr's first story was titled The Midnight, Moonlight Monster.

He asked to be given a topic, and said that he preferred to not have

to make one up. Before beginni'g to write, Nadr asked if he could do

a rough draft. The answer given was that some unlined paper was
available should he wish to use it. Nadr chose to write on the unlined
paper, and began writing at once. He wrote without pausing until the
fourteenth line. Here, he made a long pause. Another long pause was
made after the fourth line of the second page. The final part of the
story was written much more slowly with several long pauses. On
completing the task, Nadr at once handed in his paper. He did not

re-read.



Table 10

Percentage of Retroapectivé'Comment Concerned with Each of
the Ten Most Frequently Referred to Facets—Nadr

2 Comment

Facet of Composing Spontaneous Provoked Total
Selecting Details 27.5 N 10.6 20.2
Searching for Details 8.7 6.7 7.8
Setting 7.2 4.8 6.2
Respondiné to Stimulus 5.8 4.8 5.4
Commenting on Content 5.8 2.9 4.5
Characterization 4.3 3.8 4‘}
Lexical Choices 3.6 4.8 — 41
Production Strategies 1.4 2.9 4.1
Selecting an Idea 4.3 2.9 3.7
Judging the Whole - 8.6 3.7

68.6 52.8 3.8
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No composing aloud was done spontaneously in the writing of L
the first task.

Nadr's retrospective comments on WHAT TO WRITE? concerned his
selecting of an idea. 1In this case, the topic or title which Ngdr
selected from a list of three alternatives provided the source of his
main idea. He eiplnined, "Well, you gave me the title. From that
title, I got the {dea of a monster in the .night."

In discussing how he wrote the story, Nadr's first concern
was the creating of characters. He stipulated that the people in his
story had to be young:

Well I thought of the story, and they'd have to be young people,
'cos if they're 18 or 19 they wouldn't be no good for the story.
I thought they'd have to be young, but not too young.

Concerning his planning and developing of the story, Nadr

explained:
Well, T had an idea and I worked from that. I kept thinking
of the next part of the storv and how {t would go on and what's
happening in {t.

Nadr's only comment on facets in the category WHAT IS IT LIKE?
was to indicate that he was quite satisfied with the storv. His
comment also gave some indication of his conception of a good story:

Well, I like it. 1lLike, well, it's the way [ usually picture

a story, like not too long and not only half a page. And that's
how I like it. I get into the mood of reading it.

Sound Stimulus Story

Nadr's story, stimulated by the sound of tropical birds, was

a short piece titled In the Dungeon. His composing aloud gave an

indication of a pattern in the composition, beginning with a response

to the stimulus, followed by a search for a basic idea, and the *
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electing of an idea. His initial verbalizations were, "Sounds sorta

in the jungle. Let's see. Where could that be? O.K. I'll call

Nadr wrote the title and the words '"One day'" before pausing
to select and name his character. He rehearsed details of the plot
before writing them, and occasionally paused to re-read and make some
revisions. Nadr made a long pause and pondered the question:""Let's
see. How will I have him get out? A witch? warlock? Leprechaun?
Yeah, a leprechaun. 0.K."

Having decided on the leprechaun as the means of bringing his
story to a close, Nadr quickly completed the task with a few further
verbalizbations c'oncerning the selecting of detaiis and descr@on of
his leprechaun.

Although the story was quite short and quickly written, Nadr
made quite a iot of retrospective comment in both first and second

/

In discussing what he wrote, Nadr explained how the sound

stimulated recall sessions.

stimulus provoked a chain of thought leading to the dungeon story:

While I was thinking on the tape, the sounds gave me the idea
of a dungeon and birds, pigeons and things like that. They
could always fly through the bars of a window, but a person
who was locked in couldn't get out, and, vou know, would £o
hungry . . . and stuff like that.

Comment on facets concerned with how he wrote the storv
began with reference Ep the setting. Nadr explained in some detail
the time setting for the events:

Because dungeons were back in the old days, I decided to put
it back in the 16th century, and I decided it had to be hot so

I put it in the middle of August and, you know, hot would be a
good time for a dungeon story 'cos you get all sweaty and that.

109
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he

The creation of the character, George, involved the choice
of a young person. Nadr indicated evidence of THINKING AHEAD in the
story in explaining the reason why George had to be young:

George is just a made up person, just make believe, and I had
to make him sound young because, later on in the stor¥, adults
don't believe in leprechauns and stuff like that, only little
kids I think, so I had him sound young.

The naming of George also caused comment:

-,

I had to think of a name because if I didn't then. it wouldn't
sound right in the story, and so, the name George came to me.
It's just a simple name, and I decided to put it down.

Most of Nadr's comment on the story was concerned with the
selecting of details. His comments indicated his THINKING AHEAD in

the selection of details:

I had to make him, like, I couldn't let him just go out for a
walk because the next day his family would get worried, so I
made him run away . . . Well, if he didn't run away, like it
said later on he sleeped in the dungeon.

One problem which Nadr had to solve in his story was that
of the time span between events which occurred. The problem was
overcome by having George's adventure extend over more than one day:

1 decided that George, um, that to find.the leprechaun and

get into the dungeon and fall asleep all in one day was too

much. So I put the next day for George to find the leprechaun
under his pillow.

Nadr explained that re-reading what he had written was a means
of helping to get further ideas for developing the story:
Whenever I got into trouble, I would think over the beginning

of the story, and then I'd go over a little part of it, and

then 1'd probably get an idea, and that would help me think of
the next part to do.

In response to the question as to whether he was thinking about

who might read the story as he was writing it, Nadr replied:
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Not particularly. I was just thinking about what was going
to happen next. I don't really mind who reads it. 1It's just
my story and that's the way I wrote it.

Nadr said that he was only "half and half" happy with In the
Dungeon. He summed up, "I could have written a better story but I

didn't have much time."

A

Plot Line Story «

Nadr's story on the plot line '"Little boy . . . river bank
splash!'", which was done as a home assignment, was a short, untitled
piece.

The content of the story was in Nadr's view dictated by the
plot line itself: "As soon as I heard the line, it just poppped into
my head because I thought, 'What else would happen?'."
The source of the idea for the story was a book:

And, like, I got the story, like I read a book two years ago
around it, and I got the main padrt of the story from that.

Nadr indicated that the story was "incubating' when he remarked,
"1 had the plot for about a week.'

As a result of his selecting an idea from a book, and thinking
about it for about a week, the actual writing of this story presented few
problems. Nadr described his composition in this way:

I knew exactly what I was going to write . . . the whole plot
just gave away the whole story that I had, because I knew the
beginning which led to the middle. T got to the end and I
did the end.

Once again, Nadr was careful about the time setting.

Since the story involved fishing, Nadr set the action in the spring:
Fishing would be good. So I made it in July because the

fishing doesn't come in the winter. So I made it happen in
the spring.
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s

The character in the story was named Jimmy, and was, accordigg
to Nadr, "just a made up person."

Nadr took the opportunity, when working at home, to print the
story. He did this, he said, because, "I don't really get a chance to
print . . . I like my printing better than my writing right now."

Nadr was not completely satisfied with the story because it

. .
was not original:
Wéll, I don't think. it's all that good. But, like, I moétly
~got it from a book that I liked. I don't usually write my

stories from out of books, my book report stories but not
my own stories.

Puppet Stimulus Story

Nadr's story in response to the puppet stimulus was titled

Henry and Hairy Become Friends. Nadr composed aloud throughout the

writing of the piece. Before commencing to write, he spent nearly

a minute in searching for and selecting an idea for the story. He
decided to have two dogs meet each other and become friends. The

time and place setting were also planned before the writing commenced.
Having "entered' his dog, Henry, Nadr paid careful attention to
describing him. Details of the dog's colouring were rehearsed before
being written.

A process of searching for and selecting details, and then
making lexical choices to convey these details, was revealed in the
composing aloud. Nadr rehearsed the dogs' meeting thus:

Let's see. I could make 'em bump into each other Now, what
could they be doing? Well they could be admiring their
colors. Yeah. O0.K. Now, how should I say this? Oh .

Yeah'! Admired their beautiful coat,

Alternative words were considered in lexical choices:
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Let's see. Says, why don'a/they compromise. No. Something

different from that. No. What he says, says . . . I can't
think of anything. Says, says, "Let's compromise.' O.K.
"Let's compromise and be friends . . . buddies . . . friends

. . No! Buddies.

The title was added on compietion of the writing of the story.

During the writing, Nadr occasionally paused, re?read, and
made minor revisions. However, he did not re-read the finished product
before handing it in. A €

L8

In retrospective comment, Nadr told how he got the idea of the

two dogs from two of the puppets. He ignored the other puppets::
There's two puppets that I saw that I‘/liked here, so I
made two dogs meet each other, not three, or no more than
two.

Having chosen his characters, Nadr then planned the events
which formed the plot of the story. He stated that, before beginning
to write, he had the plot worked out:

1'd had, I'd had what was going to happen. Two dogs go down
the street and then gecome friends after they hit. Something
had gone wrong for them.

Again in this story Nadr was particular about the time
setting. He displayed evidence of THINKING AHEAD to later events
in the story in his choice of the time setting.

If it was in winter you know, a cold winter, well now dogs
don't usually look at their fur and all that, I don't think.

So I thought in summer, or near summer, when it's like, in
spring would be a nice time and the day should be warm because
then they could be trotting around all day before they meet
each other. Then, Saturday is a nice day, I think . . . If
they bumped into each other when it was cold and miserable well
they'd get into a real dog fight and start biting each other
and running around after each other.

In his comment on this story, Nadr made one of the two

references to grammar which occurred in the comments of the children
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dur bg the study:
I changed "Harry was' to Harry is' because if "Harry was,"
like that's past tense. And all my teachers like, they told
me to keep it in the present tense or the past tense, in

(g grade four and five and six.

Comments concerned with facets of WHAT IS IT LIKE? indicated

*- Nadr's sense of audience. With respect to his detailed description

of the dogs' coloring he remarked,
Whoever read this would get a good description in their mind
of how, of how exactly how the dog looked . . . I think it's
better to have a picture in your mind when you read a story.
When 1 read a story I get a picture in my mind of what's
happening, and I picture in my mipd all the things that are
happening as I read. ’

Later, when referring to his putting in the name of the street
—

where the action occurred, Nadr s}id,

I put the name of the street éo 1'd make sure that everybody
that read the story would know that they were both going down
the same street towards each other.

Nadr found that the opportunity to compose aloud helped him
to see if the words "sounded right'':
When I hear the sound, it sounds better than when I'm just
thinking about it, you know. Seeing you can't actually hear
it if you're just thinking.
Nadr found that re-reading and thus reflecting on what he
had written helped in selecting suitable words to unfold the story:
There, when 1 stopped for a second and I read over the
sentence, I read it over so I could think of what the next
word would be, a good word for that sentence.
Nadr was quite pleased with his story. He summed up:
Well when they hit each other, and they start arguing, and

then become friends, because it's a switch around from enemies
to friends, I think it sounds neat.
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Swap-Around_Story

Nadr's swap-around story was titled I Catch a Burglar. The

search for an idea caused Nadr some concern. The story was written
at home and involved a free choice of topic. Nadr found these
conditions "very frustrating':

I was thinking and thinking and to get the plot of the story

and to get the beginning going . . . I kept thinking of so

many different ideas but none of them worked out.

Finally Nadr's mother suggested the idea of a robbery and

Nadr remembered a story about a burglar from the Readers' Digest,

and thus the main idea was selected.

Nadr described his story as, “"Sorta, like, not a chase, but a,
a silent chase around the house."

He used his own home as the basis for the setting of the
action.

This story was written in the first person. " Nadr stated
that he chose to put himself in this story because he liked to get
his stories in "different varieties." He was pleased with the result:

, 5
The story is actually, like, I'm the one in it. But it didn't
really happen to me. It's not real. It was, like, I'm in it
and I'm saying it, like, what happened. I decided to write it
that way because all the other stories were never about me.

1 thought it would sound better with me in it and I think it
did. It worked out fine.

Having had trouble beginning his story, Nadr stated that he
knew how the story would go oncg_he started. However, there were some
more problems:

When I got the idea I could tell from the start what the
story was. At times I got stuck trying to think of what

to do next. But I got out of it quite fast.
k4

Hence, it appeared that the details of the story were built
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up as the writing progressed.
Nadr was pleased with the story, particularly because of the
point of view he adopted in the writing:
1 found, well, yeah, I found I had to put in my point of
view, like say as if it was really happening to me, not,
just make-believe.

However, he asked to be allowed to write the story out again

before the children at the other school read it.

Picture Stimulus Story

Nadr's story, provoked by the picture stimulus, was titled

The Mystery Hut. Once again, he composed aloud throughout the

compbsition. He spent a full two minutes looking at the picture
searching for an idea before writing the first sentence. This
sentence concerned the setting for the story. The next decision
involved the creating and naming of a character. Hence nearly 5%
minutes were spent in composing aloud, with the actual production
being only two sentences. The composing aloud revealed the considera-
tion of a problem, and the selection of detail, sometimes after

review of alternatives. For example, in creating his;character,

i
14

Nadr said,

Could have somebody walk thr-ngh a meadow to it. Yeah. Now,

who cduld this person be? i« »e anybody, be a small, No,
maybe a teenager. A teenag: - ~ight. Then he wouldn't
get all that scared, but the: What would his name
be? John? Yeah, John. M- 'l just name him
John Hull.
Mr‘
The process of search. Lﬁand seiecting details which were

rehearsed vocally, usually in pauses between writing, but sometimes

simultaneously with the writing, continued throughout the cemposition.
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For example, between writing "it is a furnished house'" and ''nobody
lives there,'" Nadr verbalized:
Wouldn't there be somebody living there? I'11 make it that
John finds out that nobody lives there and it becomes his and
Pete's hideout. And a few more kids.

The title was put in at the end of the writing of the story,

with two alternatives, Tﬁe'ﬂaunted House or The Mystery House being

considered before a decision was made to use the title The Mystery

Hut.

The thought pattern involved in the search for and selecting
of the idea for the story was described by Nadr:

No story came into my head when I1-looked at the picture.. I
just thought . . . I made it up completely myself. And it
was just, like, from the picture, like. I could just picture
a house, a house, and from that house, I built it up to "old"
and then "abandoned" and them  "haunted." You know. So then
they'd go there. An I made ‘vem, the main story is that they
found out that the house wasn't really haunted.

Comments on how he wrote the story revealed that Nadr did
some THINKING AHEAD when selecting details. For example, he explained
why John Hull had to be a teenager:

0.K. When I put down that he was a teenager, like a small kid
wouldn't be able to scare off like if some kids came to see

the hut. Later on in the story John and his friend scare off
everybody who came. A small boy or girl wouldn't be able to do
that.

The setting had to involve a misty day:

q

I made it a misty day 'cos if it was a clear, sunny day like
you would be, like John would be able to see his friend Pete
across, across the field. So I made it foggy so, when he got
near it, his friend had disappeared and he couldn't see him.

Nadr also mentioned THINKING AHEAD when discussing an error
made where he left out words in the writing. He explained, "The

reason I made that mistake was [ was thinking ahead of the sentence."

-
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Details were selected as the writing progressed. The character,

Pete, was created when Nadr faced the problem of finding a reason for
John to go to the mystery hut in the first place:

When I stopped there, I was thinking of how, what the reason
was he was going to use to get there, to get to the hut. Why
would he go? For no reason at all? So I made his friend Pete
dare him to, like, "I dare you to go to the hut and go in it
and see what it's like."

Again in this story Nadr indicated an awareness of audience.
With reference to his choice of title, he said,
I named it The Mystery Hut because The Mystery Hut sounds like

a good mysterious name for a story. And I thought that would
maybe get people interested in reading the story.

Nadr did not indicate whether he was pleased with his story.
However, he stated that he preferred the puppets as a stimulus because
they helped more to get his "imagination working.'" His comment implied
that the picture did not have‘the same effect. This may have been
because of the more abstract nature of the picture stimulus. The
playing with puppets may have been a more familiar experience than the
study\of a picture. Nadr explained why he liked the puppets:

I liked the puppets 'cos, they like, sorta told me something,
like, to write about them and it just popped into my head when
I saw 'em. And they wouldn't have to be real because puppets

are puppets and you can make 'em do anything. And I like to get
my imagination working. That's how I like to write a story.

Prepared Story

Nadr's seventh story, which was to be a story prepared in
the week intervening between meetings and then written in a videotaped

session, was titled The Big Goal.

Nadr's composing aloud suggested that the story had not been

pre-planned, and was in fact composed entirely during the videotaped

’



119

session.

The decision was quickly made to write a story about lacrosse,
and the composing aloud ogce again showed the pattern of searching
for and selecting of details to build up the story. Z

The time and place in which the story was set were first\)
decided upon, and the story consisted of a description of part of a
lacrosse game. Periodic pauses were made during which sections were
re-read and decisions made concerning further details of the plot.
For example, Nadr verbalized the following:

The game 1is tied 4 all. And the game is tied 4 all. Mm.
Let's see. What could happen next? I could get the ball
and then .

Parts of the story were rehearsed beforg being written, and
the game brought to a conclusion with Nadr's team winning the champion-
ship.

The title was inserted after the completion of the story and
the final score added to the last sentence.

As was the case with all v}deotaped stories, Nadr did not
re-read the‘finished product before handing it 1in.

The selection of WHAT TO WRITE? was made because Nadr does
in fact play lacrosse. Hé explainbd that the story was '"half and
half imaginary':

The story is, I play lacrosse. 1It's actually like something
happened towme, but this story really didn't happen to me

But it could happen . . . The imaginary part is the score, but
the other part is real.

Comment on the facets of how the story was written again

included reference to the time and place in which the story is set:

There should be a date because then you could be wondering could



it be in January or could it be in December or whenever, in
April. Then the place it could be Europe or atywhere, but,
like, West Edmonton is here in Edmonton. So I put it 1in
Edmonton.

Concerning the planning of the story, Nadr stated that he
had decided that there would be a game the outcome of which would be
left until the ending:

I knew what was going to happen. I knew it was going to be
a close game and, at the end, one of us was going to win by a
goal. It might go into overtime or a third period. I hadn't

decided that yet. So I waited till I got down there to put
that down.

Sense of audience was again evident in Nadr's comments. He
stated that he did not want the gamé to go all the way with his team
and added, "'cos then it would sound too phoney.' He explained
that the reason why he added the score to the last sentence, after
the writing had been completed, was because "I thought maybe somebody
lost track of the score. So I added on 'S to 4.'"

Nadr was reasonably satisfied with his lacrosse story and

remarked, "Well it's not all that suspenseful, but it's got a little

bit in it."

Sufmary of Nadr's Composing

Nadr considered that his storyv I Catch a Burglar, which was

written as a'home assignment in the swap-around task, was the best
he wrote during the study. The reasons for his cholice were,
Well, I think I wrote it like, I think, I put a good chase
in it . . . like how I follow this burglar and through the
house. Well I think I described it pretty well, all of it.

In response to the question "What makes a good story?",

Nadr answered:
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Well 1 think description and imagination make good stories .
how you describe things, and certain words you use. And then
you have to have a lot of imagination if you make, if you make
one, a good one.

Nadr's conception of a good story a8 involving use of

imagination, description and ''certain words' was reflected, to some
extent, in the procedures he followed in composing the stories which
were videotaped. A general pattegn.of a searching for a basié.idea,
followed by a searching for and selecting of details and lexical
choices to convey these details, was discernible in the composing
aloud. .‘:‘

Nadr appeared to enjoy composing aloud, and seemed to
rehearse sections of his story before writing them. He also stated
that being able to hear as well as ''think" was a help to him: '"You
can't actually hear it if you're just thinking."

The stories were generally quite short and tended to begin
with the creating of a character or a time and place setting.

Nadr's statement, "I had an idea and I worked from that,"
describes to some extent the general nature of the process he used in
the composing of these stories. Main idea selection, the creation
of a charactgfjand a choice of time and place setting were followed
by the building up of detail to unfold the story to the reader. In
the making of decisions on detail, several instances of THINKING AHEAD
to parts of the story not yet written were observed. Atstimes, Nadr
re-read sections of the story to get clues for selecting further
details. He did not re-~read the finished product.

Two of the stories were written in the first person and Nadr

stated that he liked being able to present his 'point of view."
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Nadr appeared to be quite aware of his audience hnd, in dis-
cussing his writing, made several references to "the reader.”

Although the stories were short, Nadr's introspective and
retrospect {ve comments were quite detailed and relevant. He appeared
to be generally happy with wh:t he wrote and was quite willing and

comfortable in discussing his writing.

Billy

Biographical Sketch

Billy is the youngest child of a family of six children, five
boys aged 25, 24, 15, 14 and 11 (Billy), and one girl aged 19.

Billy's parents are Chinése born but have lived in Canada for
many years. All the children were born in Canada. The parents are
engaged in the restaurant business.

Both English and Chinese are spoken in the home, but English
is usually spoken by the children. Billy can speak but not write in
the Chinese language.

The family lives in a single family home in the city of
Edmonton. )

_ At the time of the study, Billv was aged 11 vears S months.

Billy's speech was sometimes difficult to follow since
he speaks quickly and, at times, rather indistinctly. However,
it was possible to understand all comments which he made on his
writing.

School records showed thé; Billy, who has attended the same

public elementary school for the whole of his school life, has always



performed at a high level in his school work. The two women teachers
who share the teaching of the grade 6 class both described Billy as

an excellent student. Mrs. I. pointed out that Billy was her "top
student'':
Billy is the top student in my room. Of all the children I
have for reading, he is away ahead of the rest. He's already
finished his year's reading, having read 32 books. :

Mrs. C. also rated Billy as '"tops':

In Math he's tops. He hasn't had a mark below 87 since I've
had him. 1In Social Studies, Science, Spelling, Phxsical
Education, he's excellent in them all.

However, both teachers felt that Billy's "'low, growly voice'
was his only disadvantage in school since his oral communication was
not good. Mrs. C. felt that Billy's being bi-lingual may aggravate

o—
,hiérspeech problem and added, "He's slurring his English very badly."

Billy's parents declined to be interviewed because of their
lack of proficiency in the English language. However, they requested
that one of the older boys meet with the researcher to provide personal
data on Billy. Hence, the researcher met with Tom, Billy's 24 vear
old brother, a business administration student at the University.. Tom
explained that Billy learned to speak both Chinese and English before
starting school. He is thus proficient in speaking both languages.

.Azom pointed out:
At home we speak a mixture. We switch back and forth between
English and Chinese without realizing it. B{lly speaks Chinese
but cannot write more than his own name in Chinese.

Tom had no knowledge of Billy's early reading and writing

development. However he explained that *Billy is now a very keen

reader:
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Billy reads a great deal at home. It is a matter of concern
to my parents who would prefet he got out more and met more°
friends, but he's more of an introvert and stays home and reads.

Billy does not do any self-sponsored writing.at home. The
only writing he does is in connection with his school work.

Tom explained that Billy was particulafly interested in
sports books and in pop music.

Shown some of the stories which Billy wrote during the study,

Tom commented, g

Some of these expresgions he uses like 'far out" and "wimp"
he would have got from his brother D. whose language is the
most grossest. .

~
Tom felt that Billy was ''more serious than the rest of

us," and added,

At one "stage he became quite obsessed about death R
he went through a period of being quite depressed about death.
He 1s sometimes too serious about things, we think.

»

e

Quantitative Analysis of Comment

Table-11 shows that the length in words of Billy's stories
varied greatly. Ehe swap—around story with 812 words was by far the
longest story. The videotaped stories were qulite short and written )
quickly. Billy's writing rate was quick, suggesting that he had
little difficulty in composing the pieces produced in school-based
tasks

Billy did little composing aloud. A total of only 46
elements were recorded in all four videotaped tasks. These referred
to 11 different facets. Table 12 shows that the majority of composing

aloud was concefned with HOW TO WRITE IT? particularly the Developing

and Components of the stories. Selecting details was the facet most



Table 11

Length, Writing Time and Writing Rate of §tories—B111y

Average Writing

Length Writing Time Rate
in in in
Story Words Minutes Words per Minute
First 410 28.0 14.6
Sound Stimulus 110 12.3 8.9 N
a

Plot Line 350 - -
Puppet Stimulus 196 , 10.6 - 18.3
Swap-Around? 812 - -
Picture Stimulus 185 8.5 21.7
Prepared 161 8.3 19.3

a
First home assignment

bSecona home assignment

125



. 126

Table 12

Percentage ofsComposing Aloud Concerned with Facets in
Main Categories and Sub-Categories—Billy

% Composing Aloud

Categories and Sub-Categories
of Facets of Composing Main Categories Sub-Categories

WHAT TO WRITE? 19.6
Ideas - 19.6

Sources K - -

HOW TO WRITE IT? 78.3
Beginning - -
Developing -- . 43,5
Finishing - 2.2

Components -= 32.6

Concer

_ WHAT IS IT LIKE? 2.2
Evaluating - 2.2
Discussing -— --

Reading - —-

100.1 100.1




often referred to in composing aloud but, as Table 13 shows, a large
percentage of comment was concerned with the naming of characters.

A total of 213 elements of retrospective comment, 76
spontaneous and 137 provoked, were recorded. Reference was made to
30 different facets. Table 14 indicates the spread of éommeﬁt over
the main categories and sub-categories of facets. Table 15 shows
that selecting details was the facet most frequently referred to with
commenting on content and literature being ather'facets frequently
referred to.

The detailed examination of Billy's writing and his comments
on it illuminate the nature of composing processes reflected in the

quantitative analysis of comment.

Composing the Stories

First Story

Billy began to write almost immediately after being given
the first assignment. He chose his own topic and produced a science-

fiction story titled The Mvstical Race. Billy wrote on the unlined

paper. He wrote quickly and fluently with few pauses. He appeared
occasionally to re-read, and made some crossouts and corrections
following these re-readings. -

After completing the writing of the story, Billy re-read the
whole piece and then wrote up the title.

Billy did not compose aloud while writing his first story.

In retrospective camment, Billy acknowledged that the inspira-

tion for his story came from television and science fiction movies.

However, he claimed, 'Most of it I made up myself."
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Percentage of Composing Aloud Concerned with Each of the

Table 13

Ten Most Frequently Referred to Facets—Billy

Facet of Composing % Comment
e
Selecting Details 32.6
Naming 21.7
Responding to Stimulus 8.7
Searching for an Idea 6.5
Searching for Details 6.5
Tifle 6.5
Selecting an Idea 4.3
Lexical Choices 4.3
Theme/Moral 4.3
Ending ' 2.2
97.6
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Table 15

Percentage of Retrospective Comment Concerned with Each of
the Ten Most Frequently Referred to Facets—Billy

7% Comment

Facet of Composing Spontaneous Provoked Total
Selecting Details] 27.6 9.5 15.9
Commenting‘on Content 18.4 8.7 12.2
Literature 11.8 6.6 8.4
Lexical Choices 5.3 5.1 5.2
Productidn Strategies -= 8.0 5.2
Naming 9.2 1.4 4.2
Theme/Moral 3.9 3.6 3.7
TV/Movies 2.6 4.4 3.7
Judging the Whole -- 5.8 3.7
Title -- 5.1 3.3

78.8 58.2 65.5
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Billy's comments on how he wrote the piece indicated that he
had little difficulty in putting this story together:
I just thought out which days, just picked any days at all.
And that's about it. Everything just fell into place after
that. Everything fell intogplace after I got started.
Most of his comments concerned the selection of details for
developing the story. His one comment on his characterization was:
The boy I picked for the story, I kinda thought about the people
I'd pick and the boy I picked kinda . . . you know . . . he liked
all those spiders and bats and all the furry stuff, and crawly
bats and all that.
Billy's attitude to the finished product suggested that he
considered his writing to be a first draft which required re-writing:
Most times I would write 1t up again. And then check it out.

Then chuck the rough copy away . . . This was to get the ideas.
Then I would write it up again.

Sound Stimulus Story

The second story was provpked by the sound stimulus, tropical

131

birds. The writing was videotaped and Billy was asked to compose aloud.

However, Billy found the notion of composing aloud very strange and,
apart from a few audible verbalizations in the early stages of writing,
did not compose aloud once he became engrossed in writing.

While listening to the recorged sounds, Billy said, "Noisy!
Let's see." He then wrote the first sentence before pausing for
around 15 seconds and remarking, '""Oh! I don't know what to sav.'
He then went on writing, and continued with few pauses and no

further audible verbalizations, until the writing was complete.

The title of the story, A Lesson Learned, was written on completion

of the writing of the story. However, Billy did not re-read the



finished product.

In retrospective comment, Billy explained that the idea of
what to write was prompted by the sound stimulus which he described
as "noise'':

When I heard the tape, what I thought it was about, oh, was
a lot of noise and commotion, almost like a noisy walk in the
park, or some kind of room that was full of noise.

From this first impression of noise, Billy selected his idea
for the story:

I got the idea of having him entering the classroom and having
it really noisy, like, like almost like there was a big crowd
in there.

Billy's personal experience lay behind the idea of his
character's winning a reading contest:

I got it from things that we do in class. We have things
like where we read so many amount of books, right, so that's
where I got the idea, you know, for the reading contest.

Billy's story moved from the classroom to the involvement of
his character, Jonah, in a cigar smoking incident. Billy stated
that, when he began to write, he did not know what direction the

dtory would take. He explained, "It just came along as I went."

Billy's character was named Jonah, '"from that guv in the

Bible that got swallowed by the whale." Asked why he chose a Biblical

name for his character, Billy replied that he didn't know. "I just
picked it. So that's about it," he remarked.

Most of Billy's comment on the story concerned the selecting
of details. However, he displayed a capacity to detach himself from

the story itself and comment on the content, particularly on the

behaviour of Jonah:
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I guess he was still, so, um, an elementary school student.

He didn't know much about cigars or tobacco. What would he do?
So he decided to ask his family about it . . . I think then
that he knew his pa could have died from cancer by cigarettes.
Jonah was glad he didn't like cigarettes in the first place.

In his story Billy used words such as 'cool" and "freak out."
He explained,
Those kids, well, you know, they did those things. Like most
teenagers do things like that, and they do things like smoke
pot, you know, and freak out. So they used those words.

Billy's story was titled after it was written. The title,

A Lesson Learned, reflected the "moral" of Billy's story ‘which he

summed up thus:
Jonah said that he'd, um, never smoke cigarettes. And
this story his ma told him he learnt his lesson from, and from
the experience his pa, his father almost had.
Concerning the title of the storv, he commented,
After the story you know what to call it . . . You know I
basically know what the story is about, so I build the title
around that.
In reply to the question as to whom the story was written
for, Billy replied, '"No one really. 1T don't really write stories

for anyone, most particularly, that is.'

Plot Line Story

Billy's story on the plot-line, "Little boy . . . river

bank . . . splash,” which was the first home assignment, was titled

The Trial Journey. He acknowledge the sources of the idea for the
-,
story:
I got the idea from another book I read called Summer of the

Swans . . . and he took a moped, and, um, you know, ran away
with it, and it exploded. I got that idea from the movies.

Billy stated that he spent some time incubating the idea



suggested by the plot-line before writing

1 got the topic.
1 thought about for a 1ittle while,
took a plece of paper and just

Asked how he planned the story, Billy explained,

basically I had it all thought

You know I thought about 1it.
and then one night 1 just
wrote it out.
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the story:

A lot of things

"Well

out before I wrote ie."

Billy felt it was easier to write a story at home rather

than in front of television cameras because,
it on television, you see all your mistakes.'

Billy's comments on the selection of detalls

"1f you've got to watch

for building up

the story acknowledged the movies and television as being the inspira-

tion:

When you watch movies you always see a
and roll over and over and go "Pshew,"

when he dragged himself forward,
of a tree limb as a crutch, in the war
always see them do that. You see them
and dragging themselves along.

Once again, Billy added a slightly
naming of his character:
The characters actually they're just

vou know, Jacks, like it's the same as
"g'" to it, it sounds different.
The mother occurs in this story.

Billy commented,

She was very temperamental about things like this
know I was thinking about what most mothers would do.

car go over the edge
right? It explodes
you know, used a part
movies you see, you
always using crutches

unusual detail in the

names that I thought up,

Jack, but if you add

Concerning her behaviour,

You
They

would probably say, "oh'" and sorta worry about you at first.

Then next day they say,
sorta, very different.

Once again,

of the piece. His only comment was:

"How come you do that?"

Billy had little comment to make

""Yeah.

Then they're,

on the quality

It's good enough. Yeah."



Puppet Stimulus Story

Billy's story stimulated by the puppets was titled A True
Friendship. Billy did some composing aloud which appeared to be
chiefly the verbalizing of ideas and details which were being con-
sidered for inclusion in the story. Some verbalization occurred
simultaneously with the writing, but, more often, a part of the story
was considered and then put into written form. The writing proceeded
quickly and smoothly, and the amount of verbalization decreased as

Billy became engrossed in the writing. He paused periodically during

the writing to re-read. Some minor revisions were made following this

re-reading. The videotape of the writing revealed that Billy was
able to build up his story quickly, through a process of searching
for and selecting of details, with only occasional pauses in the
writing being needed to make minor corrections.
At the conclusion of the writing of the body of the story,
Billy did not re-read. However, he considered the selection of a
suitable title: '"Let's see what he tried to tell him. A True
Friendship. O0.K." The title was then put at the top of the piece.
In his retrospective comment, Billy stated that the idea for
his story came from literature:
I got the idea mostly for the dogs from a book I read called
Rabbit Hill by Robert Lawson. They have the same kind of
relationship as between the mole and the mouse.
Billy's comments concerned with facets of how he wrote mostly
involved the selecting of details to develop the story. Once again

Billy added comment on the behaviour of the characters:

Everytime that John visited Paul's grave, the thing is that, he's
kinda like a human, you know. Like, um, say your brother dies
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at a certain age, but you'go to the .pemetery to visit him
once in a while, you see, you know, like, take, you know, to
see him even though it's his grave.

Billy was able to articulate the theme of. his story:

The mouse and the dog are loyal friends.i\}>;2py're friends,
you know, can't separate those two. And a e end when he
died finally, it showed he was a faithful friend.

The theme of the story was reflected in the title on

4

which Billy commented: <~
a
Well, most times when I write a story, you know, 1 usually read
it over again 'cos I never think of the title first 'cos, then,
the thing is, 1 really don't like writing down the title and
putting the story round it . . . I just think i® over, you know,
pick the title out.

e
L}

Ongce again, Billy's characters were given names taken from
the Bible. In composing aloud he rejected one Biblical name for
the dog in favour of another: &

This dog shall be called . . . Isaac . . . No. Maybe not!
This dog maybe should be called Paul. Paul, yeah, that's a
better one. He should be called Paul.

Billy was unable to say why he used the Biblical source
and pointed out, '"They're only names that came to my mind."

The setting for the action was a street called the Berry
Main. Billy explained how he added a novel touch to the usual

L 2
"Main Street'':
You know, all these streets are Main Street, you know, so I
just added the "Berry'" to it. I just thought it out at the
time, so I just used {it.

Billy indicated that once the general idea for his story was
decided upon, the story was built up as it went along:

It just came along . . . that's the way I write. I just write
out the first parts. After that whatever comes into my mind.

After that I just write it down, after that, you know .
It just comes afterwards.



The influence'of television was apparent in Billy's comment

about death:

When you watch movies on TV. Right. Like, um, let's say some
movie. ‘Some policeman is, right. And the robbers come and
try shooting police, and the policemen shoot back and one
policeman gets shot. Right. And he falls down, you know.

And his friend comes along and says, you know, well, '"How can
he be dead?" You know, he just can't believe it.

Billy's judgment of the quality of his story was simply,
"Well, it's good enough for me "
>
Asked for whom “e had writts: -hne story\lﬁilly replied, "'Well,

I don't really go to ~: ~» sturies tcr w-vone. "1 just write it."

’

Swap-Around Story

Billy's swap-ar. nd story was a .onger piece than any of the

others he wrote during the -~rudv. Titl!ed Space Mission, Billy acknow-

ledged the source of the idea as being the movies.

Billy stated that, after thinking about the assignment for a
couple of days, he wrote the piece in one single session. He wrote
-ust tne one draft which, he thought, took him about an hour and a
half to write.®

Billy did not make much comment as to how the story was
written, except to go over the details selected to develop the story.

Cogcerning the characters for the story, Billy found the need
to bring in more than his majn character because, i

I figured that maybe one person wouldn't be enough to form
the story. So I brought in another person because I felt the
story wanted it.

In his story;$pilly used some illustrations. He explained

& |
that the drawifigs were intended ''to make it lock better."
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This story was written to be read by the students from the
school, other than Billy's own, who were taking part in the study.

Billy indicated an awareness of this audience and the effect it had

[y

on his writing: !

I was kinda thinking of who will read it. And I was kinda
wondering what they will say about it. That's what I was
thinking of really. You know. Will they say it's great, you
know, or terrible? You know, things like that. It's written
a bit differently, I'd say that.

Picture Stimulus Story

Billy's story, provoked by the picture stimulus, was titled

The Runaway Cat. Billy wrote this story very quickly and his composing

aloud consisted mostly of merely verbalizing the words as he wrote
them. However, before commencing to write, he verbalized a response
to the stimulus, the selection of an idea and the selection of a name

for his cat character:

Let's see . . . It seems a cat, and his was . . . It seems a
cat and his name was . . . What's a name? His name was
Say his name was . . . Frank.

This preliminary verbalization ocgupied about one minute.

Then Billy commenced to writé. During the writing he paused three
or four times to re-read parts of the writing and make minor altera-
tions. Pauses were generally short, and the selection of ideas to
build up the story was made quickly and with little consideration of
alternatives before being included in the writing.

. At the end of the story, Billy wrote up the title. He did
not re-read the piece. 2 )

In his retrospective comment on #he story, Bi?}y indicated

; . ?
that he found the picturéﬁgggood stimula® for vritingﬁﬁk
~p . ‘ \ -~ k\

“\;‘;
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When you see a picture, you kinda see what it's like in your
mind, and you see why is he doing that for, and then you just
write it downm.
Billy found the picture a help in getting started:
It was good for starting off in the first place. O0.K. he jumped
on the table and looked out, like, at any place. So that was
what started it off in the first place.
With reference to how he wrote the story, Billy stated that
the story was built up és it went along:
Well, I wrdite basically the same all the time. Basically, you
know, I write a little while, think a little, then, you know,
it just comes along . . . That's just the way I write.
The development of the story involved the searching for and
selecting of details. These were derived from literature. In his

comment on this story, Billy referred to five different books in

different comments:

I gct the name Frank from a book called Where is Frank?

Frank was trying to tell them his name. 1 tried to4
all the stories I've read such as Doga the Pooga by

. Where I said the owners were out looking for him¥arm
one got drenched, again, like, in the story the idea came a little
from a book called Summer of the Swans where a guy got lost and
they tried looking for him and the owners got worried

The idea I got for a cat where he came out and meeowed was
mainly I think from the books I read in the Space Cat series
by Reuben Todd

Like in some books I've read, like The Great Cheese Conspiracy,
they always run away somehow to get adventure. That's why, I
think, the cat ran away in my story.

As well as the literary sources cited in connection with the
selecting of detail, Billy also referred to his ''general knowledge"
as being the inspiration behind some detail.

Well the thing is most times when you always see a cat when
he fatlg, he falls on his feet
v

i
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Like somebody sald that you can see what dogs say, or a cat, if
you look at his face and watch his eyes for a long -time.

Again in this story, Billy commented on the behaviour of

character and, in so doing, indicated that his compo&ing involved

selecting from "a lot of weird ideas':

the

the

Where I said the man grabbed Frank, I didn't really explain

why he grabbed him. I suppose what he really wanted was a

pet, but I never really explained that in the story . . . I sort
of get a lot of weird ideas and I sort of have to pick on one
and use it.

Billy made mention of lexical choices involved in conveying
ideas and details which made up the story:
In the story I said that he was caught by a "dog-catcher."

I changed that to "man" . . . T know that they do catch cats
sometimes, but I'm not too sure.

Later, Billy referred to h!ﬁhoicé of adjectives to describe
runaway cat's condition:

At the point of the story where I said "Frank was starving,
cold and wet," I was planning to say 'cold and miserable"
really. That's what I was thinking about really, you know, if
you're saying a person's "eold and miserable.'" But I decided
not to have him like that. And so I just got him wet in the
thunder and the rain.

Again, in his comment on this story, Billy summed up his

main theme: L

I think the main thing I was trying to say is that, um, you
should be satisfied, I guess. Be satisfied with what you've
got, and so I think that maybe would be the main point of the
story.

In connection with the ending chosen \for, the story, Billy

referred to not wanting to "disappoint with the story':

1 think I decided to have a happy ending so I really won't
disappoint, you know, 1 really won't disappoint with the
story . .- . I usually have a happy ending to my stor#es.
They seem to work out better. Like early in this story I
thought maybe it might have a different kind of ending where
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everyone gets killed or that but I decided not to. It's just
the way I write.

Prepared Story

Billy's prepared story was titled Micheal's Mistake. Once

again, he wrote quickly with few pauses. Billy's composing aloud
revealed a pattern of searching for and selecting details which were
rehearsed before’being included in the stoty. Billy spent only
about 20 seconds in inventing an# naming a character before beginning
to write. The story then procegeded with composing aloud followed by
writing as the general pattern. When the writing of the body of the
s

story was complete, Billy did not re-read the finished product.
However, in selecting a title, he once again looked for the theme or
moral involved in the story:

I think this story should do something with the way he

learned his lesson. Let's see now. 1'11 call it Michael's

Mistake.

4% retrospective comment, Billy stated that the idea for the
story was selected '"on the spot" and actually "surprised” him. The
nature of the assignment was to plan a story during the week and then
write 1t during the videotaped session. However, Billy did otherwise:

‘I had all these other plots in my mind which I was thinking
about when I got this assignment thing, right, but as soon

as I got in here I got this new idea instead . . . I was

really surprised, a little surprised at this story because I
never even thought about this plot. I thought about other plots
but not this one.

Once again, the source of Billy's main idea was a story he
had read:

I was kinda thinking about a book I've read called Machine

Gunners by Robert Westfall . . . that's where I got the idea
for the story.



142

In his com&ents on how he wrote this piece, Billy again
referred to his way\of writing: '
Well, T wrote b#sically the same as all the other stories. 1
just thought, well, this happened . . . I think about what I'm
going to say and then I write it down.
In discussink his characters, Billy indicated the origins
of their names:
George came from the song I heard by Rod Stewart, and Michael's
just a name I picked from this guy in my class. So, and Roy is
just a name that came into my mind.
Billy commented on the behaviour of his character, Michael,
following the attack by the bully, Roy:
I said he wanted to get even, probably because I mean a
normal reaction by someone of his age or like about my age
even . . . I figured any kid would try to figure out some kind
of plan how like to get the guy back.
As was the case with several of Billy's stories, he referred
to the moral or theme:
Well, I think the main idea is "don't be over-confident" or ¢
"don't try to make fun of a guy or he'll kill you'.
the moral is that you shouldnft be over-confident or too
cocky. '
Asked how he rated the story, Billy's answer was similar

to those he gave in relation to his other stories: 'Well, it's good

enough."

Summary of Billy's Composing

In the final interview, Billy stated that he thought his

story, The Trial Journal, based on_the plot-line "Little boy

river bank . . . splash!' was the best he had written during the srudy.
The reason he gave was that his character, Jacks, turned out to be

rather like Billy himself:
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There's this guy, you know, called Jacks. He's made a bit
like me. So far, I wouldn't steal a moped. So, you know

he's a bit like me . . . Well, I never really planned it like
that. Now, you know, when I look at it, I find he was a bit
like me.

Billy was cautious in his reply to the question as to what
he thought made a good story. He said, "All depends on the kind of
book . . . most authors write different." The researcher pursued
the question and asked what had gone into the writing of the stories
which Billy thought were his better ones. Billy answered:

1 think about naming the story. Then the best part of the
story should be the middle and the end in my opinion. If you
have a good ending, it should be a good story.

Billy gave no further insight into his conception of a good
story.

The writing behaviour displayed by Billy in the production
of the videotaped stories was that of beginning at once to write,
with little apparent planning of thé story. An idea was selected,
characters created and named, and then details built up as the story
progressed. Billy's wide reading provided him with ample resources
for sele%ting of details. "Movies and telgvision, his personal
experienée, particularly as the youngest member of a large family,
also provided sources of ideas and details.

Billy found composing aloud quite difficult, and the verbalizing
he did was usyally the rehearsing of details prior to their being
Jritten.

His stories were built up in the course of the writing. Billy
referred to '"the way I write" in such statements as:

It just came as I went

I just wrote out the first parts. After that whatever comes to
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my mind . . .
I write a little, think a little, then it comes along . . -

1 just think about what I'm going to say and then I write it
down.

Billy revealed the capacity to detach himself from the
writing and comment upon the behaviour of his characters. His
stories tended to express a moral which Billy attempted to reflect
in the titles which were wrizten at the end when, he explained, "I
basically know what the story i{s about. I build the title around
that."

Billy's-stories were written quickly and easily. He appeared
to have no problems with mechanics such as spelling, punctuation and
grammar. The stories were done in a hurry and, apart from the swap-
around story, with little apparent concern for their audieHZé. Billy's
attitude towards his finished products was reflected in his assessment

of several stories: ''Well, it's good enough."
Debbie

Biographical Sketch '

Debbie is the eldest child in a family of four children. She
has three younger brothers aged 7, 3 and 1 year. Her father is a news
reporter on a city radio station and her mother performs home duties.
The family lives in a single family home in the city of Edmonton.

Debbie's father was born in England. Debbie's mother, and

M.
Debbie hersef%? are Canadian born.
At the time of the study, Debbie was aged 10 year=s 11 months.
The first two years of Debbie's schooling were spent at

another public elementary school in Edmonton, but she has attended her,



145

present school for the past four years while in grades 3, 4, 5 and 6.

School records show that Debbie is a high performer in all
school work.

The teachers who share the teaching of the grédes 6 at
Debbie's school pointed out that Bebbie is a prolific reader who
possesses a very wide vocabulary.

Teacher, Mrs. C., reported that Debbie even reads when she
is not supposed to:

Sometimes she falls down in her work because what I teach
doesn't even register because I guess she's reading a book
when I'm talking about it. She reads every minute that she
can.

Both teachers considered Debbie to be 'very smart"” in her
school work although a little untidf at times.

Debbie's mother stated that Debbie had been read to a great
deal before she started school and had learned to read very quickly
and easily at school. The parents made the same comment as the
teachers that Debbie in fact does too much reading. Debbie's mother
remarked, "It's a real problem. She'll read instead of doing what
she's supposed to." Debbie's father felt that, "The only problem with
her reading is that she does too much."

Debbie writes a good deal at home. In fact, she is the only
one of the six children studied who does self-sponsored writing.
Debbie's mother explained:

She started trying to make stories from the time she hardly
knew how to make a sentence. She wrote poetry too. She seems
to have a gift for writing. She writes lots of poems and tries
to illustrate them too. She's written a lot of stories for the
younger boys. She's quite good at it. Sometimes she doesn't

write them down but will make up a story or a puppet play and
do it for them. She doesn't write letters. She's often asked
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me if it would be O0.K. if one day she wrote a book for kids.
Debbie's father writes his own material in his radio work.
He expiained that this influence may affect Debbie's writing particu-
larly in respect to a sense of audience:

I write my own material and I don't knew if she's consciously
picked it up. The whole secret of writing is knowing your
audience and what they will accept. There'll be times you know
when I hear things on T.V. in the situation comedies that I put
by here so that I can use them later. Every once in a while
Debbie will say, ''Was that a good line, dad?" 1I've never sat
down and talked to her about audience, but she probably hears a
lot as her mother and 1 discuss*1it:«

The search for an unusual twist is a feature of Debbie's

writing, according to her mother who explained to the researcher:
One story she wrote for you, you know the one about ''the little
boy and the river bank and splash,'" she didn't want it to be
an ordinary kind of a story like everybody else would write.
She's always seeking for something else and not the same. It's
not going to be same as anybody else's.

The teachers had remarked on Debbie's untidiness in some of
her work. In her writing at home too, she tends to get things down
quickly without much care for appearance. Her mother pointed out.

She doesn't do more than a first draft. Usually it's the first
thing that comes into her head that she writes down, and that's
it. I've very seldom seen her correcting something and going
back and trying to go over it.

In connection with Debbie's writing, her mother concluded:

She loves to just sit down and start writing just for the sake

of writing. I know she just loves writing. There's no problem
that way. She just loves writing.

Quantitative Analysis of Data

Table 16 shows that Debbie's stories ranged in length from a
maximum of 515 words to a minimum of 127 words. Her writing rate was

fairly stable in the five school based tasks, ranging from 13.0 words



Table 16

Length, Writing Time and Writing Rate of Stories—Debbie

Average Writing

-»
Length Writing Time Rate
in in in
Story Words Minutes Words per Minute
First 515 45.0 11.4
Sound Stimulus 285 22.0 13.0
a
Plot Line - 127 - -
Puppet Stimulus 310 26.3 11.7
b
Swap—Around 187 - -
Picture Stimulus 326 31.5 10.3
Prepared 213 18.9 11.2

a...
First home assignment

b ;
Second home assignment
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per minute on the sound stimulus story to 1Q.3 words per minute on
the picture stimulus story. |

A total of 134 elements of composing aloud was recorded. .
These referred to 22 different fécets. Table 17 shows that most comment
was concerned with Developing. Table 18 indicates that 85.8% of
Debbie's composing aloud referred to the ten most frequently referred
to facets, with over half referring to searching for and selecting
details. !
A total of 386 elements, 192 spontaneous and 194 provoked,
were recorded in Debbie's retrospective comment. These referred:to
36 different - »f composing. Table 19 shows that this comment

was divided between the three main c%ies of facets with 19.7,

59.2 and 21.5 being the respective p entages of elements concerned

“\,

with facets in each category. Most comment was concerned with facets
in the sub-category Developing with a good deal of comment also con-

cerned with facets in the sub-categories of Components, Ideas, Sources

and Discussing. Table 20 indicates that Debble's comment was widely
distributed over the facets. The majority of comments concerned
selecting of details. However, Debbie's capacity to stand back from
the writing and comment on it, and also her sense of audience, are
indicated by the percentages of comment referring to these facets.
Her abilitv to discuss problems involved in production may also be
noted.

Ihe examination of Debbie's writing of the seven stories pro-
duced during the study give further insight into the composing aloud

processes she employed.
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Table 17

Percentage of Composing Aloud Concerned with Facets in
Main Categories and Sub-Categories—Debbie

%2 Composing Aloud

Categories and Sub~Categories

of Facets of Composing Main Categories Sub-Categories
WHAT TO WRITE? 11.1 --
Ideas - 8.9
Sources - 3.0
HOW TO WRITE IT? 83.7 -
Beginning » - 4.4
Developing - 53.3 *
Finishing - 5.9
Components ; . T - - 13.3
Concerns . ;*ﬁ . Ml A 6.7
WHAT IS IT LIKE? St T sz Tem
Evaluating s : : j?— RAEEE 2.2
e - '
Discussing , L. ,&kj i 3.0
Reading - ' . . - BRSNS -
- gi ’ 100.0 ' 100.7
Rl :
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Table 18

Percentage of Composing Aloud Concerned with Each of the
Ten Most Frequently Referred to Facets-—~Debbie

Fac;t of Composing s X Comment
Selecting Detail 36.3-
Searching for Detail 15.5
Production Problems 5.9
Ending 5.9
Illustrating 5.9
Naming » & T 4.4 -
‘Responding to Stimulus 3.7
&£Commenting on Content 3.0
Literature 3.0
Planning . ‘ 2:2
85.8
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Percentage of Retrospective Comment Concerned with Each of
the Ten Most Frequently Referred to Facets—Debbie

Table 20

2 Comment

Facet of Composing Spontaneous Provoked Total
Selecting Details 25.5 11.8 18.6
Commenting on Content 8.8 7.2 8.0
Sense of Audience 3.1 10.8 7.0
Production Problems 7.3 4.1 5.7
Searching for Details 6.8 2.1 5.4
'Literature 5.7 4.1 4.9
Responding to Stimulus 5.2 3.0 4.1
Ending 3.6 4.1 3.9
Judging fhe Whole - 3.9 3.9
Naming 4.7 2.6 3.6
L 4
70.7 53.7 65.1
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Composig& ‘the Stories
ﬁ.

Firﬁt Story

Debbie stated that she preferred to be given a topic for

writing, and chose The Secret Cave as the topic for her first story.

éhe chose thé unlined paper and at once began to make notes at the
top ok the page. These notes consisted of lists of names of pegple.
D;bbie spent nine minutes in making notes and apparently planning
the story. During t%gs time she did a kind of composing aloud. She
appeared to '"'talk to herself'" although most speech was 1ﬁaud{?le.
The writing of the body of the story occupied 36 min&?és.
Debbie made several stops, sometimes adding notes at the top of her
first page, underlining, crossing out and revising. She continually
"talked to herself' during composing. ¢
After the fourth line on the second page, she ruled off and

"o

wrote '"Prologue, Introduttion' at the beginning of the writing.

She then wrote The Secret Cave and began writing again.. Near the

end of the second page she printed "END" in large block capitals.
She !E%S drew "Me at 7" and "Me Now" on a fresh sheet of unlined
paper. She did not re-read the whole piece before handing it in.
However, as the rgfearcher read éhe story, Debbie took a sheet of
lined paper and began to write a second draft. A copy of this second
draft 18 included in Appendix E.

In retrospective comment, Debbie stated that the title gave

her the 1dea for the story. A television show, and a book titled

Search for Anna Fisher also helped in selecting an idea.

Concerning the story, Debbie commented,
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, I've always wanted to write this story but I've been kidda
cbhicken a little bit 'cos I didn't know how it could really
turn out. .

The story was written in the first person. Debbie explained

N

why:

I wrote myself in the story because I'd kinda like to haveathat
adventure happen to me, to live in a secret island where nobody
would fight with you and there were no murders, no crime, just

peaceful with a few animals around.

Debbie explained that some of the many characters whose
names were written at the top of the page came from her classroom
with one or two cousins and also a few "'made up'" people. The impor-
tance of naming them all was that,

Every time I write a story I always get the characters mixed
up. I always change the names around. It's kinda hard to
remember if you've got quite a few.

-Debbie indicated an audience awareness, as she went on,

-~ - (By naming them) I'd always know, and the person reading the
story would know, what ages the charaqters were and things
like that, where they came from.

In connection with how she wrote the story, Debbie explained,

Well, I thought about the secret cave, and I thought about the
sgory I'd always wanted to write. I thought about it for a
while, how I should start off . . . Then I just started writing.
And then I made 1t up a little bit as I went along.

Debbie's story had a happy ending as her main character

found peace in a "haven of happiness." Debbie's final comment on

>

* the story indicated a romantic trait:

s Well, about those little cottages. They were little cottages
S that 1 dreamed about when I was just a little kid maybe six or
o seven. I've always wanted a little house like that, a little
cottage with red roof, sand white walls, with flowers on the
windows, and plain, neat furniture, warm quilts, and white
picket fences with some orchards and apples, oranges and cherries
_'cos those are my favourite fruits. And grape vimes to swing on.



Sound Stimulus Story

The story, written in response to the sound stimulus, was

titled The Forest Fire. Debbie composed aloud throughout the
composition. Her composing aloud consisted of the rehearsing of
pieces of the story prior to writing them. She quickly responded
to the stimulus remarking, '"Sounds like some birds or something
are in trouble." ‘

She at once wrote up the title. Details of the story were
quickly selected and the composition proceeded with pauses for
rehearsing followed by silent writing. At times decisions respecting
details were debated: ''I wonder should I have some rescued? Mayby
some fire-fighters come? No. That wouldn't be right."

Towards the end of writing, Debbie made a long verbalization
concerninghcruelty to animals. Only a few sentences oh this theme
were in‘fact written in the story, hence the composing aloud was more
of a type of reflection by Debbie on this aspect of her story.

At the end of writing_ﬁébbie drew a picture'to illustrate
the theme. She commgnted on the picture on its cqmpietion.

Debbie made a lot of retrospective comment on the second
story. A good deal of comment coéﬁerned the selection of details to
illustrate her theme of cruelty to animals. She did not spend much
time on facets of WHAT TO WRITE? except to comment that the_sound
stimulus led to the notion of a forest fire story:

Well, it did sound like animals and birds escaping. At
first maybe I thoqght it sounded like a zoo, those kinds of
zoos they have in universities where they study the animals,

but I didn't really know what to write about it so I decided
to write about a forest fire.
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In connection with how she wrote the story, Debbie discussed
. .

her creation of a setting for the story: .
I decided to give a little bit of background, the j#bbig fitting
in the doorway of its hutch, you know, just a normay{l piece of
forest scene. But it sensed something in the air,. you know.
That's what I wanted the first sentence to be, so that you J’
could sense something, and the other animals could sehse-it.

The characters in the story are not human. However, Debbie
stated that she tried to make the forest creatures a "little bit
human'':

1 wanted them to think a little bit human, you know, to reason
things out when they realized something peculiar was going on.
. They're sort of a little bit human.

Debbie stated that her problems in writing the story were to
think of enough descriptive words, and how to end it. 1In connection
with the descriptive words, Debbie explained,

I wanted it to be descriptive because I'd like the reader to
be there and Peally know what was going on. That's why I said
that the smoke was strong and birds flew '"darts of color" and
the "bright orange flames' and things like that. [ wanted it
to be a descriptive part. ’

The comments concerning the problem of an ending indicated

that details of Debbie's story were added as the story progressed:
I didn't know if all the animals should be killed. When I
first wrote The Forest Fire, I could have written about anything,
zoomed right in on the fire, or on what happened before, or one
day maybe a week before. Then I decided to have some get
away so they could start a new sort of animal civilization in
another forest. So I wrote, "'We'll build a new home' was the
silent thought."

Debbie stated that thcqh}t about the rain coming and putting
. L 00 ay
the fire out was an "afterthought.' Furthermore, the part about

cruelty to animals was added because "I just thought afterwards that

-
'

it md good thing to put in.’
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Debbie was able to clearly define the theme of .her story:
The animals showed a kind of abiljty to face thihgs as they
came and made the best out of them . . . They accepted things
as they came and didn't sit around grumbling.
The finished product was considered to be quite good. Debbie
commented: ’
I would have liked to put in a little bit more description in
the third paragraph and maybe done a little bit better with
the picture but that's all. It's all right. The finished
product, it's all right.
Debbie thought she might make a good copy and a "little bit
better picture'" to give to her grandmother who ''feels the same way
as I do about animals.'" Also she planned to keep the story to

re-read:

I1'd keep this to read when I'm feeling down or something .

I1'd just read this and think about the animals . . . I have
an old dresser full of stories that I wrote when I was really
little.

Plot Line Story

-~

Debbie's story on the plot line, '"Little boy . . . river
bank . 3 splash!', was a short piece titled "2 Little Kittens."
Debbie expiéined the difficulties she had in deciding WHAT TO WRITE?:

I just sort of had those words to go on and there was a big,
broad wide expanse of things that I could have written about.

As a result, Debbie stated, she had several story beginnings
which were ripped up and thrown away. The problem was aggravated by

the fact that she wanted her story to be unusual and to involve a

Rljcause most people would
_Tiver bank into a river,
Bkind of pun to call the
8. kitten called Splash.

write about a little hoy
splash! . . . I thought 1%
place {4lla Riverbank, aph

e
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Finally, Debbie's little brother provided the notion of a
story about "little kitty-cats."

Much of Debbie's comment on the story involved details which
were not in fact included in the story. Her character Splash
obviously inspired many ideas but, in the writing of this story,
Debbie was unable to produce more than a short piece. Concerning the
manner of-writing, Debbie referred to the difficulty experienced in
producing this story:

Sometimes I just sit down because somebody wants a story and I
write it just for them. . . . Or other times I just feel an urge
to write so I just sit down and scribble something down.

But sometimes, like this, it's a real effort if you don't have
something to write about. You just sit there and it drags and

you don't know what to do, and

However, Debbie felt that 2 Little Kittens had possibilities

as a story for younger children:
If I could make it into a little book, and I think I'd have
maybe two lines per page, or big colorful pictures or stuff,
I might give it to my little brother or one of my small cousins
or something.
Debbie's writing outside of the controlled school situation »

seemed to be fraught with difficulties which arose from the extra

"freedom" involved in the organization of the composition.

Puppet Stimulus Story

The story provoked by the puppet stimulus was titled A New

Friend. Debbie's composing aloud began with the selecting of an idea

for a story suggested by the puppets: N

I think I'1ll write a story about puppets because the ones 1
was playing with are so cute. But the puppets should make
somebody have a new friend or something so I1'11 call the
story A New Friend.

She then went on to naming her character and began to write.

12
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The pattern followed was the rehearsing of deta}la before including -
these in the story. Verbalizations were followed by the writing of
short parts of the story. Debbile periodically re-read the story and
appeared to search for details to continue the development. She
appeared to enjoy writing the plece and laughed at her decision to
have the puppet play of Robin Hood included in the content:

Mm. I wonder what play he should be making. Yeah. Maybe.

I don't know. There's quite a lot of good plays. Maybe .

I'm not sure about . . . Robin Hood. I guess that would be a
kind of pun.

She also laughed whep she decided to have her red-haired
boy called Bluey.

O' again, Debbie added pictures to illustrate the story.

Before handing in the product, she re-read the whole piece
and made minor revisions.

’

In retrospective comment, Debbie explained that the puppets
provided the source of the idea for her story. Her personal
experience also helped:

I used to bring puppets to school when I was a little kid, to
do something at recess . ... SO that's how come I used the
puppets as dolls in the story. Besides, that would give a
sort of climax to the story.

Debbie adapted the puppet stimulus to produce a piece on the
theme of friendship. She pointed out, "I think making friends is
nice and I wanteqﬁio write a story about it."

Debbie stated that the story was built up as it went along:

I just sort bf made it up as I went along, kind of. I was
saying to myself what was in my mind. 1 was really sort of
puzzling over . . . um, sometimes the words I'm going to write,

and, but most of the time it's the idea that I'm trying to think
of whatever . . . I just think and suddenly it just comes to me.

0 e
PR &
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{™¢n later comment ON the selecting of details to build up the
story, Debbie said, "1 just put things in that I thought up then."
She also 5em4rked that, ''Sometimes I talk to myself a lot."
In connection with the selecting of details, Debbie pointed
out a problem she faced of not being able to "fit {n" some details
which she would have 1iked to include:
1 had a problem because 1 wanted to fit that he was in a wheel-
chair except that 1 couldn't find any place to put that in .
1 never could find the right moment to enter {t. There were
some parts 1 thought would be just right, but something else
came up and I had to put that in.
Debbie commented on the fact that the written draft of a
story does not always turn out to be what she herself had expected:
Sometimes when 1 think of a story and then put it down on
paper the two are entirely different because of the things
that you can't put in and things that you have to put in,
that you just think up oY something.
Asked what factors influenced her decisions as to what to
put in the story, Debbie said,
Well, it's just a feeling that, well, it wouldn't be the
right time to do it or something. It's just a sort of feeling,
a premonition or gsomething.
Debbie referred to her use of direct speech by the characters
in this story:
1 suppose 1 l1ike to have them seem like real people because
most people they always talk all the time, SO 1 make my
people talk.
The problem of keeping some sort of control over the growth
of the story was indicated in Debbie's reference to ending:
There was a lot more 1 would have liked to put in
half of me wanted to go on writing and the other half

wanted to sort of stop.

She also referred to the use of illustrations in rounding
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off the pilece:

It's fun to illustrate your stories affer, because then you

can kind of, you've got so much you c#R draw on. It's just a

sort of a neat way to end off the story.

Debbie referred to re-reading both for the purpose of revision

and for getting inspiration for further ideas:

I was reading it over to see if it was all right and 1if there

was any parts, any other parts I could put in . . . or else

something that was in there that didn't need to be or something.

I was just checking over.

Debbie appeared to be reasonably happy with A New Friend:

It's all right, you know . . . there are some parts that I
would have liked to put in and some that I should have omitted.
But that's all. It's all right.

Swap-Around Story

The fifth story was written as a home assignment to be read
by students at the school other than Debbie's own, who were taking
part in the study. Debbie's story was a short piece titled, Help:

The idea for a rescue story came from Debbie's reading of

Captain's Courageous. She explained,

When Tim fell into the water and the boats were going to run
him in half and that, you know, but he managed to be saved
and all that. So that's where I sort of got it. They kept
trying to save him and they finally did.
Most of Debbie's comment on the story concerned the selecting
of details and also the creation of her character:
I wanted bim to be kinda bad because, if he was a good little
kid, then you can't write anything about good little kids
because it's boring.
Debbie was very conscious of the potential audience for this

story and took steps to ensure that her story was appropriate:

First of all I went around asking guys what kind of stories
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they liked, and, like, I was going to write a watcha-ma-call-
it, oh, a horror story, yes. But 1 decided not to because I
could have written one and it would have been really terrible.
But I wanted to write this story, sort of, and, um, I gave it
to some people to read and they said it was all right, so

Debbie's comments on the home assignment were fairly brief.

She seemed quite satisfied with the finished product.

Picture Stimulus Story

The sixth story was written in response to the picture
stimulus. Debbie composed aloud for a little over a minute before
beginning to write. Searching for and selecting an idea which had
been "incubating," responding to the stimulus, and plans for getting
started and creating and naming her character were all referred to
in this initial composing aloud:

I think 1'11 write a horror story. 1I'll write one about. Oh.
That doesn't look much like a castle (laughs) . Mm. I'll just
start with the cat on the table. First I've got to figure out
what a dumb thing that would be. Oh. 0.K. That story that

I was sort of composing a little bit yesterday that I thought
when I was starting with the grade sixes . . . No. I don't
think I will start with the cat right away. 1'11 introduce the
characters. Mv best friend's Cathy, so I'll use Cathy (laughs).
First I'll hav. 1 little prologue. Babysitting can be fun but
it can be dangerous. So I'll have she's babysitting and a whole
bunch of weird things happened.

Hence, the general idea for the story was worked out before
the writing commenced.

When writing began, Debbie alternately wrote and then paused
and composed aloud. Details were searched{for and selected and then
included in the writing. Production problgss\occupied a good deal
of Debbie's composing aloud which totalled 138 elements in this story.

One problem she faced, which suggested that detalls were not pre-planned
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but added as the story developed, wag t e character, Jeremy, who

was created early in the/sCOty, fh\fnct tufhed out to be a nuisance in
the later development of the story. Concerning Jeremy, Debbie
remarked, "He can't be in the story, though. He doesn't fit."
In her retrospective comment on the story, Debbie said that

she had planned to write a horror story in this task if it wase at
all possible:

Well I'd sorta wanted to write a horror story but I was only

going to write it if I could find something appropriate to

write about, you know, whatever you gave me to write about

would tie in with it.

Debbie said that the idea had been going throughkher mind

"a few weeks before.'" She claimed that the story was ''made up" but
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said that some details had come from the book Escape to Witch Mountain.:

In her comments on how she wrote the story, Debbie spent a
lot of time on the searching for and selecting of details and also
commenting upon the content of .the story. She said that she had
tried to create

a sort of eerie setting that would make kinda anybody reading
it wonder, "Oh! Now, I wonder what really is in the shadows?"
You know?

Debbie had not planned the details of the story before
beginning to write:

I'd only thought at the beginning that, um, a girl would be baby-
sitting and a whole bunch of welrd things happened to her. But
the thing is L didn't quite know what would happen.

In the story Debbie tried to create a suspenseful situation
to build the story up to a climax. In discussing these aspects of

her story, she indicated her sense of audience:

When I said at the end, ''His hand clutched something black



¢
and furry," the reader would be wondering, you know, "Is it
gonna happen? Is there gonna be a cat?” And it vas only his
toy kitten! You know I was leading up to something and just
dropping 1it. '

- Debbie ended the story by having the mysterious happenings

being part of a dream. She explained that she used the dream "as a
way out': ’ s <
’ .

I decided to end it off because it, as it was a dream, because

there wasn't much time left . . . I didn't have enough time,

80 I used the dream as a way out.

In her comments on the story, Debbie indicated that she was

quite pleased with it. However, she regretted not being able to

think of a title: "I couldn't think of a title, and that'&ttck qygti

Prepared Story

The final task was to prepare a story during the week pre-

ceding the final videotaped session. Debbie's story was titled
’

Christmas for Tina.

In her composing aloud, Debbie began by selecting the idea of
a Christmas story and immediately wrote up the title. She then namedﬁ
her charatter, and began the writing of the body of the story. The
composing aloud fdllowed the same pattern as in the other videotaped
tasks. Details were sought and selected and then rehearsed before
being writeen into the story. The composition proceeded quickly
with few pauses and little apparent difficultﬂ" Debbie did a drawing
at the end of writing and then carefully re-réad the whole piece,
making some minor revisions while d;ing so.

In her retrospective comment, Debbie indicated that she had

made up her mind to write a Christmas story but that she had not(really
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planned the story before the writing session:

I'd just thought about the topic of Christmas and there are
s0 many different things that you could have written about
Christmas that I gort of had to single out one area. But I
really didn't have the story that much.

In her comments on how-she wrote, Debbie claimed that,

In the story nothing worked out the way I wanted it to really,
because I'd think of sowmething, you know, this has got to be
in, and then it wouldn't make sense, so I'd have to think it
over in my mind again . . . So this one was kinda mixed up.

In reply to the question as to why she thought the story
didn't work out the way she wanted it to, Debbie replied,

I think it's because, when I first started writing, I was
thinking too much about, well, people in general, kind of,
sort of . . . I had thought about the first little bit but

I wasn't quite sure how I was going to end it off.

s s

In later comment, Debbie referred to having made selection
of detail "just in the minute’:

I finally decided, you know, just in the minute that I was
going to get her gome presents. That would sort of shorten
the story up a bit. '

" Debbie's final comment on the story indicated that the
enforced re-reading of the story in stimulated recall sessions showed
up the‘flaws in the story. However, in spite of this, she was quite
happy with the final product:

It could have been a little bit better. There was a few
things I shou®d have put in there you know, like. I see
that in almost every story, you know, because yoﬂ sort of
want to be better. You look at your finished product and
you criticize it and you say, "I could have done that."
But I think this one's pretty good.

3

Summary of Debbie's Composing . ™

In the final interview, Debbie was asked which story written

_ during study she considered to be the best. <She selected the

A\
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story titled Help: which was written as the second home assignment for
the other grade 6 children. The reason she gave ﬂpr her choice was

that in the story her character was "bad, and had to take the com-
sequences." Also she considered that Help: was a "kind of exciting
story." s

In reply to the question as to what she considered a good
story should have, Debbie said, "Well first you need a sort of basic
outline, like what you rﬂygogqg to do.". However, she admitted that

r

_ she did not always make q’ﬂpuﬂlind’befbre writing her stories:

"I just went ahead. Like, in Christmas for Tina, I hgdn't really
thought it out much."
Anothertquality\df a good story, Debbile said, was that the

characters should be worked out, so that "you can remember who they

are.
/

Debbie claimed that the best story she héd ever written was

one in whigch there was coq&lict between the characters.' Also,
w

this story was truly "original': . ‘“53

It was an original story. It was the only story, sort of,
that I've ever written that I'd got absolutely ng parts
from any book or anything. '

N

Hence, Debbie's conception of a good story was one that was
g y

pihnned beforehand, Yiﬁh characters well worked out, with a conflict
in it, and which was orfgimal. As she herself pointed out, however,
these qualities were not always present in her own stories.
Debbie's prolific reading provided hifr with an ample stock
of ideas and details which ghe vas quickly able to draw upoﬁ\to build )
i 3?0— \
up a story. In the study, shéxhppeared to,quickly select a main idea,

L -, e .
Sk
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create a setting and characters, theakmo build up detail as the story
progressed. In attempting to describe her writing processes, she
indicated the nature of this progressive selection of detail: "I
just sort of made it up as I went along . . . I jusﬁ put things in
_that I thought of then." h

In composing aloud, a pattern of selecting details, rehearsing
the verbalization, and then recording in graphic form was discerned.
Debbie did not find composing aloud difficult since she admitted that
while composing, "I talk to myself‘a lot." Also, in the first story,
" where no direcfion concerning composing aloud was given, Debbie
spontaneously enéaged in a type of private convergation with herself
as %pe wrote her story. Debbie stated that she made :f in her mind
what she was going to say "sometimes the words . . . but most of the
time Fhe idea': ..

71 was saying to myself what was in my mind. I was really sort

of puzzling over . . . um, sometimes the words I'm goinmg to
write, and, but most of the time it's the idea that I'm trying
to think of whatever . . . I just think and suddenly it just -

comes to me.

Hence, Debbie's composing included a type of 'spontaneous’
thought . '
Debbie's stories tended to reflect her wide reading of
children's books in the rather 'stock' situations and characterization.
Her ample storehouse of ideas and details caused some difficulty in
. controlling>the writing. This was particularly evident in th; first
home assignment where she described her problem of limiting her

attention to agpanageable component of the ''big, broad, wide expanse

of things I could have written about.'" She also experienced difficulty

&
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in controlling the writing in her ghost story where she finally
resorted to a dream by hez character "as a way out."

Debbie obviously enjoyed her writing, although she pointed
out, "Sometimes, it's a real effort.” 8he spoke frequently of her
self-sponsored writing, aﬁd her mother told of her writing fét theb
léve of ‘doing so from a very early age. She appeared very much
aware of audience in her writing, a quality learned perhaps from her
father who writes professionally for a radio audience. She said of

her story The Forest Fire, "I'd like the reader to be there amd really

know what's going on." In the writing of the swap-around story, she :i
checked the reaction éf an audience of her beets both to the initial |
1dea for her story and to the finished product before submitting it.

Debbie indicated that she sometimes tried to get an unusual
twist in her stories.

Retrospective comment on the videotaped tasks was generally
quite long, and indica;éa that Debbie took her writing quite seriously.
She" appeared to enjoy'talking about her stories as much as she

enjoyed writing them. 1

]

Brad

Biographical Sketch )

Brad is the youngest in a family of three boys, aged 18, 17
and 11 (Brad). Brad's father is a railway employee and his mother
works part-time in a department store. The family lives in a single
family home in an Edmonton suburb.

" Both'parents, and Brad himself, are Canadian born.

Brad has attended his present school only s}ﬁgi‘the beginﬂiﬁg



of the current school year. All of his previous school life was spent
at another public elementary ;chool in Edmonton.
- At the time of the study Brad was aged 11 years 5 months.
School records indicated.that Brad is a capable student. '
Two teachers, Mrs. T. and Mr. G., share the teaching of -
Brad's grade 6 class in an open area situation. The teachers con-
sidered Brad a good student. Mrs. T. pointed out that Brad is an
avid reader and remarked, "I don't know what kind of books hé doesn't
lik“o read.”" Although an "above average student in all subjects,"
Brad was considered by Mrs. T. to be 'a’student who hurried his work.
She pointed out that, "He's still doing the kind of work that he

doesn't go back and check#'He 1ikes to finish." Mr. G. agreed and
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adde?v
. He_lacks control. If he could control his mind and get his ﬁ
#  mind_more in ordered state, sort of orgapizing the information

that he's rec&ving, he'd became a super gtudent.
s grug

With reference to Brad's oral laﬁguage, the teachers reported

-

that Brad was quite dutstanding. Mr. G, stated,

b
He has a mind that questions a great’ds&i, He likes dis-
cusgsions . . . He 1s an interesting er and has quite
a wide range of interests. However, sometimes he 'jumps out"
before he's thought about things.

Both teachers felt that Brad has not” acquired proficiency in

writing to equal his reading and speaking performance. Mr. G. noted:
He doesn't believe in dressing up a sentence. He tends to hurry
through things . . . I have a feeling that he could become quite
a good writer because he does enjoy talking about different
things. I think i1f he turned that agound so that he could look
at things from the aspect of writing down what he's saying, and
writing it in the way that he says it, people would find him
very interes}in%. '

e

Brad's mother 3tated that she had read to Brad when he was
. o -
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young, and that he had learned to read quite early and with little
difficulty.' Brad reads a srét deal at home now, the parents reported.
- LY

Brad is interested in designing and models. His father remarked,

He likes drawing models of cars and ghat., He is really good

at drawing. Everything is strictly neat and detailed. It's

got to have everything. He's very particular.

A particular interest of Brad's is science fiction, altheugh,

his mother

Ang ~and everything—when he goes*ﬁ%xtﬁe bathroom,
bed@g Sometimes it's comics, sometimes it's
,"But he does read and read.

Analysis of QuantitativeeData > .ij\

Table 21 shows that Brad's stories varied {n length from 99h

words in the sound stimulus story to 430 words in the swap-around

-

story. In the school-~-based taeks his writing rate .was generally
fairly slow, ranging from 5.3 words‘per minutes on the puppet
s‘lus sto;y' to 9.3 words per minute on the ptei:ared story.

Brad did quite a lot of composing aloud with 167 elements
being recorded on the four videotaped tasks. These refgrred to 19
different facets. Table 22 shows that the vast majority of this
comment was concerned with HOW TO WRiTE IT?, particularly facets in
the sub-category Developing. Selecting details, searching for details
;nd lexical choices were the facets referred to in nearly 80% of the
comment, as shown in Tablg 23.

A total of 273 elements of retrospective comment,’ 99 spon-
taneous and 174 provoked, were recorded. Facets of gomgqéii:>referred

e .

fed with

to total}ed 31. T#ble 24 shows that most comment was conc;°

HOW TO WRITE IT? and particularly to facets in the sub-categories
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Table 21 . -« ‘!’

Biad

Length, Writing Time and Writing R&;e of Stories—Brad

1

. ; Ly
=y #
~

Average Writing

Length Writing Time Rate .o
. in in ) : in '
Story Words Minutes Words per Minute
X .
First 250 37.0 6.8
o
Sound Stimulus 99 11.2 8.8
v
Plot Line® 284 -- -
Puppet Stimulus ‘ 180 22.5 5.3
nSwap-Aroundb Q 430 -- -
Picture Stimulus 240 26.7 8.9
Prepared 275 29.6 9.3
3 ‘:‘“‘ "
aFirst home assignmeng? . G m

bSecond home assignment

vk
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Table 22

Percentage of Composing Aloud Concerned with Facets in
Main Categories and Sub-Categories—Brad

% Composing Aloud

Categories and Sub-Categories

of Facets of Composing Main Categories Sub-Categories

WHAT TO WRITE? 4.8 -

Ideas - _— 4.8 ,;ﬁ e
Sources ‘ - -

HOW TO WRITE IT? 89.2 -
Beginning ; - -
Developing -~ 80.2
Finishing - . 1.8
Components -~ 5.4
Concerns -- 1.8

WHAT IS IT LIKE? 6.0 -
Evaluating -- 5.4 -
Discussing -= --

Reading - 0.6

100.0 100.0
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Table 23 | *

Percentage of Composing Aloud Concerned with Each of the
Ten Most Frequently Referred to Facets—Brad

Facet of Composing Y ZAgémment
.Selecting Details 42.0
Searching for Details ﬁiv 20.9
Lexical Choices 16.8
Re-reading | - 4,2
Searching for an Idea 2.4
Responding to Stimulus 1.8
Ending 1.8
Characterization 1.8
Setting ’ ’ 1.2
Naming . 1.2

94.1
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.}
Dcvlloging and Components.

Table 25‘1ndicates that Brad's retrospective comment ranged
over a wide variety of facets,with selecting and eeqﬁching for
details being the most frequently referred to. Brad's concern for
lexical choices may also be noted. >

The examination of Braé‘i writing of the s:ven stories

follows.

Composing the Stories

First Story

Brad chose to write his first story on the topic The Moonlight,

He began work immediately and wrote thg title up

first. He without stopping for 13 lines. He paused for a few
seconds apparently thinking of further details. He did not re-read
what had been written. Writing wa; fe-coﬁmenced, and continued
steadily, puctuated by three more long pauses. At the end of the
writing of the story, Brad did not re-read but at once handed in his
paper. Brad did not compose aloud while writing this story.

In retrospeétive comment, Brad said that. he chose the topic
because "'there's a lot of action in it." He stated that the idea
came partly from a movie but that he made up "most of the parts.' He
also acknowledged the source of some details as coming from his
reading about the Sasquatch monster.

In discussing how he wrote the story, Brad stated that before

beginning to write he was thinking of "Where I could put it, and,

like the characters. I couldn't think of their names." The problem



Table 25

Percentage of Retrospective Comment Concerned with Each of

the Ten Most Frequently Referred to Facets—Brad

%X Comment
Facet of Composing Spontaneous Provoked Total
Selecting Details 26.3 16.1 19.
Searching for Details 15.1- 10.9 12,
Lexical Choices 9.1 3.4 5.
Responding to Stimulus 7.1 4.6 5.
Production Strategies - 8.0 S.
Ending 3.0 6.3 5.
Characterization 6.1 3.4 4,
Sense of Audience 1.0 4.6 3.
«

Naming 3.0 3.4 3.
Setting 3.0 3.4 3.

73.7 = 64.1 67.

———y
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of naming was solved, he expl ing names from the Hardy
Boys television show. .
The story was not plann Brad explained, "I
put it in when it came. I dido - nk it out before I wrote it."
-
~ \
Brad's judgment of w he story was like was, "Well, there's

not much action in 1it, and it's too short."”

Sound Stimulus Story

Brad's sound stimulus story was a short untitled piece about
poachers in Africa. He composed aloud while writing. The initial
verbalizations revealéd his response to the stimulus and the searching
for an idea and supporting details:

- It's a jungle. Something's moving. They're restless.
Something's ,happened . . . Maybe poachers. Hunting. Oh

- what could it be? Africa. Africa. Africa. Poachers.
Hunting monkeys, leopards. “Punting leopards, hunting leopards.

Brad then wrote the firét section. His composition then
consisted of alternate writing and composing aloud. The composing
aloud was chiefly concerned with the searching for and selecting of
details. For exﬂmple, he composed aloud, "Hurried off. 'A rocky
cliff? No. They . . . Rangers saw them. O.K."

The making of lexical choices could also be discerned in the

composing aloud: "Er, park? Foresters? Rangers? Yeah. Rangers."

In retrospective comment, Brad referred chiefly to facets

4

of HOW TO WRITE IT?. His first problem in writing, he stated, ﬁﬁd to \
establish a setting:

Well, I was starting to think, lfke, where could it be, 1like,
and what they were doing there. I sorta thought where could

it be first so I could start writing.
1
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b, Bred gave soms imsight into ‘he pla-t:. strategies before

bcginnin; to write: .
1 .orta thought when ths sound ‘effects vere going om, I sorta
thought, thought out the story very quickly, and tbcn. vhen 1
began to write, I put it into long form.

" As he put the story into "long form," Brad indicated that he
: L X .
did some THINKING AHEAD. As he viewed the videotape, he noticed a
spelling error. He explained, ' - : ‘

I'm a little ahead of the story, because I guess I.was thinking ':' ~
beforehand. I heard what I was thinking befarshand, and I )
thought I Was writing.

.

‘Later in his comment, in connection with the selecting of
- ‘ . &
details for the story, Brad used the term 'thinking ahead':

Well I was sorta thinking if it was going tb be a mias or
going to be a hit. So I was,. like, sorta thinking ahead.

If it was a miss, not much would happen, and if it was a hit,*
there would be quite a bit. Sq I was sorta keeping. in mind
what would happen after, too.

In the second stimulated recall, Brpd again referred 'to his 7 ;

N

thinking:

Well I was writing anothe§ sentence and thinking.  Well, I
was writing a sentence and thinking of another sentence .
One that I hadn't yet written. 1 was thinking of writing it

Lexical choices occupied some of Brad!s retrospective comment
on the story. For example, he explained:

Well, I put "units" for this, like. Uh. It couldn't be
"gquads," or, well, it sounded better, "units." So I
put "units" for it.

In connection with the choosing of words Brad sClted,

Well I think of one sentence, and I think. of different words.
toput in there like. And I think of, well, somf}imes I think

up one sentence,. and then it doesn't sound too good. So I try -
to keep the same sentence, but. Jult try to nake 1t sound better

In his comments on what the story wvas lika, Brnd nadc an

i
{
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interesting comment concerning the audience for his writing:

p

!

Well, I thought, '"Oh, it should be good because someone else
is reading it." 1It's not like a school story that I write it
and the teacher checks it and doesn't look at it. Then I'd
throw it away . . . This had to be pretty good.

However, Brad was not very pleased with the story he had

written. He thought "it wasn't that good,'" because,

boy

I could ha&e made it longer, make a chase. Let him hide out
for a couple of days. Now I've read it and saw it a couple
of times, it was looking simple and easy.

Plot Line Story

Brad's story, written at home on the plot ltne, "Little

river bank . . .. splash!", was an untitled story about a

ﬁ!bnster. Brad stated that the night before he wrote the story he

had watched the movie Tom Sawyer on t%levision, and from the movie

he

'sorta got a little idea.” He also acknowledged' the influence of

a book he had read called The Loch Ness Monster, in the selecting of

the

idea and details of the story.

Brad's comments on how he wrote the story included the state-

ment ,that he had thought out part of what was going to happen before

beginning to write, but the problem of how he was going to ''put a

stop to the monster” and end the story was not considered until duripg

the writing. He stated, "When I was writing it, it sorta came to

AY

me what the monster would do."

Brad said that he found it easier to write t storv at home

than to write in the school situation because, "You can get up, have

a drink, have something to eat, a glass of water."

The only comment Brad made on what the storv was like was,

.
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"The description of the monster wasn't.all that detailed."

Puppet«Stimulus Story

The"puppet.stimulus %rdmpted Brad to write his story titled

Brad did a lot of composing aloud while writing this story.
Once again, this composing aloud was concerrned chiefly with the -
sehrching for and selecting of details, and lexical choices. Some
composing aloud was done to be followed by writing, but in this task,
Brad did quite a lot of composing aloud simultaneously with writing.

The searching for and selecting of details was shown in verbalizations

such as, l A {/

/
He tried to reach it, but couldn't? He reached it? He tried
to reach it? He tried to reach it but he couldn't. Yeah.
He couldn't reach it.

. Lexical choices were revealed in such verbalizations as,

"Pieces? Parts? Pieces? Parts? Pieces? No, parts.”

> :
_ ,At the conclusion of the writing ogﬁfﬁ‘*EEQy of the story,

.

Brad debated the choice of a title:

The title, huh. Tragged.‘br Polar Bear or Help? What could
it be? Crash? Yeah. 1'll just put Crash. Crash. ..

Brad handed in his story without re-reading.

In retrospective comment, Brad explained that the idea for.
the story had come from the puppets. The idea of having a plane
crash with the pilot lving trapped was inspired by one of the puppets
which was lying down:

The last puppet there, I saw someone sort of lying down. 1
know it wasn't maybe meant there. But I thought that.

Also from the puppets Brad got the idea of a polar bear.

&
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The tragn of his thought in planning the story was indicated by the
sequence of concerns he described following the creating of the bear
character:

Well, when I decided on the bear, I thought what the bear
could do, like, if he would attack or be a friend, or, like,
what he would do in the story.

The next concern Brad referred to was the time.setting for
the story:

I was thinking {f it .could happen in the day or the night, or

if if I put in a date or a, or a, like a day or a month or some-
thing like that. So I just put a day, like 'Ore day." Like

I could have put Tuesday or Saturday . . . Well, um, it was a
make-believe story. Like, it wasn't anything specific, and, you
know, it wasn't an autobiography or anything like that.

Having decided on having a bear in the story, some idea of
events, and a time setting for the story, Brad next had to think of
a character. His maiq concern was to name the character:

Now I had the same problem, um, thinking of a character, as
I had in the other stories. Like, I don't know, I just
couldn't think of names for the characters.

Having established a name for his main character, Brad

then attended to the problem of a place setting for the story:
4
I was thinking of where it could happen. And I thought, well,
[ sort of thought, well, the Arctic's the place because Polar
Bears don't live in South Africa or something like that. So I
was thinking of where in the Arcgtic. Arctic Circle?

-

Brad's comments on the story then turned to the searching for
and selecting of details to build up the story:
Well, I was thinking of what would happen, like, would the
engine break down or would it run out of gas or do something
mysterious? )

Thus Brad indicated that he began with an idea of someone

lying down and a polar bear, suggested by the puppets. Next he
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considered plot details ("'Would he attack?") and then a time setting.
Next, a character was created and given a name. Then the place
setting was decided upon. Omnce the story.began, Brad focused on
searching for and selecting details. These were made up as the story
progressed. Brad explained, "I was just writing. Whatever sounded
good, I put in, and what I 1liked."
Brad referred to THINKING AHEAD in selecting details:
There, I was thinking ahead. kahought what would happen in
the meantime. So I had him pinned under the seat, 'cos the
bear was coming. So I thought it wouldn't be no fun if he
gould move around when the bear came. He could just shoot him
off the bat. So I put him,pinned under the seat.
In connection with lexiéal choices, Brad referred to an error
which he attributed to his "thinking" more words than he needed to

put down:

ere I said "trapped pinned" I really sort of should have put
, but ¥ was thinking both of them and I guess I wasn't
ying attention to my hands when I was writing it down .
I was thinking both of them, and so I wrote both of them.

* »
Brad made the comment that he considered putting more 'talking"

into the story:

I was thinking maybe I should have to write more talking in
the story . . . 'cos, you know, I didn't really have much
talking in the story.

-

Asked why he felt there should be talking in a story, Brad
replied,
Well, it makes it a little more real, and, maybe not a

little more real, but, close to life or something like that,
sorta close to life.

hY 4
»
Brad made revisions in the course of writing, changing the

word "he'" to "Fred" in two separate places. His explanation of why

he did so indicated an awareness of audience: '"I sorta thought they
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might have thought it was the bear." The researcher asked who 'they"
were, to which Brad replied, ''Well, you, me, anyone reading the

story."

In his comments concerned with what the story was like, Brad
¥

indicated that he was reasonably happy with the story:
I'm pretty happy.with it. I guess it's O0.K. Well, um, I

put a little, little bit of excitement in it, you know .
I- could have made it longer though.

Swap-Around Story

Brad's swap-around storg, written as the second home assign-

ment, was a science fiction piece titled A Strange Dream.

Brad stated that he had trouble getting an idea for the
story. The actual idea did not come until he was about to write:

On Friday, when I was, my mom started to make me write it, I
still didn't know what, then I sorta got an idea . . . My
mom mentioned some. Then I didn't like them and, you know.
When I started to have the pencil in my hand and started to
write, I thought. - ’

Brad claimed that the story was an original one: ''It
didn't come out of a book or nothing. I made it up in my head."
The sense of audience for the story caused Brad to remark
that this was the "hardestt story to write:
Really it was the hardest‘story I wrote in a way because

you know it was supposed to be good, and I didn't really
know what to write about.

However, the problem of naming the character which caused
some concern in other stories did not pose a problem here: Y

Well the character I had, Rob, well I don't know but I think
it was the easiest one I've got because my best friend's name
is Rob. I was thinking about him because I was going to his
acreage on Sunday, so I guess that's how I got the name Rob.

183
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.

Again, when discussing how he wrote the story, Brad stated

that the story was built up as it was being written: ''The story Just |
came to me as I wrote. Like, I didn't write it out beforehand."
Brad's opinion of the story was, "Well, I guess, well, it

looks good. Yeah. 1 guess so."
. . »

Picture Stimulus Story

The story written by Brad in respo;se to the picture stimulus
was t{pled The Cat. Brad did a lot of(composing aloud during the
production of the story. Before he began to write, he werbalized his
response to the stimulus and searching for an idea:

Cat. Black cat. Evil cat. Witch cat. Witchcraft. Blaek
cat. Terrifying everyone. Ripping apart. < at. Cat. Cat.
The evil cat. The evil black cat.

Brad then began to write the story. He did some composing
aloud during.pauses between the writing of sections of the piece,
while some was done simultaneously with the writing. Most verbalizing
concerned the searching for and selecting of details, and also lexical
choices. Brad seemed to rehearse sections of the story before writing
them. He periodically re-read what had just been written and occasion-
ally repeated the last few words of the text before searching for
further details, and selecting suitable words:

"Moon was full." Yeah. A black cat was scratching on the
window. Yeah. Big? Small? Yeah. Jusg black cat scratching
on the window.

At the conclusion of the writing, Brad did not re-read the
finished product. He wrote up the title just before handing in the
piece.

4

Brad made less retrospective comment on this story than on the

P
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other videotaped tasks. He remarked that it was hard to talk about

S writing the story because it 'came so easy'':

oo

::’?lu- I'm finding it pretty hard to say about it because I guess
. my mind . . . I don't know, it just came 8o easy. I guess

my mind was working faster or something, I don't know.

Brad considered that the story was easy to write because the
picture gave him a ''good idea" for a story.

In his comments on how he wrote the story, Brad stated that
he wanted his first sentence to, "sort of set up a setting, you know.
Like, the mood of the thing . . . an eerie mood."

The selecting of details was made during the writing because,
Brad pointed out, "I didn't think it out. But I sort of thought
what kind it was going to be." !

Brad commented that at one stage he tried to imagine that
he was the cat in his story, and he tried to think in the situation
of the cat:

It took me a long time to figure this out, but when he was
hiding I was sort of thinking of a plot, sort of, how he was
going to make his next murder. Like, as if I was the cat, and
all that. :

During the composing, Brad made the sound effects, ''Miaow' and
p "pgss' when writing these words in the text. He expla%ned that being

able to thus compose aloud helped him to get a "picture' of the story:

1 said '"Miaow, Miaow." I said it out loud, you éapw, because
to get the picture of the story. i

I went "hiss" for an action, well, to sort of, to get the picture,
to get a better picture of the story.

-

v - -

Brad was reasonably happy with his story. He felt it was the
easiest story to write of those he had done in the study, and concluded,

"Mm. 1 guess it was a good story."
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Prepared Story

Brad's final story was titled Swamp Beast. He composed aloud
during the writing and followed a similar pattern to that followed in
¥
the other videotaped tasks. He spent only a few sSeconds searching

for an idea before writing the first sentence. He then wrote up his

tit%p.ﬁ the character was named. Brad then verbalized the
tr o~
Te Af .y .

sear chiigugor and selecttnmls to build up the story. Occasion- :
ally he considered alte;n; ) before making lexical choices.

During pauses in the writing, Brad periodically re-read the
immediately preceding piece of writing and seemed to use this as a
lead in to the next piece. For example, after writing, "They were
exploring the swamp and finding nothing," he said,

"Nothing." O0.K. "Finding nothing.'" They, er, they found,
they found some . . . asking them questions . . . They heard
the chickens, cackling, cackling. Yeah. They heard the
chickens cackling aloud.

Thus, part of the story was rehearsed before being put into
writing as: '"But one night they were asking questions when they
heard the chickens cackling louder than usual.”

In this story, Brad appeared to hurry the final parts.

After completing the first page, he did not compose aloud anv further
but quickly wrote another seven lines of a second page before writing
"The End" and handing in the story. He did not re-read the finished

product.

In retrospective comment, Brad}stated that the idea'for the
story was selected just before the writing. He said that he had

planned a couple of stories during the week but the one he wrote was

not one which he had planned: "I just thought about it a minute
*



before we started."

.

Brad explained that his opening sentence was intended to
create ''a sort of like an eerie feeling, yes, maybe, vou know, a
creepy feeling."

After writing the first sentence and then the title, Brad
commented, he then had the main idea fo; the story worked out.

The composition of the story then was done ''sentenca by
sentence.'" Brad stated that he had not planned what was going to
happen in advance. Rather, he pointed out, "I was just taking it
sentence by sentence.'

Brad stated that he had hurried the ending of the story
because, "'I was sort of getting tired of the storv."
Brad's final judgement on Swamp Beast was a fairly guarded

assessment: "'It's pretty good, I guess. I don't really know.'

Summary of Brad's Composing

In the final interview Brad stated that he considered his
fifth story A Strange Dream to be the Best he had written during the
study. This was a home assignment written to be read bv the grade 6
children at the school other than Brad's own who were taking part in
the studv. Brad's reasons for choosing this storv were,

Because [ really used my imagination and I reallv put my

brains to work . . . I think it made a difference that I

could write it at home because I had a lot of time, and I
could stop and think through a part out.

Brad stated that he could not recall having written a better

story than A Strange Dream at any time.

Asked what he thought was needed to make a good story, Brad
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replied,

Some action and maybe a little talking. That's about all that
I can think of. Oh, and a good ending and a good beginnigg.

The seven stories written during the study all reflected
Brad's belief that action was an essential ingredient of a story.
The topics also reflected Brad's interest in science fiction and
monsters.

In composing aloud, Brad revealed a pattern of composing which
was followed fairly consistently during the five videotaped tasks.
He spent a short time responding to the stimulus and searching for
an idea for his story. He then concentrated on a ''good beginning,"
usually involving a setting for the story. Creating a character for
Brad was chiefly the giving of a name. The composing thus consisted
of the searching for and selecting of details with lexical choices
being considered for the conveying of the plot to the reader. Brad
tended to rehearse segments of the story before writing and often
re-read and u§pd-par§s already written as a type of "springboard”
for further verbalization. Having finished writing, Brad generally
did not re-read the product.

Brad's comments on how he wrote revealed that he did not
plan details of his stories before commencing to write. Comments

such as the following illustrate t%at stories were written ''sentence
by sentence':

I just thought about it for a minute gefore we started.

When I started to have the pencil in my hand, I thought.

This story just came to me as I wrote.

I didn't think it out.
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I was just taking it sentence by sentence.
Whatever sounded good, sort of, I put in. And what I liked.

It may be noted that even the story which was to have been
prepared in the week preceding the videotaping of the seventh task
was, in fact, made up on the spot.

Brad made several references to THINKING AHEAD and pointed out
the movement of his thought ahead of what he was actually writing in
such comments as:

I was writing a sentence and thinking of another sentence
one that I hadn't written yet.

I heard what I was thinking beforehand and- thought I was writing.

‘Brad's sense of audience was reflected in his reference to
the problems created for the readet’s; iguities in che text. He -
also indicated that a story had to be ''good" because somebody was
going to read it, "not like a school story." He was verv conscious
of the audience of peers in the swap-around story which he found
hard to write, as a result.

Brad did not re-read the finished products and was cautious
in his judgement of the quality of his work.

Brad wrote more slowly than some of the other children who

-

took part in the study. He did appear to attempt to include in the
stories the ingredients of action and a good beginning which he
considered essential to a good story. However, perhaps because of
his writing of stories ''sentence by sentence," he found it more

difficult to include the thira ingredient of a good story which he

described, a good ending.
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Bio.riphicul Sketch

Jeff 1s the youngest child in a family of three children. Tvﬁ
older sisters, aged 26 and 20, no longer live at home. Jeff's father
is a machinery salesman and his mother works in a clerical position.

"Both parents, and Jeff himself, are Canadian born.

Jeff has spent his whole school life at the one public
elenedtary school in Edmonton. At the time of the study hé was aged
10 years 11 months.

School records showed that Jeff has performed at a high level
{n all of his school work. )

The two teachers, Mrs. T. and Mr. G., who share the teaching
of Jeff's grade 6 class in an open area organization, considered ¢
Jeff to be an "above average student.' The teachers ;eported that
Jeff reads a great deal. His other language work was also reported
to be of a good standard.

In bth'oral and written language, the teachers stated, Jeff
was a little hesitant and cautious. Mrs. T. stated, "Everything he
does he's hesitant about it until he knows what he's supposed to do."
Mr. G. added, "He's very anxi®us not to make mistakes."

Concerning his writing, the teachers descgtbed Jeff as ''quite

good" although Mrs. T. pointed out, i
Sometimes he seems to experience some difficulty in fod;ulating
ideas in his head. However, he reads a great deal and that
would be highly influential in what he writes and would help
him a great deal.

Jeff's mother stated that she read to him when he was young.

She remembered that he could recognize some words before he began

190
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school and lc‘;nod to read quite early and without difficulty.
Jeff reads a great deal at home, his mother noted, but he
does no self-sponsored writing. He-borrows many books fros the
school and public libraries and {s particularly interested in sports
books and magazines.
Concerning television, Jeff's mother stated,
He watches too much televisfon. [ don't like him to watch
too much violence. T think television can have a bad effect
1f they don't know how to handle {t. They can't separate
fact from fiction. Then it's quite bad.
With regard to his writing, Jeff's mother considered,
I think it's a combination of T.V., books, and ideas of his
own which gives him the ideas for his writing. Also we have

gone on some long trips which would have helped him to get
some ldeas to write about.

.

Analysis of Quantitative Data

Jeff's storles ranged in length from 132 words in the plot-

line story to 382 words in the first story. His writing rate varted
[

considerably from 7.5 words per minute in the picture stimulus storv
to 12.7 words per minute in the first story. Table 26 shows the
length, writing time and writing rate for each of Jeff's seven stories.

In composing aloud, a total of 15% .]lements which referred
to 17 different facets were recorded in the writing of the fivé video-
taped tasks. Table 27 shows that the vast matoritv .f Jeff's composing
aloud was concerned with HOW TO WRITE IT? and over three-quarters of
the comment involved facets in the sub-categor; Developing. Selecting
and searching for details were the facets referred to in over 70% of

composing aloud. The ten most frequently referred to facets were the.

concern of 94.1% of the composing aloud. These figures are shown in



192

Table 26

Length, Writing Time and Writing Rate of Stories—Jeff

Average Writing

Length Writing Time Rate
] in in in
Story Words Minutes Words per ‘Minute
First 382 30.0 ~12.7
Sound Stimulus 350 35.0 \ 10.0
a A
Plot Line i 132 -- -
) i=p
Puppet Stimulus 197 22.6 8.8
b
Swap-Around 354 - -
Picture Stimulus 215 28.6 7.5
Prepared 210 24.0 \ 8.7

a..
First home assignment

b .
Second home assignment



Table 27

Percentage of Composing Aloud Concerned with Facets in
Main Categories and Sub-Categories—Jeff

Categories and Sub-Categories
of Facets of Composing

% Composing Aloud

Main Categories

Sub-Categories

WHAT TO WRITE?
Ideas

Sources

HOW TO WRITE IT?
Beginning
Developing
Finishing
Components

Concerns

WHAT IS IT LIKE?
Evaluating
Discussing

Reading

—

7.8 -

-- 75.8
-- 2.6
-- 3.9
-- 2.6

99.9 99.9
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Table 28.

In Jeff's retrospgective comment, a total of 259 .elements, 60
spontaneous and 197 provoked, were rgcorded. These referred to 32
different facets. Table 29 indicates that nearly 30X of Jeff's
retrospective comment was concerned with WHAT TO WRITE?; ,Aimost
60% of comment was concerned with HOW TO WRITE IT?, and 11.77% referred
to WHAT IS IT LIKE?. Most comment referred to facets in the sub-
category Developing. Table 30 shows that selecting tails was the
facet most frequently referred to. Searching for di@giﬁs ;nd TV/Movies
each occupied 10.5% of Jeff's comment. The remainder of Jeff's
retrospective comment was spread over 28 different facets with only
small percentages of total comment being concerned with each facet:

The examination of Jeff'é composing of his seven stories gives
further insight into his composing. The influence of TV/Movies on his

writing, indicated by the high percentage of comment devoted to this

facet, is particularly evident.

Composing the Stories

First Story

Jeff chose the topic The Secret Cave for his first story. He

began work immediately after being given directions, and wrote up the

title. He chose the lined paper on which to write. After writing

the first sentence, Jeff paused for quite some time. He did not
compose aloud. He then wrote without any stops for about 24 lines.
He again paused for quite some time. He made only one more stop

about six lines before the end of the story. At the conclusion of

writing, Jeff handed in his paper at once without re-reading the
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Table 28

V

Percentage of Comﬁbsing Aloud Concerned with Each of the
Ten Most Frequently Referred to Facets—Jeff

Facet of Composing 7 Comment
Selecting Details 43.8
Searching for Details 26.8
Lexical Choices 5.2
Selecting an Idea ‘ 3.9
Re-reading ¥ ‘ 3.9
Searching for an Idea 2.6
EAding 2.6
r/’ Characterization 2.0
&\ Starting y 2.0
Title 1.3
. 94.1
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Table 30

Percentage of Retrospective Comment Concerned with Each of
the Ten Most Frequently Referred to Facets—Jeff

)
i

% Commenf

e

Facet of bomposing Spontaneous Provoked Total |
Selecting Details 33.3 9.6 15.2
Searching for Details 10.0 10.6 10.5
TV/Movies 18.3 8.1 10.5
Searching for an Idea 3.3 4.6 4.3
Selecting an Idea 6.7 3.5 4.3
Planning 1.7 4.6 3.9
Ending 1.7 4.6 3.9
Production Problems - 5.0 3.9
Judging the Whole -- 5.0 3.9
Setting 6.7 2.5 3.5

81.7 58.1 63.9
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finished product.
n his retrospective comment, Jeff stated that he chose the
topic “because I already had ideas in my head, and, I looked, and

there's The Secret Cave."

He stated that the source of the plot
4 .
waé‘"a movie 1'd watched where a man had stolen a®race boat and
kidnapped three ghildren." |

Jeff‘yas ;sked if.he knew before he began to write how his
story was going to end. He replied, "Well, um, not really. I had an
idea of how 1t was going to go along in the- middle

Much of the comment was on the selecting of details to build
up the story. In connection with this, Jeff stated, "I was thinking
of even another movie I'd seen.”
In response to the question of who the sto%y was for Jeff

answered, "I wasn't thinking of who. I wag just thinking of writing

a good story."

Sound Stimulus Story

Jeff's sound stimulus story was titled The Safari. He
composed aloud during his composition. He began almost immediately
after hearing the sounds and said, "I think I'll do a safari.'" He
wrote up the title and then concerned himself with getting started:
Mm. Let's see. Let's see. "Once”'is too obvious to start
with, so . . . "Once'" is too bad to start with . . . I mean
0.K. Oh well, might as well start with "Once."

. He wrote the words ''Once there," then crossed these out
and again composed aloud. "Mm. Should I start with . . . Let's

see. I think I'll start with 'Once there was.'

After he finally got started, Jeff alternately composed aloud



and wrote. His composing aloud consisted chiefly of searching for
and selecting details and the making of lexical choices. Segments
of the story were reﬁearsed before being included in the story.
Jeff sometimes re-read immediately preceding written portions of the
story and used these words to help in selecting further details and
words to unfold the story. For example, after writing, "Everybody
brought guns in case of," Jeff said, "Let's see. 'In case of.’
Yeah. In case of a tiger. No. A rhiﬁoceros."

Although he re—readsparts of the story while composing,

~ v

Jeff did not re-read the finished product before handing it in.

Once again Jeff acknowledged, in his retrospective comment,
that the source of the idea for his story was a television show:

"I was thinking of a jungle scene and a safari from a show that I
watched on T.V."

In his comment on how he wrote the piece,Jeff indicated that
he planned the first part of thé story before beginning to write.
However, details were decided upon during the course of the writing.
He said, 'Pretty well, well, the first part I had planned, not the
whole thing."

In Eonnection with the selecting of detail, Jeff remarked,
"1 just wrote what I felt like writing."

Jeff made reference to THINKING AHEAD to parts of the story
not yet written while building in the details. For example, he
reported,

When I wrote the sentence, ''Get your guns ready,
of how, if they would not have bullets or if they had some
along. I wasn't sure about it.

I was thinking °
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He also referred to thinking back on and re-reading what had
already been written 'as a stimulus to further developing the story:
"1 was looking the story over in one part and then I was thinking of
what would hgppen next.'" |

Later, 1in conneétion wit; the choice of a way of ending the
story, Jeff referred to 'reading up": ''Well I kinda put that ending
in because I was reading up."”

Hence, Jeff indicated that oﬁce the main idea had been
selected, the composition of the story proceeded with details being
added as a result of both THINKING AHEAD and THINKING BACK.

Jeff was anxious to give his story a good ending. He said,
"I wanted to make a fateful ending."

* Asked why he wanted a "fateful" ending, Jeff explained,
Well, some T.V., most books.and T.V. shows have a happy ‘
ending. (I wanted) to make ‘it a different story, for a chénge
because everybody has a happy ending in their stories as a
rule.
Jeff was not completely satisfied with the title he had given

the story. He thought that the story was

not particularly a safari. It's more like the part of a

lesson or something . . . more like a lesson or maybe a,
"don't go too far in the woods, you might get lost there,”
yeah.

Jeff was fairly cautious in his reply to the question as to

whether he thought it was a good story. He answered, "Yes, I think

SO.

-

Plot Line Story >

Jeff's story on the plot line '"Little boy . . . river bank

splash!", which was written as the first home assignment, was

-4
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titled Run Away for Love. Jeff handed in what he had titled "Thought

.Notes" as well as the text of the story. The researcher hd& asked
all children to keep any notes they made in connection with the
writing of the home assignments. These ''Thought Notes" of Jeff's
were the only such notes handed in by any of the children. The notes
were "made up as I went along," Jeff reported. Jeff's retrospective
comments amplified what he had written in his "Thought Notes."

Jeff acknowledged the sources of his ideas as being the

stories, Tom Sawyer and Huckleberry Finn. He also referred to a book

called Jonathan Goes West as providing some inspiration for the

idea. Jeff also made reference to incubating the idea of a story of
runaway boys:
I was thinking every night. I, just, when, I'm lying in bed
there trying to fall asleep, I'm just thinking of something
like this happening to me.
With reference to how he wrote the story, Jeff mentioned

the setting. He stated that he thought "just after the American

Revolution" was a suitable time for a story such as Run Away for Love:

I felt it would be appropriate. Like everything was kinda
scattered after that. So I thought it would be a good

time . . . People hadn't settled down yet to their normal way
of life.

Most of Jeff's comments on the story concerned the searching
for and selecting of details which, it appeared, were added as the
story progressed:

When they ran away I was thinking that, during, when, it "~
was like, I was thinking they would get caught by the
police. Then later I thought of them being followed

Jeff considered that this was "a teaching story' and that

the title indicated the nature of the story:
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The title Run Away for Love expresses, um, what the story
would be like, what the story would be about. Like "Run
Away'' would express, like, somebody running away, and 'For
Love' 18 to go somewhere where they could be-liked and not
just kicked around like an old tin can.

4

Jef £ indicated that the main idea of the story was selected
before the writing, with the details being filled in during the
writing. He salid,

I thought of what would happen in the story, like that they
would run away, and then somehow get back, but then after that,
I put down the title.
In the "Thought Notes" Jeff referred to an instance of where
detail was in fact decided upon during the course of writing:
At first I thought the police would get them in‘the store

but now I've decided that the police would get {n the boat and
wait for them.

Puppet Stimulus Story

In response to the puppet stimulus, Jeff wrote a story titled

The Circus. Jeff's composing aloud began with the selecting of an
idea for the story. He then wrote up the title. His next concern
was to create and name a character. The detalls of the story were
then sought and rehearsed during composing aloud. The story itself
was quite short, but Jeff did quite a lot of composing aloud while.
building it up. For example, the following segment of composing
aloud referred to the selection of details during the course of
writing:

Er. Let's see. She was disappointed. Susan was disappointed.

She was. Susan was very mad. Susan was very angry with her

parents. Um. Susan was . . . let's see . . . 0.K. Susan

was too mad to say any more and left in a hurry. No. She

just. Susan was very disappointed and left in-a hurry and went

to her room. Susan was so mad that she went to her room and
* never came out till the next . . . Yeah.
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This quite lengthy rehearsal of a segment of the stéry resulted
in the writing of the sentence: '"Susan was so mad she went to her
room and didn't come out till the next mourning." )
Jeff often read back and revised parts of the writing during

-

composing. At the end of the writing, he did not re-read the finished
product before handing it in.

In retrospective comment, Jeff explained that the puppets had
given him the idea of a circus story. He felt that the puppets were
a Sig help in getting started on a story:

. ( >
They help you to get Something in your head a lot faster 'cos
with nothing you have a lot more to think about there.

Jeff said that he had two different ideas for a story in his
mind, and selected the one which would be less "hard to work on':

I was thinking of this girl being in the circus and being
older . . . I was thinking of both things, I wasn't sure.

I thought . . . somebody being in it might be kinda hard to
work on. And I'd already thought bf a story of a girl wanting
to go to a circus.

Jeff acknowledged that a movie he had seen played some part

in the composition:

There was one story in a movie cha!'l watched. I saw the
beginning of it. It was something like that, the girl
wanting to go to the circus op her own.

Jeff stated that he planned the main outline of the story

at the beginning:

Before I wrote the title, The Circus, I was already thinking

of the kind of family that she would have, what the mother
would say and that she would get to go this year . . . I knew
she would be able to go . . . but that's about all. I couldn't
find out what would happen.

The finding out of "what would happen" actually occurred in

the writing of the piece. For example, Jeff explained, "I didn't



really think of a friend taking her until late in the story." Jeff
also commented that, while writing, 'Most of the time I was thinking
of what's going to happen in the story."
Jeff stated that, while making up the story, he had to find
the best words to convey the ideas and details he thought of:
I was thinking of how to put it in words as best I could
I wanted to put in such as certain words so that I could plan
the next part of the story. ’ ’
Thus, this story too began with the selection of a main
idea, with details then added in the course of the writing.
Jeff was quite pleased with The Circus. He commented,
It was a better story than I wrote before . . . [ think it's
a good story . . . I thought that it told a little bit about
some family life.
In answer to a question about whom he wrote the story for,

Jeff replied, "I didn't really think of who I'm writing it for. I

just think about writing."

Swap-Around Story

The fifth story was written on a topic of Jeff's own choice
to be read by the subjects from the school other than Jeff's own.

Jeff's story was titled The World's Most Famous Poker Game.

In retrospective comment on the writing of the storv, Jeff
explained that it was based on a movie he had seen on television, but
that he had changed "quite a few parts from it." The story was set
in "the western davs' when, Jeff stated, "They spent most of the

day playing poker."

.

The idea for this story did not come to Jeff until he actually

sat down to write it. He explained that he thought about different
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{deas for a story before eventually writing this one:

I was thinking pretty well all the week. This didn't cowme
until I wrote the story . . . Before, | was thinking a lot of
different things.

The only problem in the writing ot the story, Jeff reported,
was the naming ot his haracters:

I had a lot of problems making up a name that's not so
unusual, like Joe Blow or John Smith or something like that.

Jetf said that he did not think of the d;dienrv of other
grade 6 students who would read the storv. During the writing ot a
story, Jeff claimed, he simplv concentrated on the task at hand:

When | sit down to write, I torwet about evervthing else,
and at the time I forgot about them (the readers) and 1 just
wrote my story.

Jeff was very pleased with his finished product. He sald,
in replv to the question of how he telt about the story: "1 think
it's probably the best storv l've ever written.”

jeff said that one reason whv he was so pleased with this
storv was because it was not ¢on erned with a "modern., cvervdav
occurrence’ :

Compared with some of the other stories that | wrote, 1

think this is probably the best ne. lhe -t'er sturies had
somet imes a modern evervdav occurrence that wi uld happen
everv dav.

Jeff considered that the .nusual nature -t the main idea of

the storv and its setting in the davs ¢f the o1d West, .ombined to

make his swap-around storv one with whi h he was quite satisfied.

Picture Stimulus Story

Jeff's story, provoked by the picture stimuius, was called

The Lonely Room. Jeff spent nearly four minutes examining the picture
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and compoding aloud before beginning to write the body of the story.

The first piece of composing aloud indicated his reéponse to the

stimulus, the searching for and selecting of an idea, the titling
of the piece and the searching for and selecting of details to get
the story started. This initial composing aloud proceeded as follows:

A cat on a table. Let's see. Mm. Cat on a table. Let's |
see. A witch story? No, not a witch story. Let's see. Mm. -
It's about a cat. It'll be . . , Let's see . . . Um . . . Let's
see. I think the story will be about a man that . . . a man that
lives in an apartment and has this cat. Let's see. What could
happen to a cat and a man? He couldn't pay his rent and, um.
Let's.see, what shall it be? The Lonely Room. Yeah. Now,

let's see. A cat in a lonely room.

After writing the title, Jeff continued to compose aloud for
over a minute more, searc'hing fpor and selecting de@s, and creating
a“chagacter. He then began to write. He made many stops during the‘
writing to consider details and rehearse segments before including
them in the story. Jeff frequently re-read sections of the writing
during stops. At the conclusion of writing, he did not re-read the
finished product.

In retrospective comment, Jeff spent some time discussing the
effect of the picture on his selection of an idea for the story:

The picture had a lot of different suggestions to it and it was

kinda hard to think . . . like I could have written about
millions of different things from that picture.

In later comment, Jeff stated that the picture had given him
"a goal . . . like something tq work towards." He also stated,
The way it w;;/zzzt\}ike, it was 1it in a dark shape that
helped, that made me #hfnk of "lonely" that it would be
lonely, like a dim, lonely room.

Jeff acknowledged that three different movies had contributed

to the idea he finally selected for the story.
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In his comments concerned with how the stdry was written,
Jeff stated that, again in the composing of this story, he began
with the broad outline of a plot in mind:
I knew it was going to be something about a man and a cat

but I didn't really think too much about what was going to
happen.

RN
The details of the story were added as the writing progressed.
Some THINKING AHEAD was involved in the selection of detail. In_the
story, Jeff's character wins a bet by being able to 1lift a heavy
dresser. Concerning this detail, Jeff thought ahead to it when he
wrote the first sentence. Jeff explained,
Well, when I put in the sentence, that first sentence,
"Once there was a poor pedaler, he was stronger than
people thought,'" I was thinking ahead.
In his assessment of what the story was like, Jeff considered
this story to be "kinda up top there." Asked what he meant, Jeff
explained that he thought that this was quite a good story. He con-

sidered, ''Well, it's about the third best story I've written, second

or third best."

Prepared Story

Jeff's final story was titled The Great Robbery. The assign-

ment in the seventh task was to prepare a story in the week preceding

the final videotaped session and to write the story at the session.

In his composing aloud, Jeff took nearly four minutes to decide upon

a title. The writing of the body of the story did not commence until

another two minutes had been spent in the searching for and selecting

of an idea. Hence, it was obvious that the story had not been

"prepared' in advance. \ “
.

~
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The initial composing aloud gave an indication of the search

for an idea for a story where no topic was prescribed or stimulus

provided:

Mm. Let's see. Let's see now. What was I thinking about?
Let's see. Mm. Yeah. This is going to be a difficult one.
Mm. Let's see. Oh> Mm. Oh boy! I'm in a world of trouble
here. Now, what was I thinking about? Um. Let's see. I
think a robbery. Yeah. Let's see. A great robbery. A
robbery. Well. A robbery. Let's see. Title. A robbery in
the title. The Great Robbery? No. Yeah. Yeah. The Great
Robbery.

Jeff then wrote up the title and continued composing aloud,

searching for detail to get the story started:
No. Let's see. Who's going to be robbed? He goes to this
warehouse., What sort of a warehouse? T.V.? Radio? A
factory or a warehouse? Let's see. Mm. No.

Jeff then began to write. During the writing he made freéuent
stops to co&%ose aloud. He periodically re-read. The composing
aloud consisted of the searching for and selecting of detail with
occasional consideration of lexical choices. Jeff did not re-read
the finished product.

In retrospective comment, Jeff stated that the long delay in
getting started én the writing of this stdry was due to his searching
for an idea that he had not already used in his other stories: "I
was thinking of some of the things that happened in the other storiaes

I wrote."

His decision to write on a robbery was inspired by television

shows:

I thought of writing on a robbery because I see a lot of
shows that have ré&bberies in them and I got a lot of ideas
from these shows. '

In his comments on how he wrote the piece, Jeff indicated
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that the writing of the title of a story helped him to gét "a better
idea of what to write about.' However, he stated that he began to
write with only the main idea of the story in mind: "I thought about
it being a real good robbery, like, eh, they pull it off."” The
details were added as the story was written. Jeff stated that after
he ’began to write, "All of a sudden, I had a big spark of ideas
and then I just kept writing.'" He then went on to add, "I was just.
: 1
writing them down as they’came into my head."

Jeff's comment on the quality of his story was that it was

"pretty good" although it had "a kind of funny ending." Concerning

the ending, he also added, "It doesn't“xeally tell how anything ended.

Summary of Jeff's Composing
In the final interview Jeff stated that he considered The

World's Most Famous Poker Game, the swap-around story, to be the

best he had written during the study. However, he had difficulty in
explaining why he considered it the best story. He commented, "It
just seems the best when you read it. Sounds the best, I guess.'

In response to the question "What do you think makes a good

story?", Jeff replied,

A good story . . . er, well, some of the good stories have
got a little bit of explanation, what's happening, and, er,
a title . . . and, er, names, or else you get a bit confused

Um, er, I don't know what else.
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Thus, Jeff had some difficulty in discussing writing in general.

He also had quite a lot of difficulty 1in discussing the seven stories
he wrote during the study. However, the 'Thought Notes' which he

wrote during the writing of the first home assignment and the



composing aloud done while producing the videétaped stories show
th;t Jeff is well able to verbalize what he is doing while he is
doing it.
The pattern of composing which emerged from the examination

" of Jeff's writing of the seven stories‘shows that Jeff began to
write as soon as he had a qgén idea for a story. In connection with
the amount of planning done before beginning to write diff%rent
stories, he said,

1 had an idea of how 1t was going to go.

I knew 1t was going to be ;omething about a man and a cat,

but I didn't really think too much about what was going to

happen.

v
1 knew she would be able ta go (to the circus), but that's

about all. I couldn't find out what would happen.
Well,'about the first part, I planned.
Jeff's composing aloud usually began with a responding
to stimulus and the search for a main idea. Once the main idea was
settled upon, Jeff sometimes wrote up the title before beginning to
write his story. He stated that the title "helps me to get a
better idea of what to write about."
Details of the story were then added as the wri;ing proceeded.
Jeff was not able to give much insight into this searching fo; and
selecting of details. Different comments he made were:
1 just wrote what I felt like writing.
1 was just writing down (things) as they came into my head.
All of a sudden, 1 had a big spark of ideas.
Jeff's composing aloud consisted chiefly of ghe searching for

and selecting of details. The problem of selecting the best words to
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convey the«détails to the reader was the concern of much comment in
composing aloud. Regarding lexical choices, Jeff said,

1 was ,thinking of how to put it in words as best I could .

I w%ed to put in such as certain words so that I could plan

the xt part of the story.

The re-reading of previously written ”certa}n words'" occurred
constantly during the writing. Jeff often verbalized already written
pieces and included these in the rehearsing of segments which were
then added. Jeff sometimes did quite a lengthy rehearsal before
writing quite a small segment of the story.

There were some instances of THINKING AHEAD, as well as
THINKING BACK within the story, as in the example,

Well, when I put in the sentence, thaé first sentence,

"Once there was a poor pedaler, he wad stronger than people

thought,'" 1 was thinking ahead.

In relation to some of the stories, Jeff digplayed the

ability to extract the main thought or theme of the piece. He

referred to Run Away for Love as a ''teaching story.'" He thought
that The Circus '"told a little bit about family 1life." Of The Safari,
he commented, "It's more like the part of a lesson."

Jeff did not re-read the finished product in any of the school-
based tasks.

Concerning a sense of audience, Jeff's comments guggested that
the audience did not concern him greatly. He stated that his main
concern was ''writing a good story."

The influence of television on Jeff's writing was very
evident. His stories tended to consist of series of incidents which

were added during the writing. As a result he sometimes had difficulty
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with ending the story.
Jeff appeared to enjoy the opportunity to compose aloud,
and provided, both in composing aloud and in retrospective comment,
[ 1

some insight into the nature of the processes employed in writing

his stories.
Summar

Profiles of each of the grade 6 able writers were prepared.
Each profile was comprised of a brief biographical sketch based upon
data obtained from school records and from interviews with parents
and teachers. The analysis of the written products of each child,
in terms of length, writing time and writing rate, was briefly dis-
cussed. Retrospective comment, analysed in terms of Facets of |
Composing a Story, was examined, and trends indicated by tﬁe analy§is
discerned. The writing of each of the seven stories was examined,
with particular attention to the subject's own comment, both during
and after the writing. A summary was made of the nature of the
composing processes used in the writing of the seven stories by each

child.



Chapter VI

SUMMARY, CONCLUSIONS, IMPLICATIONS,

AND RECOMMENDATIONS
ngrview

In this concluding chapter, the study is summarized. Con-
clusions are presented in the form of answers to the research questions
asked. Implications for teaching, identified in the study, are dis-

cussed, and recommendations made for further research.

Summary of the Study

Purpose

The purpose of the study was to gain insight into the
composing processes emploved by six grade 6 able writers as they
performed seven story-writing tasks. The study sought answers to
the questions of whether concerns or stages in the composition of
stories could be identified, and whether insight into covert méntal

activity involved in writing could be gained by a combination of

techniques, including .+ ..»vation of the writer while writing,
study of a videotape re ne writing act, analysis of both
the writer's compos: ; .etrospective comment on the
writing, and examina ' tﬁz written product. The study also

sought to gain insight in!o the conception of writing held by grade 6

able writers.

2%3
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Methodologz

The researcher met each subject individually nine times over
a five week period. Seven stories were written by the. subject, five
in the school situation and two as home assignments. Varied stimuli
were used to promote writing in some tasks, and the degree of freedom
of choice of topic was varied in others. Some variation in the
anticipated audience for the writing was introduced. Four of the
school-based tasks were videotaped and the writer asked to compose
aloud.

Data gathered were of two main types—data 6n the composing
process, and personal data. Data on the composing process included
the subject's introspective comment thle writing (his composing
aloud), and retrospective comment on the writing. Retrospective
comment on the videotaped tasks was obtained by means of the stimulated
recall technique. Retrospective comment was also obtained on non-
videotaped tasks. The written products also yielded some data on
composing process. Personal data consisted of transcripts of inter-
views with teachers, with parents and with the subjects themselves,

and also information obtained from school records.

Analysis of Data

Detailed examination of introspective and retrospective comment
of all subjects led to the development of a category svstem, Facets
of Composing a Story Referred to by Grade 6 Able Writers in Seven
Story Writing Tasks. The writers were found to be concerned with 43
different facets of composing which fell into the main categories of

WHAT TO WRITE?, HOW TO WRITE IT? and WHAT IS IT LIKE?. Three facets_



of composing concerned with thought processes which were labelled
THINKING AHEAD, THINKING BACK and SPONTANEOUS THINKING were installed
on a separate level within the category system since these cognitive
activities occurred in conjunction with others of the 43 facets
classified in the three main categories.

Protocols of each subject's iIntrospective and retrospective
comment were analysed in terms of the system of Facets of Composing.

Written products were analysed in terms of length of stories,
time of writing and average rate of writing. .

Profiles of each of the child writers were built, based upon
close observation of the writers, analysis of their comment, analysis

’

of the written product, and personal data obtained from'interviews
bY
and school records.

Conclusions

This study was limited in that a small number of children were
studied in their writing of a small number of tasks over a short
period of time. Some stories were written in an unusual setting, and

a unique combination of techniques employed to search for answers to
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specific questions related to the composing process. It is not possible

to generalize beyond the limits inherent in the study. However, certain

conclusions can be reached concerning the composing processes of the

subjeccé, the procedures used in the study, and the conception of

writing held by the grade 6 able writers. The conclusions are presented

in the form of answers to the research questions with which the study
was concerned. A further conclusion concerning the backgrounds of the

six children was also reached.



1. Can certain concerns or stages in the process of composing a
written piece be identified?

s
a. Concerns in the Composition of Stories

The introspective and retrospective comment of the subjects
revealed a diversity of concerns in the process of writing their
stories. After careful examination of all comments by all writers on
all stories, a total of 43 facets of composing were identified which
accounted for elements of comment made. In composing a story, the
writers were concerned with WHAT TO WRITE?, HOW TO WRITE IT? and
WHAT 1S IT LIKE?.

All children expressed concernmover a large number of facets
of composing in both their introspective and retrospectivg comment.
In composing aloud, the least number of facets referred to was 11 by
Billy, and the most facets, 22, were referred to by Debbie. In
retrospective comment all children indicated concern for 30 or more
facets of composing.

Hence, it may be concluded that a large number of concerns

in the composing of stories by the grade 6 able writers could be

identified.
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In both composing aloud and retrospective comment, all writers

expressed concern with facets in all major categories— WHAT TO WRITE?
HOW TO WRITE IT? and WHAT IS IT LIKE?—and in all ten sub-categories
of the system of Facets of Composing. However, the majority of
concern was with facets in the cagegory, HOW TO WRITE.ET? and in the
sub-category Developing. Selecting detail was the most frequently
referred to facet in the composing aloud and retréspective comment of

all writers.
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Hence, it may be concluded that the major concerp of the six

grade 6 able writers in the composing of stories was the selecting of

details to build up their stories.

While all children expressed most concern for selecting

details, the peculiar concerns of different writers were identifiable
by the frequency of their references to other facets of composing.
While the percentages of total comment concerned with facets frequently
referred to was not always high, the occurrence of references to
certain facets in the comment of individuals was indicative of
characteristics peculiar to each child's composing. For example, in
composing aloud, selecting and searching for details were the subject
of 53.47% of Kathy's comment. However, reference to the next two most
frequently referred to facets, naming and revising, while accounting
for only 10.3% and 6.9% respectively of total comment, gave insight
into the peculiar characteristics of Kathy's composing. Nadr's
concern for the setting o; his stories was indicated by 6.7% of his
total references in composing aloud being concerned with this facet.
- :Billy referred to naming in 21.7% of his composing aloud. Debbie
referred to illustrating in 5.9% of comment. Lexical choices were
the concern of 16.87% of Brad's composing aloud and 5.2% of Jeff's
composing aloud.

In retrospective comment also, the peculiar concerns of
individuals were indicated by the percentages of comment referred to
in frequently mentioned facets. Kathy referred to her experience in

8.0% of comment, Nadr referred to setting in 6.2% of comment. The

influence of literature on Billy's composing was shown by his reference
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to literature in 8.4% of comment. Debbie commented on the content of
her stories in 8.0 of her total comment. Brad referred to lexical
choices in 5.5% of his total comment, and Jeff's reliance on TV/Movies
for details of his stories was shown in his reference to them in 10.52

of his total comment.

Hence, it may be concluded thatgs‘gh writer felt a peculiar

variety of concerns in the composition of stories.

b. Stages in the Composition of Stories

Close study of the six children in the act of writing ag‘}
the analysis of their introspective and retrospective comment revealed
that not only did different writers proceed differently in composing
their stories, but also that the same writer proceeded differently
in composing his different stories. It was found that in so diverse
an activity as writing there was no single process employed by writers.
Graves (1975) found the same thing with grade 2 writers and concluded,
"The writing process is as variable and unique as the individual's
personality" (p. 237).

However, it is possible to abstract from the performances of
tﬁs-different writers of different tasks a general picture of the
nature of the way in which the grade 6 able writers went about composing
a story. The following description of the writing of a story 1is based
upon an amalgam of components of process observed in the writing of
the six children. The description does not fit exactly the writing
of any particular story by any child. There is no single way in
which writers composé stories. However, based upon what six children

did and commented upon in the writing of seven stories during this



study, the following hypothetical construct of the composition of a

story was developed:

The writer began by responding to the stimulus or topic for
writing and searching hls’background of real and vicarious experience
for 5 main {dea f;r a story. This search usually lasted a very short
time before a main idea was selected. The writing began almost
immediately and the story commenced with the creating of a setting,
both a time and place, for the action. Characters were created, and
particular attention paid to the naming of these. A point of view
from which the story was to be presented was adopted, and attention
paid to the choice of a writing stvle.

As the story developed, the searching for and selecting of
details to advance the action were the major concerns. The choice
of suitable words to convey these details to a reader was necessary.
The writer re-read preceding segments of the writing and thought back
on what had‘already been written as an impetus for the generation of
further detail. Segments of the story were rehearsed before being
written. The writer thought ahead to segments planned but not vet

.

written. The mechanics of writing were a much lesser concern than was
the selection of detail to advance the action.

Once sufficient detail had been included to meet the writer's
conception of the demands of the task, the ending of the story became
the major concern. Ending the story posed some difficulty resulting

in the occasional use of some stoqk techniques as a "way out."

The title was written on completion of the writing of the
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story. The finished product was not re-read before'being handed 1in.

The stages in the composition of a story indicated in the
preceding account were characteristic of those followed by the grade 6
able wrifers. Attention to different stages varied, and particular
problems related to components and concerns in writing occurred in
different tasks. However, the able grade 6 writer quickly selected
a main idea, began to write without delay, paid particular attention
to setting, characterization, point of view and style, concentratea
on building up details té advance his story and paid conscious
attention to the choice of suitable words. His mind ranged back and
forth within the context of the story as he rehearsed segments before

s

writing tHem. Once the writing was finished, the story was quickly
e

hafided in without being re-read.

Hence, while it is not possible to conclude that any writer

proceeded through any regular series of stages in the production of

a story, a characteristic mode of composing a story by the grade 6 able

writers could be discerned from the examination of the composing

processes employed in the production of a number of stories.

2. Can insight into the covert mental activity involved in the act
of writing be gained by a combination of:

a. Close observation of the writer as he writes
Analysis of a videotape recording of the writing act

c. Examination of the writer's introspective comments, his
composing aloud

d. Examination of the writer's retrospective comments, stimulated
by the re-reading of the written product, or by viewing a
videotape recording of the writing act *

e. Examination of the written product?

Each of the techniques referred to in the above question will



be considered separately and then in the combination of all teéchniques.

a. Observation of the Writer as He Writes

In the first task, notes were made by the researcher on the
behaviour of the writer while writing? It was found that very
little, if any, insight into covert mental activity could be gained
by mere observation in this way. Time and rate of writing could be
recorded, facial express s and other overt behaviour noted, and
pauses, re-reading and revision behaviours perceived. However,

L4

observation alone, yielded little insight into covert mgntal activity.

Hence, it can be conclud®d that close observation of the

writer as he wrote revealed little of the covert mental activity

involved in writing.

b. Analysis of a Videotape Recording of the Writing Act:

The videotape recording provided a permanent and re-playable

record of the writing act. It enabled a check to be made on visible

t

behaviours of writers, and allowed for the possibility of "action

replayvs' of the original event. However, while repeated Viewings
were possible and particular features of behaviour able to be closely
observed, the videotape recording alone was able to give little

insight into covert mental activity.

Hence, it may be concluded that a videotape recording of the

writing act, in itself, yielded little insight into covert mental

activity involved in writing.
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c. Composing Aloud

The extent to which chiidren composed aloud QQried considerably.
The number of elements of comment made varied from a total of 46 by
Billy to 167 by Brad. The nature of the verbalizations also varied
from the use of parts og words, single words, sentence fragments to
the use of syntactically complete sentences.

In the final interview, all children were asked if they liked
composing aloud as they wrote. Kathy stated that she would have
preferred not to compose aloud. Nadr considered that it helbed him
a little and added,

I could say out my thoughts out loud, and then I'd hear them
myself and see what they sounded like. i

Billy stated that composing aloud didn't help him. Debbie
considered it "a little bit of a problem." Brad stated that he did
not like the idea at the beginning but then he became used to it.

He also added, "At home I started to talk to myself."

Jeff's only comment on composing aloud was that it did not
annovy him.

In the initial task, when no mention was made of composing
aloud, five of the six children made no verbalizations at all while
writing. Debbie did make occasional, barely audible comments,
obviously intended only for herself. The act of "talking to oneself"
while writing is not generally encouraged in grade 6 classrooms.
Hence, it must be noted that when the subjects were asked to do so,
they were asked to engage in a behaviour not normally followed.
However, all children did engage in some yerbalization while writing.

The assumption underlying the use of composing aloud in the
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study was that the verbalizations made by the writer would somehow
reflect, if not pagallei, his inner thought processes. It is not
possible to determine to what extent this does in fact occur.
However, the verbalizations mdde by the subjects in the study were

clearly relevant to the composition of the plece being written, and

did yield some insight into what the writer seemed to be thinking at
various points.

It is possible that the verbalizations made in composing alouq
constitute some form of transition stage in what Vygotsky (1962)

. o

called, "The change from maximally'égmpact inner speech to maximally
detailed written speech" (p. 100).A The language used in composing
aloud was usually comprehensible to the researcher, but iF was of ten

s .
syntactically loose and "abbreviated." Thus it bore some resemblance

t't Vygotsky referred to as inner speech. However, much research
int@¥what children do when asked to compose aloud 1s necessary
before any conclusions can be reached as to what is produced as a

result. »

Hence, caution must be exercised in assuming that composing
aloud does in fact parallel or even reflect inner thought processes.
However, concerns and stages in the composing of storieg were indicated
in the werbalizations made by the children as they composed. These
verbalizations were analysed in terms of Facets of Composing, and
insight gained into how stories were built up. The extent of this
insight varied greatly according to both the quantityfand the nature
of the composing aloud done by each writer.

Hence, ‘it can be concluded that varying degrees of insight into
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covert mental activity involved in writing could be obtained from

the examination of the writers' composing aloud.

d. Retrospective Comment_
Retrospective commest was induced by having the writer re-read
the finished product of non-videotaped tasks, and view segments of
videotapes of the writing act to stimulate recall of the writing

of videotaped tasks.

s

In the final interview, children were asked whether they
thought the videotape heiped them to remember what they were thinking
about as they made up the story. Five children indicated that this
was so. Jeff simply answered "Yes'" to the question and did not
elaborate. The aﬂswers of the other four children who gave a positive
response to the question were as follows:

Yes, especially when you saw yourself stop, or something like
that, and sit there and mumble. (Kathy)

Yes well . . . I know what it's all about and what I was
thinking through the whole story because I remember my work.
(Nadr)

Yes, because, you know, you see the expression on your face
and you think, "0.K. What was I thinking about then? Oh!
Rngt. I was thinking about how the Christmas tree fell over,
you know, or something.” (Debbie)

Yep. It does because you can watch yourself what you're writing
and what you're talking about and what you're saying sort of
brings back the stuff you were thinking when you were saying 1it.
(Brad)

Billy stated that he did not think that the videotape helped
him to remember what he thought about as he composed:
Not really, because, mainly, when I do look at the thing, right,

I would check where I was writing then just check the story
back again.
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Billy's comment raised the important question as to whether
the use of the stimulated recall technique did in fact provin
further insight into composing procé;ses than would have been
obtained from the mere re-reading and discussion of the written
product. The children were asked if they thought they could remember
what they were thinking while writing just as well Qithout the video-
tape and with just the piece of wri%ing itself. Biily answered
"Yes" to this question. The other children all stated that the video-
tape did help them more in remembering what they were thinking than
would merely re-reading the product. Their comments were:

| I think the videotape helps you a lot. (Kathy)
1f I read it over I would remember not all of it, most of it
but not all of it. Not as much as I would if I had the
videotape. (Nadr)
Just by reading you couldn't really remember where you had
paused or what you were thinking as that. You could remember
where you got the idea and how you started out writing and how

you finished off, but not really the in-between part. (Debbie)

The videotape, I don't know how it helps but it does help.
(Brad)

When I talked aloud and watched it on the screen that ‘helped
me remember a lot of things. (Jeff)

Thus the consensus among the children was that the recall
.stimulated by videotape was great;r than would be stimulated by‘
mere re-reading of the product. However, research into this question
is necessary before conclusions can be reached as to the relative
effectiveness of means of stimulating recall of covert mental activity-
in writing.

Two stimulated recall seséions were held on each of the

"videotaped tasks, one immediately on completion of the writing and
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one on the following day. The children were asked which of the two
viewings helped them more in remembering their thoughts while writing.
There was disagreement in answers to this question. Kathy stated that
sometimes one aqd sometimes the other viewing helped her more.
Debbie,xNadr and Brad felt that the viewing on the following day was
better, while Billy and Jeff thought that the viewing immediately
after the writing was more effective. \
Hence, no conclusions can be reached regarding the relative
effectiveness of means of stimulating recall nor of one or more
stimulated recall sessions. However, the means used in the study to
provoke discussion of the writing were effective in doing so. TaSIe

31 shows the numbers of elements of retrospective comment made by

each child on all seven writing tasks, both videotaped and non-

videotaped.
Table 31
Elements of Retrospective Comment Made by
Subjects on All Tasks
Number of Elements of Comment

Subject Spontaneous Provoked Total
Kathy 85 228 313
Nadr 138 104 242
Billy . 76 137 213
Debbie 192 194 386
Brad 99 174 273
Jeff ' 60 197 257
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-The amount of comment made varied g?nsiderably among individ-
uals, but all children responded to the stimuli used to provoke
discussion of the writing. Analysié of the discussion in terms of
Facets of Composing revealed much of the covert ﬁental activicy

in composing.

Hence, it can be concluded that restrospective comment on

the writing of stories yielded much insight into covert mental

activity involved in writing. It can also be concluded that the use

- of videotape to stimulate recall proved a valuable technique for

probing covert mental activity engaged in by writers.

e. The Written Product

The length of stories in words, time of writing and average
rate of writing in words per minute were calculated for the school
based tasks. It was possible only to calculate the length in words
of stories written .at home.

During the application of the various techniques used in the
study, constant reference was made to the actual writing product.

The various facets of process employed ;Pd’ of necessity, tq.be

related to what was in fact contained in the written piece. Thus

the study of writing process cannot be separated from the actual
writing itself. However, the immensely complex and varied nature of
the processes involved in the production of a piece cannot be discerned
from the examination of the prodgct alone. The children's intro-
spective and retrospective comment ylelded insight into the nature of

the process involved in producing a story which could not possibly be

gained from the most minute analysis of the product. It was possible,
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and frequently necessary, to refer to the product to recognize what
the children's comments referred to. Thus the written product was a
vital source in attempting to understand how children write, but of
itself, it yielded little insight. >

Examination of written products, to fortify trends or features
of writing process revealed in a many pronged attack on the problem
of discovering what writers "do" as they write, appears to be a most
important avenue for further research. The attempt to reconstruct
stages in the composition'of a story by grade 6 able writers which
was built ffom the examination of how the six writers composed their
gtories in this study could be subjected to testing by checking its
applicability to the actual written products of other grade 6 able
writers. Thus the written product could be seen as constituting
evidence which will support or refute theories of process derived by
various means.

Hence, it may be concluded that limited insight into the

covert mental activity involved in writing can be gained by examina-

tion of the written product alone. However, insight into composing

gained through other techniques requires fdrtification by reference

to_the product. Thus, the written product is a vital source in the

study of writing process.

Combination of Techniques

In this study, the writer was observed as he wrote, a video-
tape recording some of the writing acts made and studied by the
researcher, the writer's composing aloud and retrospective comment

on the writing aaﬁlysed, and the written product examined. In
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addition, the wider context within which the writing acts occurred
was explored thrOuéh the obtaining of information on writers through
interviews with parents, teachers, and the writers themselves, and
from the examination of school records. Thus, the writing process
was studied by means of a variety of approaches to the question. Each
of the approaches used yielded some degrée of insight into the covert
mental processes involved in writing, but some techniques were more
useful than others. srlowever, it was in the combination of approaches
3
to the question tha‘@a meaningful picture of how the grade 6 able
writers composed their stories was obtained. Insight gained through
various means could be better understood and reinforced where
indications of various facets of process were revealed by different
means. Clues as to how the writers composed were yielded by various
techniques, and the combination of clues pointed to aspects of the
overall composing process. The pfofiles of writers were built upon
insights gained from several sources. In so complex an activity as
writing, a many-pronged approach to gaining understanding of what is
. ‘ .

happening seens desirable.

Hence, it may be concluded that the combination of approaches

to the study of writing provided insight into the covert mental

activity involved in the composition of stories by grade 6 able writers.

3. What conception of writing is held by grade 6 able writers?

No specific measures were taken to attempt to obtain direct
evidence of the notion of "What is writing?' which was held by the
six children. Rather, during the nine meetings in which seven

stories were composed and/or discussed, the researcher endeavoured
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to gain an impression of the concept of writing held by the
children. It {is pézbible to draw some tentative conclusions
concerning the notion of writing held by the six grade 6 able
writers.

All children proved capable of quickly and easily responding
to the task of writing stories. They asked few questions and appeared
to -know what was required of them. All pieces produced were narrative
pieces of a similar literary type. Thus the six children held a
similar notion of "how to write a story."

The stories were~produced in response to tasks assigned by the
researcher. Thus, the primary function of the writing was to fulfil
a school assignqgnt of a type familiar to the children. Furthermore,
the main audience for the writing was the researcher. 1In a sense
then, the children's writing was of a "practical" nature, the
complétion of a school task. However, when given the opportunity
to look back on and discuss their writing with an interested adult,
the children tended to see what Fhey had written as being something
which could be enjoyably reviewed and commented upon after the
actual writing had been completed. Given the opportunity to
reflect on the stories they had written, the children commented,
in the main, on "what happened,'" on the searching for and sélecting
of details to relate an event or series of events. However, as well
as discussing content, the children sometimes indicated their awareness
of theme, and were able to abstract the main idea or thought which
lay behind the mere relation of events and details. They also showed

an awareness of, and an ability to discuss, many features of how their



stories were put together. Writing style, point of view, creation of
characters, establishment of setting or mood were commented upon.
Debbie revealed a sense of humor and a feeling for climax in some of
her writing. It is unlikely that the children have been formally
taught any of these things. Probably, through their wide reading,
they have acquired awareness of how stories are put together. Given
the opportunity to do so, they could discuss their writing, and not
only tell "what happened,’ but also much of how they unfolded in
written form "what happened."” Thus, these able grade 6 writers were
éware of what they "did" as they wrote. They varied greatly in their
capacity to articulate on how they wrote, but they revealed a con-
ception of writing as being something in which the writer uses words
to create many different effects to '"tell" what is going on in the
plece being unfolded. The comments of the children on their writing
reflected a remarkable awareness by the grade 6 able writer; of many

things which make them able writers.

Hence, it is not possible to draw firm conclusions regarding the

conception of writing held by grade 6 able writers. However, the

ability shown by the writers in this study to discuss many features of

how they composed stories suggested a developing awareness of writing

as the manipulation of words to create desired effects on an audience

and thus convey what is in the mind of the writer.

Grade 6 Able Writers

It was not one of the purposes of this study to attempt to
”
identify characteristics of grade 6 able writers. The focus was upon

the proresses writers used in the production of stories. School
»
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principals and grade 6 language arts teachers were asked to recommend
children whom they judged to be able writers at the grade 6 level,
fluent speakers, and willing and co-operative students. Three chil-
dren were selected from each of two large public elementary schools in
the city of Edmonton. However, while characteristics of the writers
were not a central focus of the study, much was learned of the six
children in the course of building profiles. Hence, it is possible to
reach some tentative conclusions concerning the backgrounds of the
grade 6 able writers.

There were many differences in the backgrounds of the six
children. For example, racial backgrounds varied. Parental occupa-
tions were quite diverse. Fathers of the six children were employed
as university professor, clothing store manager, restaurant employee,
radio newsman, railway employee, and machinery salesman. The length
of time families had spent in their present homes varied. Sizes of
families differed. Hence, while no attempt was made to systematically
account for difference, it was apparent that there was great diversity
in the home backgrounds of the six children.

One factor, common to all children, was the strong parental
support for, and interest in, the children's school work, including
their writing. The parents of five children, and the adult elder
brother of the sixth child, revealed a keen interest in the writing
done by the children during the study, and indicated, in their discus-
sion with the researcher, their strongly supportive influence on the
children's work. Several references were made by the children to their

receiving help from parents with the home assignments. Hence, while



there was diversity in the backgrounds of each of the grade 6 able
writers, the supportive influence of parents was discernible 1in
every case.

Hence, it may be concluded that, while the grade 6 able

writers who took part in this gtudy had varied home backgrounds, a

common and important factor in all cases was the strong parental

~

ot
{nterest in and support for the children's work, including their

writing.

Implications for Teaching

The children who took part in the study were able writers. v
&
The way in which they performed and discussi seven story wrihg
tasks has implications for the teaching of the more proficient writer
in the elementary school. What was learned of the writing processes

of able grade 6 writers may also have implications for the teaching

of writing generally.

Writing and Reading

The grade 6 able writers who took part in this study usually
spent little time in starting to write. They had a rich store of
ideas and details for stories to draw upon, a store bullt up, to a
great extent, through their wide reading. All children were des-
cribed by teachers and pérents as avid reaQers, and their reading
background was apparent in what they wrote.

Not only did the children's reading provide them with material

for their stories, it also heightened their awareness of literary

m )



'teqhnique which ;hey were able to apply in composing. In their
commerst, the children revealed awareness of many facets of what
writérs "do" to efféctively communicate with their audiences. Much
of Vhat the children knew of literary technique would not have been
taught formally. Réther, through their wide reading, the children
may have acquired an awareness of technique which they were able,

in varying degrees, to apply in their‘owﬁ writing, and to discués'in
Felation to their writing Thus, the.importance of wide reading by
children anc a.so reading tc ¢rildren, as an aid to the developmenf

of their writing capacity is an important implication for teaching.

1

Writing Techniues

The 8ix children appeared to experience little difficulty
with the mechanics of writing. Only a very small amount of comment
expressed concern fof spelling, handwriting, grammar, punctuation and
other aspects of language which have traditiomally occupied much of
the curriculum of the'elementary school. The grade 6 able writer
was concerned with the content of his steries and the application of
components of composition which he could already handle quite
proficiently. An implication for teaching is that there is little
point in wasting the time of many able children by having them
engage in mechaniqel exercises in aspects of language whichhthey
already know quite well. Rather, the able grade 6 writer may be
extended by practical experienee.of how expert writers compose. The
children sﬁ‘yed the desire, when writing their stories, to use quite

sophisticated literary techniques. They were often clumsy in their

efforts to write as the "experts' do, but their enthusiasm to expand

234



their literary capacity should be capitalized upon. Individualized
programs may be necessary to teach the developing young writer more
advanced literary techniques. However, the study of good writing,
‘and consideration of what makes it good, seems called for, as a means

of building upon the writing ability already possessed by the able

child.

Writer and Audience

During the study it was possible for the writer to meet with
an interested adult to discuss the writing. The stories were first
draft material, often messy, and written hurriedly in unusual con-
ditions. However, given the chance to reflect upon and discuss their
writing, the children yieided insight into the complexity of the
processes underlying.the production.of*a piece. The children took

o
their writing seriously and discussed it honestly and critically.
The therapeutic value of a pupil-teacher or pupil-interésted adult
discussion of writing on a one-to-one basis appeals as an important
implication for teaching. It i; not possible for the teacher to
confer with the child on all of hig writing, but frequent conferences
may eliminate the concept of "school writing" reflected in Brad's
comment, ''TI write it and the teacher checks it and doesn't look at
it. Then I throw it away."

As well as the teacher or interested adult reader, children
may benefit from having their fellow students as audience. In t¥¢

* 3
swap-around task during the study, the chilﬁren appeared to take
special care 1:;%:3 planning %g:d,.,’writing of%eir story. Debbie even
surveyed a samé?évo?\heFﬂplaséﬁates concernfszin t;pic, and tested

7
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their reaction to the piece she wrote. Four chiléren judged their
swap-around story as the best story written during the study. One
child judged her swap-around story as her "equal best." The positive
effect of having children write for a known audience such as'their

peers also has implications for teaching.

THINKING AHEAD, THINKING BACK,
SPONTANEQUS THINKING

The amount of planning done before the writing of a story
begén varied in the composition of different stories by different
" children. However, writing usually began promptly and the story was
built up "as it went along." The mind of the writer was seen to

range forward and back within the context of the piece, while

occasional references were made to thoughts just "popR ?wf: " the
writer's head. Children sometimes experienced di ' . es because
this technique of building up of detail durinéj
The problem of ending a story satisfactorily océvﬁ Bl because often
no ending had been planned before writing began. Some teachers may
prefer to try to teach planning skills, outlining and other tech-
niques which attempt to ensure that a logical development of a
wriéten piece will occur. However, it appeared that the grade 6

able writers preferred to begin to write and then to develop a main
idea during the actual writing of the plece. Some instruction in the
efficient control of the forward and backward thinking during writing
may be possible and desirable. Children considered details not yet
written as they selected current detail. - They also read back,

Appflected upon, and sometimes verbalized pieces already written,
A
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as a springboard to fucher writing. While these techniques appeared
to occur quicékintuitivély, it is possible that instruction in the
efficient movement of the mind ahead of and behind what is'currently
being written may prove beneficial. Research into the thought
processes of writers while writing is needed as a basis for the™

development of appropriate instructional materials.

Stimulus for Writing

Moffett and Wagner (1976) pointed out that ''Students must under-
stand that good writing subjects lie everywhere at hand" (p. 176). The
setting of topics for writing by teachers may not be the most useful
means of iﬁducing children to produce sat;sfying written pieces.
Furthermore, in thi*dy, it was noticeable that children tended to
write on their ‘special lnterests regardleés cf the topic or stimulus
for writing which was given. For example, all of Brad'; stories were
about monsters and savage animals. Debbie stated that for one task
she had planned to write a ghost story beforehand, and, thus, it )
appears that she simply manipulated the stimulus used so as to write
what she in fact wanted to write. It was also noticeable that th®
children's responses to stimuli were unique and not as the researcher
expected. For example, the sound of tropical birds was heard by Billy
as "a lot of noise," and by Kathy as the sound of saws.

The implication for teichfng of the children's responses to
the topics and stimuli used in the study is that children focus upon
some part of their real or vicarious experience when they write.

The training of children to focus upon some aspect of what has happened

to them, what they have heard or read about, how they think and feel,



238

what they can imagine, and to write accordingly appears an approach
to the question of WHAT TO WRITE? which is to be preferred to the

setting of a topic for writing.

The Writer as an Individual

Each child studied indicated a unique variety of concerns in
writing. Analysis of the introspective and retrospective comment in
terms of Facets of Composing revealed that each writer needs to be
considered as an individual. Writing requires the generation of
certain skills which must be learned in the elementary school. How-

LN
ever, in the teaching of writing, the catering for individual differ-
ences is particularly necessary. The Bullock Report (1975) emphasized
the need for teachers to "arouse specific individual intentions in the
teaching of writing."” A knowledge of the processes involyed in
writing is necessary for the most successful achievement of this
=~ Arousal:
The teacher works with a view to arousing specific individual
intentions, sometimes developing them tactfully in talk, and
providing technical guidance as needed. If the teacher is to
succeed in this, he will need to learn all he can about the
processes involved in writing and above all the satisfactions
to be gained from it. (p. 165)
Further research is needed which will help teachers learn

about the processes involved in writing and apply this knowledge to

the teaching of the individual child.

Recommendations for Research

This study identified some facets of the highly complex and

individualised processes used by six grade 6 able writers in the
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production of seven stories. The complexity of what was involved in
the composing was indicated by the fact that 43 labels were needed
to describe the concerns in writing to which children referred in
their introspective and retrospective comment. In view of the
intensely personal nature of the writing process, further studies of
individual writers are required as steps towards the development of
a theory of the writing process. Variations on the procedures Psed
in this study could be introduced in further studies. The combination
of techniques uéed to examine how writers compose could be varied.
Focus could be put upon subjects of different ages and ability levels.
Different stimuli for writing could be introduced. The processes
employed in producing different "kinds of writing'" could be examined.
The anticipated audience for writing could be varied, and the resul-
tant effects upon process studied. Processes employed in self-
sponsored as well as school-based writing could be the subject of
study. 4
Hence, the possibilities for further research suggested by
this study are great. The questions related both to writing process
and to procedures for studying the process which follow are examples
of possible subjects for further study which emerged. Since elementary
school children took part in the present study, these questions refer
particularly to the writing of young children. The questions listed
by no means exhaust the possibilities for further research suggested

by this study.
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The Writing Process

A total of 43 Facets of Composing, arranged into 10 sub-
categories and three main categories, emerged from the examination of
children's commént. Thought processes to which children referred
were described as THINKING AHEAQ, THINKING BACK and SPONTANEOUS
THINKING. The facets of composing themselves, particularly those
facets frequently referred to by the children, suggest many poésibil—
itiés for further research. The following examples of questions for
further study are arranged under the main categories and sub-categories
of Facets of Composing a Story Referred to by Six Grade 6 Able Writeys

in Seven Story Writing Tasks:

1.0 WHAT TO WRITE
1.1 Ideas
1. How do writers respond to a stimulus for writing?
Can composing aloud help in tracing the movement of
the mind from the response to stimulus to the selection
of an idea for writing?

2. Do writers "manipulate' a stimulus o? topic for writing

and, in fact, write on a topic of their own choice?
1.2 Sources

1. Are all able writers avid readers?

2. What is the nature of the influence of Television/Movies
on the composing of young children? Do the children
imitate the format of television programs? Is their
writing modelled on television programs?

3. Are parents of all able writers interested in and
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supportive of the children's composing?

2.0 HOW TO WRITE IT

2.

2.

2.

2.

1

2

3

4

Beginning

1. To what extent do writers pre-plan before beginning
to write? What is the nature of this pre-~planning?
2. What do writers want the first sentence of their story .

to achieve?

Developing

1. From what different points of view do elementary school
childreh present their stories?

2. Selecting details was the facet of composing most
frequently referred to by the grade 6 able writers.

Are less able writers as concerned with this facet?

Finishing

1. What shortening strategies do young writers use?

2. To what extent do writers plan the ending of their
stories before beginning to write?

Components

1. How important is the naming of characters to young
writers?

2. Do children prefer to give a story its title before or
after the story is written? What do they see as the
purpose of the title?

Concerns

1. The grade 6 able writers appeared to be little concerned
with the mechanics of writing. Is this also the case

with less able writers?
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2. How do children explain errors involving the omitting

of words in their writing?
3.0 WHAT IS IT LIKE?
3.1 Evaluating

1. How frequently do young writers re-read their finished
product?

2.‘ How do writers respond to the opportunity to critically
evaluate their own writing? Can this type of evaluation
help students to improve their writing?

3.2 Discussing

1. To what extent 1s the capacity to discuss the writing
related to the quality of young children's writing?

2. Are there differences between the capacity of'girls and
boys to comment upon what they have written?

3.3 Reading

1. What effects on writing processes occur when children
write for an audience of their peers?

2. Are young children consclously aware of an audience for

their writing while they are actually engaged in writing?

THINKING AHEAD, THINKING BACK, SPONTANEOUS THINKING

Explicit references to the movement of the mind of the writer
ahead of what he was actually writing occurred in the children's
comment. Similarly, they referred to their minds going back within
the context of the piece being written. Reference was also made to
a type of "instantaneous thought" during writing. As well as explicit

references to thought processes, the children's comments frequently
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contained implicit references to the movement of the mind ahead of

and behind what was in fact being written. Further research into

the thought processes underlying the composition of stories 1is needed.
In this study, some evidence of the nature of thought processes was
obtained from the children's own comments. Some questions which may
be examined concerning THINKING AHEAD, THINKING BACK and SPONTANEOUS
THINKING are:

1. One child (Jeff) composed "Thought Notes' as he wrote.
What can be learned of thought processes during writing from "'Thought
Notes'?

2. Can explicit and implicit references to forward and back-
ward thinking while writing be counted in children's composing aloud
and retrospective comment?

3. Can children be questioned, while actually composing,
concerning their forw;rd and backward thinking?

4. Can questions concerning mechanical errors and their
causes, particularly omitting of yords, throw light on thought move-
ments during writing?

5. Is SPONTANEOUS THINKING possible? What do children mean
by statements such as, "It just popped into my head"?

6. 1Is it possible to train children to think ahead and think
back within the context of their stories, as a means of improving

their writing abilities?

Procedures
The writing processes were examined in this study by means of

a combination of observing the writer as he wrote, studv of a videotape
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recording of the writer, analysis of composing aloud, analysis of
retrospective comment, and analysis of the finished product. The
following are some questions related to each of these techniques which
could be the subjects of further investigation:

Observation of the Writing Act

1. Can the timing of non-writing and writing segments of the
composition of stories throw light upon composing processes?
o -

2. 1Is writing rate an important element in the study of

writing process?

Videotape Recording of Writing

1. Can videotape recordings of writing acts be used for
remedial purposes in the teachihg of writing?

2. Can overt writing behaviours of children of various ages
and ability levels be compared by means of videotape recordings of

their writing?

Composing Aloud

1. What percentages of children of various ages and grade
levels are able to compose aloud?
' 2. Do younger children find composing aloud easier than
older children?
3. Is there a relationship between the ability to compose
aloud and the quality of writing?

4. Do children respond to training in composing aloud?

.

5. Does composing aloud lead to improvement in writing

quality? Does it adversely affect writing quality?



6. Is composing aloud a form of "{inner speech"?

Retrospective Comment on Writing

1. 1Is it poesible to compare the effectiveness of the use of
videotape to stimulate recall of writing processes with the use of
the finished product to stimulate recall?

2. Does the child's spontaneoﬁs comment reveal as much
insight into composing processes as the ébmbinition of spontaneous and
provoked comment on the writing? N

3. Are better results obtained from a stimulated recall

sess! »ld immediately after writing is completed or at a later time?

.. Do two stimulated recall sessions actually yield more

information on writing pro?\‘han a single session?

5. Do stimulated ré?!llksessions on the writing of stories

result in improvement in writing quality?

The Finished Product

1. Can the series of stages in the composing of stories
abstracted from the study of the writing of six grade 6 able writers
be discerned in the written products of other grade 6 writers?

2. Can facets of composing referred to by children in their
introspective and retrospective comment be verified by reference to
their finished prodycts?

Q' 0
Concluding Statement

This study of the composing processes of six grade 6 able

writers in the performance of seven story-writing tasks confirmed the
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truth oﬁ{the statement by Gardner (1975) that writing is a "supremely
complex ;nd multi-faceted activity" (p. 119). The use of a many
pronged approach to the question of what individual writers "did" as
they wrote stories identified the nature of many of the facets involved
in the composing. The children revealed a capacity and willingness
to discuss both what they wrote and how they wrote it. They expressed
a concern for the quality of what they produced.

On the surface, the children's written products may appear
slight and insignificant. However, the production of these pleces
involved the application of what Emig (1971) described as "one of

the most complex processes man engages in' (p. 44).
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The Pilot Study

[t
ll

The pilot study was conducted in one elementary school in

~,

the separate school system of the city of Edmonton in September, 1977.

<

PurEoses

The purposes of the pilot study were to throw light upon:

1. The suitability of grade 6 able writers as subjects for a
study of writing p;ocesses.

2. The feasibility of videotaping the act of writing.

3. The extent to which subjects were able to compose aloud.

4. The usefulness of a videotape recording of the writing
act in stimulating the writer's recall of processes used in composition.

5. The assignment of writing tasks suitable for the gaining

of insight into composing processes.

Subjects

Five grade 6 children, three girls and two boys, were selected
‘as subjects. The children were judged by the school principal and
grade 6 teacher to be "able" writers at the grade 6 level, clear and

fluent speakers, and willing, co-operative students.

Procedures

Each child was seen individually by the researcher in a
separate room made available in the school building. The child was
told that the researcher wanted to find out all he could about how
grade 6 children write stories. The researcher explained that he
planned to videotape the child's writing of a story and to replay the
‘videotape and ask the child to talk about what he was thinking at

various points in the composition of a story;
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The child was asked to write a story on any topic he wished,

or to choose one of the topics, Emoke!, The Secret Cave, or The Midnight

Moonlight Monster. The child was asked to “talk aloud" as he thought

and wrote, to ''speak the things you are saying in your mind."

The writing act was videotaped using two Panasonic television
cameraslconnected to a Sony Video Camera Selector. One camera filmed
the writing over the shoulder of the writer, and one camera was
mounted in front of the writer and filmed the child's face during non-
writing phases of the composition of the story. 7The writing act was
recorded on Sony half-inch videotape. The researcher did the video-
taping on his own.

At the conclusion of writing, the videotape was replayed and
the child invited to stop the tape at anytime and tell what he was
thinking at the particular stage in the composition shown on the
videotape. The researcher periodically stopped the tape and questioned
the child on what he was thinking at various points during‘the
composition. The child's éomments and dialogue between child and
researcher were recorded on audiotape.' These were later transcribed.

On the following day, segments of the tape were again shown
to the child and the child asked to make further comment on what he
was thinking at points during the composition of the story. Again

comment and dialogue were audiotaped and later transcribed.

Results

The performance of the pilot study revealed the following
information related to its purposes:

1. The five children studied were able to compose a story

under the conditions created without excessive difficulty, and to



259

give much insight into how they did so. Thus, grade 6 able writers
were considered to be suitable subjects for a study of writing
process. v

2. It was possible to obtain a clear picture of the composing
of a written pilece by means of the equipment used. The videotaping
could be done by the researcher on his own.

3. Some children found composing aloud difficult. Two of
the children did much composing aloud, two others did a little,
but one child did no composing aloud at all. '

4. The videotape recording of the writing act appeared a
very useful means of stimulating the children's recall of facets of
writing a story. All children were able to make much retrospective
comment on their composing.

5. The free choice of a topic or selection of a topic by the
writer from alternatives limited the possibilities for creativity in
children's writing. More imaginative stimuli to writing were con-

sidered desirable.

Summary

The pilot study indicated that insight into the composing
processes of children could be gained by a combination of close
observation of the writer in the act of writing, the study of his
composing aloud and his retrospective comment on the writing, and
the analysis of the written product. The design of the actual study

was based upon the experience gained in the Pilot Study.
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VIDEOTAPED COMPOSITION - FOURTH TASK - (Puppet Stimulus)

28. 11. 77 Jeff Tape 1 (433 - 849)

Total Length: 197 words

Total Writing Time: 22.40

Average Writing Rate: 8.8 words per minute.
—~

’

Approx
Time

M. Sec. Composing Aloud Writing

0. 25 0.K. Um, Let's see. It's about

a.. . let's say . . . a circus )
. . - Yeah O.K. ’ CI
0. 10 The Circus (Title)
0. 20 A little girl one . . . a
little girl that can be three,
four, yeah . . . um O0.K. *
0. 15 Once there was a girl
named .
0. 10. Um. What was her name?
Um. Susan? No. Susan.
0. 05 Susan
0. 25 Um. Let's see. (Re-reads)
She kept asking her parents
if she could go to the cirw.
Yeah.
0. 15 sh (crossed out). She
' £
: was four years old.
0. 30 She wanted to go to the circus so
* -
badly she . . . No. She kept

asking to go to the circus until. . .
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. “w:v’ - -
. &
M. Sec. Composing Aloud Writing U

She kept asking to go

to the circus.

0. 50 Let's say. This time. Her parents
say "no." But this time they offer
a deal. Everytime they said no.
‘ Er, this time the circus was oﬁ .

Saturday and .

0. 25 . ] This time the circa
(crossed out) circus

was on Saturday.

0. 10 She was sure she could go. o | ¢

W

She was sure her mother would

let her go.

0. 30 No. Better call her by name. She (crossed out) Susan
was sh (crossed out) &
sure her parents would

let her go.

~

© 0. 35 Let's see. She planned. She :
planned to tell her mother

after. No. After supper she

asked her mother and father

1f she could goO.

0. 30 After supper she asked

her parents if she

Pl

could go.
0. 30  They said . . . let's see
they said ''no" 'cos she's have -
to go up town. Her mother said p)
"no." O0.K. She . '
0. 20 ' Her mother said no!



Sec.

05

25

25

05

05

20

40

45

15

40

35

Composing Aloud

""No" because.

Get um . . . let's see

the groceries. Yeah.

Even fWough they had a store
X

';phree"gocks away.
d* ER

-t

Susan asked why she didn't go to

the bther store. Er. Let's see.

Um. She asked why she didn't go

to the other store. v
=
.
k |
She could't get . . . Butter?

Mother said they didn't. Yeah.
Her mother said they didn't

have everything she needed there.

Her father. Now, let's see,
her father. He said he hgd to
work late. He said he had to
g0 on'a busineas tr%? Yeah.
And her fafﬁbr gaid he pad to
go on a bﬁ!ﬁpess trip. “akeah.

<

-

Writing

Because she had to go

up town to geé%&

groceries

even though there was a

store 3 block¥ away.

Susan asked why she

didn't go to the other

6

store?

*Her mother said they

didn't have everything

she wanted there.

S

N '
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M. Sec.
0. 30
0. 15
0. 05
1. 45
0. 40
0. 05
0. 10
0. (go

Composing Aloud

Business . . .‘Tour .

to Hawaii .

Er. Let's see. She was dis-
appointed. Susan was dis-
appointed. She was. Susan was
very mad. Susan was very angry
with her parents. Um. Susan
was . . . let's see .

0.K. Susan was too mad to say
anymore and left in a hurry. No.
Shé’just. Susan was very dis-
appointed and left in a hurry and
went to her room. Susan was so
mad she went to her room and never
came out till the next

Yeah.

No. Spelling's wrong.

Next morning she came out

excited. Uh. Yeah.

x

264

Writing

And her father said he
had to go on a business
trip. busis (crossed

out).

business trip.

7

Susan was so mad she
went to her room and
didn't come out till
the next mourning *

(crossed out).

mourning
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-

. éec. Composing Aloud Writing

30 Y Next mourning Susan came

out extited.

20 Excited. Period. She . .
Oh yes .

10 She thought

. 05 Her parents would let her go

with one of her friends

30 that one of her friends
might be able to go
with her. . ’)
. , ¥,
10 Her parents told her to phone
around. Her parents told her
to phone all her friends who
lived close by. Susan phoned
all . . . Susan phoned every
friend she knew. No. She's
onlygfour years old. So her
friend, no. Her friend won't
be agle to go with her. Her

friqu's mother. Yeah.

10 and that her freinds
mother

Q5 Or father. }

20 or father would be able
to go.

00 She kept phoning around and
finaliy she found some one that
could go with her. Susan phoned
. and phoned. The last phone
number. She was up to the last ¢ . \ L

v
-y,
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M. Sec. Composing Aloud Writing

phone number on her list. If

that person can't go. Yeah. Um.

No. Er. Let's see. She. Susan ) *
kept phoning around and she was -
down to the last phone number on

her list.

0. 25 Susan kept phoning

arouna untill she

0. 05 Only had one phone left

»
0. 05 only had
0. 05 One number left on her list
0. 15 e a one number left on her
list. N
- L. 00 ., (Re-reads) Um. And sure Q
. » cenough. She was able to go with : ’

Y%er fat¥er. Let's see. H#w 1
friend and her friend;é father
were going to go to the circus,

and wanted Susan to éﬁ with them.

0. 135 o

And sure enough Susan's
friend was going with

father alone.

0. 10 So they invited her. So they

invited Susan to go with them.

0. 10 So they in vite (crossed

out).
0. 05 Invited

0. 154 . invited Susan to go with
&

s them,



M. Sec. Cm?osing Aloud Writing

0. 05 ~ There. I think so. Yup. Yup.
0.K. I'm finished.

Total Time
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Debbie
s Seventh Task (Free Choice)
First Stimulated Recall 14. 12. 77 Tape 1 Side 2
(250 - 339)
* = Researcher stopped tape
# = Debbie stopped tape
¥ om b e
# (Talking before writing) C e
o
D: 1 remember why I wanted to call um, Tina, Tina, it was because
”ooay
while in the story she was supposed to be tiny, but in the story {? b
{ s

nothing worked out the way I wanted it to really, because 1'd

think of something, you know. ''This has got to be in," and

then 1t wouldn't make much sense, so I'd have to think afl over
in my mind again, you know, 'that doesn't work" so, this one
was sort of mixed up. But I called her Tina, gecause she was
tiny and she was supposed to be very very tiny in the itory and
she was s;pposed to be the youngest one in the family. Only it

didn't work out because she was, in this one, she was the only

one. (260)

# ("And I haven't got any presents')

D: 1 remember why I put in that "and I haven't got any presents,"
it's because I wanted her to be kind of sad becausevshe had no
moALy to buy presents and then she was going: to get some you

know, for her parents and for all her big brothers and sisters,

but I thought that that would be not, not really true, because
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nobody in the city of Edmonton is all that poor that they don't
have any money to buy Christmas presents, 80 I let her have some
money to go in just to an old’ rner shop and bought a few
things, you know, and then she's feel a little bit better,“pu
know. ﬁut she's still be kind of sad that she had no money to
buy a Christmas tree or ornaments even. So I put that in
because 1 waﬁ%ed her to be kind of poor and then she would know
the real joy of Christmas, you know, having an aunt coming over
and giving her a whole bunch of ﬁﬁ%é things and stuff. (271)

* ("She said" line 4)

- .

R: Debbie, do you remember what you were thinking about then? You
stopped after you wrote ''she said," and you talked to yourself,
What was, do you remember what you were thinking?

D: Yes, I was thinking, um, that she would be kind of sad because
they didn't have really enough money to buy a Christmas tree,
because, you know, they cost so much. They didn't have any
money to spare, you know, and I said, well, they should have a
Christmas ree, and then I said no, maybe Auntie Tinabelle
will bring, bring one. Then I said no they don't really need a
Christmas tree because they don't really need a Christmas tree
to have a happy Christmas. So, you know, an old branch with
some brightly coloured scraps on would be all right, because it

would probably be quite pretty when it was finished. (280)

*  ("was' underlined)

R: Debbie, why did you underline "was"? It "was' Christmas?



Well if I just put "it was Christmas,' all the same, then the
person would say "Yeah, it's just Christmas, so what.” But you
know, if she felt aalittle bit of excitement because "it was
Christmas' that would make a little bit of difference you know.
Yes, so you underlined the word because you wanted it to be
what?

Be stressed.

Be stressed. O.K. now do you often do that in your writing? |
Not really, only when I reall&, really, want to stress something
because there's a really big point that I want to bring out in

it or something.

Good.

("loaded with gifts") T

I remember why I said that Aunt Tinabelle was loaded with gifts.
That wquld give Tina something to be happy about when it was
Christmas, because she did get a few things. You know, I didn't
make it that they had millions and millions of things, and Tina
got real gold and silver rings. Because that isn't really
Christmas. vChristmas is - mething, you know, where you're nice
to people, like roast turkey with all the fixings would be nice.
You know if they didn't have enough money to get it. I put
those little marks on "fixings' because, you know, like stuffing
and cranberry sauce and stuff. And then a warm coat, and all
kinds of clothes. They needed that you know, so it was nice of

her to bring that because they did need it, and a really neat

dolly for Tina. That'd be better than having a whole bunch of
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things you don't really need because, you know, Tina was small.

And that's about all really. (300)

(at end)

Debbie today you drew ‘.picture again, at the end of the story,
/

why did you do‘xat?

Well I was'going to, I forgot that we didn't have any coloured

felts, because I was going to draw, you know the Christmas

tree with all the little colored scraps on it and underneath,

you know, "Their branch for a Christmas tree." I mean, and

that's what I put under the picture so you'd know that it was.
d then there was going to be a couple of presenté and a dolly

sitting up you know, béside the tree. Then people echoing

"Merry Chriétmas,L becau;e Christmas is happy. (308)

Good.

(at end)

Debbie, did you re-read your story?

Yes. I re-read it after to make sure that it was sort of all
right. Because nothing really worked out the way I wanted to

to sort of.

How do you mean, it didn't work out the way you wanted it to?
Well when I first started, I thought O.K. Tina's going tp be
very small. She's going to be the youngest one in a great big
family of children. They're going to live in a little hovel and
they might live in some place warm. But then there isn't really

any great hardship in living, you know, like that if it's nice

1
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and warm out. But if she just had a sort of ragged dress and
it was cold, then that's be a little bit poor. And I wa;ted
to turn her into a poo; person, because if somebody was rich
and you bought them a whole bunch of things, then they wouldn't
be so happy about it. They'd just say, "oh some more things,

gee I wish I could have had this and that, and the next thing."

(321)

Yes. Debbie do you know why your story didn't work out the

way you intended it to?

I\think it's because when I first started writing'l was
thinking too much about, well people in general, kind of,

gsort of, I don't know.

Now you thought about this story during the week?

Right.

But after you started today, then you really had it worked out
what you were going to say?

Yes, just the first little bit but I wasn't quite sure how I was
going to end it off. (329)
Q.K. But then it didn't work %gt that way afFer all?

b

So when you started writing it just sort of changed itself?
Yes.

All right, gged Mg

me about that one?

o/ d likesso tell

P

No that's all because you know, it was quite a sﬁoft story.

Are you happy with 1t?
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No it could havc4 ittle bit better sense and there was

a few things I s e put in, you know like. I see in

almost every st u know, because you want to be sort of

better. You lgo
-

.-

it and you SWX could have done that," but I think this one's

your finished product and you criticize

pretty good.
Yes, well you had to write fairly quickly.
Yes.

.All right, thanks Debbie. (339)

Ay



Nadr ‘
Second Task (Sound Stimulus—Tropical Birds) ' a -
Second Stimulated Recall 24. 11. 77 Tape 1 Side 1

#

(120 - 254)

.* = Researcher stopped tape

# - Nadr stopped tape

(After writing "George')

Um, at the beginning of the ltoryil had to think of a name,
because {f I didn't think up a naie and start c¢alling hin by
his real name, then it wouldn't sound right, in the story, and
so, the name "George'" came up to me, it's just a simple name
and I decided to put it down.

I8 George a real person? ‘ .

No. George is just a madetup person, just make believe, a&?y
I had to make him sound young, becauqe later on in the story,
adults don't believe in leprechauns and stuff likéxihat, only
little kids I think. So I made him soynd yoggg. (132)
Oh so I see George had to be young. ‘

Yeah.

Why?

So he would believe in the leprechaun, }ike that got him out
of the, got him out of the dungeén, later on in the story.

Oh, I see, so if he'd been an older person you»couldﬁﬁt have

1

had a leprechaun.

No, I don't think .80, it wouldn't really sound right, older



#

("Run away')
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people, they, get out of the hang of it. They get out
thinking of, Santa Claus and witches and all that, if's

you know, little kids. K

I had to make him, like, I couldn't let him just go out for a
waLk because the next day his family would get worried, so I
made him run away.

He couldn't just go for a walk you mean?
No.

He had to run aﬁéy? Well what is the‘reason for that?

Well if he didn't run awa&, like, it said later on that he
sleeped in the dungeon. - (146)
Yes. v

The his parents would get real worried and come out looking

for him, so I made him run away . . . sort of, you know

Well, he ran away like, not from his friends, because he didn't
have any friends so they couldn't get worried, and he was just
wandgring around, not knowing where to go specially, you know

especially to go. (154)

(After ""Fell asleep')

Um, T had to make him fall asleep so that, so he wouldn't have

to put up a struggle and all that, and see who came and took

him to the dungeon or anything. So he fell asleep, and he didn't
know what happened. When he woke up he just knew that he was in

a dungeon, he didn't know who took him there, or anything. (159)



R:-

R:

*

R:

277

So you got out of ﬁkving to write all that?
Yeah. I got it short by that, doing that.

By putting'him to sieep?

“Yeah.
Then he couldn't remember? s
Yeah.

(Betweea "was . . . and scared")

-

Can you remember what you were thinking about when you stopped

there? You said "he was,'" you wrote "he was,"

then you stopped?
Well, I, I had to put a last name in for George, and um, I was
trying to think of one then. Like at the top I named him, but

I forgot that last name, so I just wrote it up then. Then I

'
started to keep on writing.
So, you stopped after "was" and went back and gave George another
name?

Yeah. I gave him a last name. (168)

1"

Mm. so after you wrote '"was' you must have been thinking of
what were you thinking of? | ’

I was thinking out any, any, um, usual name toc write for, not
too usual, and not too unusual, just normal, you know.

S¢ vou went back then and wrote that at cthe top?

Yeah.

In the first line?

Yes.
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What were you talking about, what were you thinking about . s

there, when you atop;ed, after saying 'he was only 10"? You

stopped for quite a while and then you talked to yourself, I

couldn't quite htar what you were saying. What was the problem?
(176)

Well it was late, I was thinking of the . . . later onin the

story, of what, how George was éoing to get out, and I decided

it would be all with magic, and then I was naming the different

things that, that have magic, like a witch or .a warlock, that's

what I was saying, and finally I decided to pick the leprechaun,

and that was my choice.

So, what you were really doing was thinking about something

that hadn't yet happened. -

Yeah.

Well, what was it that you were thinking about, that hadn't

yet happened?

Well, him getting, George getting out, and, 1like, he was locked

in and nobody was going to come and unlock him so, I had (187)

to get something besides the person, so I thought of something

magic. T could use lots, but I decidéd to use a leprechaun.

You could use what?

Lots of stuff‘like that, magig ring or magic stone. Lepreché;n

I think was the best to use, I don't know why.

Good . (192)
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(After "Pillow")

Um, with the leprechaun I decided that, George, that, to fiad
the leprechaun and get into the dungeon, and fall asleep all
in one day was too much so I put the next aay for George to
find the leprechaun and ‘I, he was sitting behind a pillow.
Why did you think it was all too much for one day?
Well if you were in the afternoon, which, that's about um, the
time it was there and, and, he fell asleep, so you added up
till about four, then you, and then he, um, starts walking
along and all uorr{ed you know, for a few hours. Then it gets
kinda late, and heifalls asleep.
I see, ,80 you had to stretch the story over more than one day?
Yes.
And so you decided to put the leprechaun under the pillow?
Yeah.
Why?
Then, well it was in a piace, right, a small place where, he

“tould go under, the leprechaun could go under or beside it, or
on it, anywhere. So it was, because it was nice and soft for

him. (210)

ki

(After "George asked him what he was")
At this time George, I had to,)like, George couldn't just, like,
with the leprechaun, George had seen, George had seen the
leprechaun. I wouldn't hav; him just walk up there and say um,

i,
"Get me out of here with your magic." 1I'd have him, I had him

walk up slowly and ask him what he was, so George would make sure
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» : .
that he had magic in him and then, then he talked to him. (216)
# (At the end)
N: At the end I had to think of a, like, an ending for them,
because I just couldn't see that they'd have parted because of
‘ .
that. George was grateful to the leprechaun for getting him

out of there, so I made them live together, live happily.

R: why did you say "and together they lived"?
N: Well, why? Well i just put ;t that way.
R: why didn't you say ''they lived together'?
N: I just put'it down tgié way, I don't know.

R: Right. Um, when you were writing the story Nadr, were you
thinking about who might read it? ‘

N: Not particularly, I was juét thinking about what was going to
happen next. I don't really mind who reads it. It's just my

story, and that's the way I write it.

R: Were youw writing it for anybody in partiéular?

N: Well, you, that's, that's about it. ‘

R:. " But it's still your story?

N: Yes (taughs).

R: Is the story finished now? Db you feel that you've said what

you want to say?
N: Yes. I think it's finished.

R: 0.K. Thanks.Nadr.
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Kathy
Third Task (Plot Line Story)—First Home Assignment .
Comments  29. 11. 77 Tape 1 Side 1
. (777 - 983)
Side 2
(qu - 065)
K: In this story, I1've got the characters Joey, a little boy,

Aunt Gertrude, Aunt Helen and Uncle Frank. I got the name Joey
because when I was doing this in half an hour the "'Hardy Boys"
was going to be on and there's a Joe Hatdy.in that and there's
also Frank, and there's also an Aunt Gertrude. So I got all
the names from that show.

1 said this story was going to be done in Saskatchewan and
for a while I was thinking of doing it in Newfoundland bécause
when I asked my dad about lots of dogs that have rescued people
he said that most 6f the famous ones are the Newfoundland ones
and Labrador. So I was going to change it to Newfoundland
because that's where most of the Newfoundland dogs are. Dad said
that the Labrador is a pretty strong dog, knows how to swim and
they're common in the prairie provinces and . . . in Canada. ,

(803)

1 said he was going to stay at the farm for the summer
because during my summer holidays that's what I like doing best
at my grandma's. And for the same reason I love all the animals
there and so he's got p;rt of me in there. And :

The reason I put this thing in that he was arguing that he
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was six and a quarter years old 1is that I've et a little cousin
o down in Saskatchewan and if you ask him how old he is he goes
o

,s‘. ,
&4 1ike this—"I'm exactly eight and fhree quarter years old."
N ;

< " 'Cos he doesn't like being called eight because he thinks he's
older than ;ha;. That's where I got him being six and a
quarter years old there.

The reason I got him to go pick wild strawberries in the
woods is because I didn't know how to get him to meet Aunt Helen
there and so I had that Aunt Helen came up and surprised him
when he was in there picking the strawberries so that's how I
got her into ‘there. (827)

Also I like picking strawberries on my own, but I have
enough before I get home. I always eat them before I get home.

R: So before you wrote that part what you really had in mind was

"I want to get Aunt Helen in somehow," and so that's why you

arranged it that way. You were thinking ahead to where Aunt
Helen comes in.

K: And"cos I didn't know what he was going to do until he fell
into the river.

e R: Oh T see. Well, why didn't you have him fall into the river

straight away?

K: Well, I was going to be pretending that I was a great series
writer.

R: Oh I see.

K: And so I had that like up to well through the firs; couple of

' pages it's like chapter 1. Then the river bank where everyone
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is there would be chgpter 2.

Wwhen you said you wanted to be a series writer, what do you
mean by a series writer?

Well, like, um. I read lots of Nancy Drew books and stuff like
that and they've got 54 books in that and I like reading books

ng on and on 'cos, like, I read books like to

that k7”

T .
me it it Wit people have _% that year—something
like that—but here they've got’ ‘  growing up, all the

way until they are married or something like that. When I

write stories, it's like fiction.

So you likg to make your characters known to the readers by
having a lot of things happen so that the readers know them?
Yes. (868)
1 got the idea of them making ice-cream by hand because like
one day in grade 4 we went on a field trip up to John Walter
Site and we made ice-cream.

Where's this?

John Walter Site. And we made ice-cream. It was really fun
sorta like grinding all the ice up and it tastes a lot better
than the stuff you buy in the store.

Later on when Joey went down to find his uncle and his
uncle was grooming the horses, 1 called the horse Blaze and
Crystal. I called them that because I went horse-back riding
for the first time this summeér and that was the horses I rode.
So those will be the horses I'll probably remember for my whole

life. The reason Blaze is faster than Crystal is because my dad
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rode Blaze and Crystal was for me because I didn't know how to
ride.

At the end after dinner to end the chapter 1 had Joey going
to bed, that's the way I usually end my stories. And so I could
start my next chapter. The next chapter had Aunt Gertrude -
asking Joey i{f he'd like to go on a picnic . . . Joey says,
and Joey said he would and she had already packed a picnic
lunch because most kids already would like golng on picnics.

And so, like, she knew what was going to happen after they were
ready. And so that's why I said she already had everything ready.
And Ididn't know what to put in between. '

I don't know if this is very important or not but when I
got Uncle Frank asking everyone if they've got everything 'cos
when everytime we go on a camping trip someone forgets something,
and just as we get down the block, someone's got to go to the
washroom. It's kind of a hazard now. So that's whv [ put that
in. (918)

I got the name Coal fo; the dog because I&was looking like
in an encyclopedia to see what most of the dogs looked like so
I could pick my dog that way, and it had one picture in there
of this Labrador coming out of the water with a bird, like he
was a black retriever and so I got the name Coal because he was
very black. And of course my grandmother has a dog named Coal.

When I came to the part that, like, when he's falling into

the river I really didn't know how to put that so I had him

sitting there screaming his head off and . . . then Aunt Gertrude



getting all excited and not ®owing what to do while the other
ones were more cal; and trying to rescue him while she was
sitting there yelling her head off. '
The reason I had the dog rescue, the reason I had th® dog
in the whole story is because'in grade 5 we had to write a
report on a Newfoundland dog saving this boat by pulling it in,
and so that's where I got the idea of a dog, like they can save
lots of people. And also at the end when I said that the best
reward was the praise, and that Joey was alive, that was also
mentioned in this story except {t was in different words, (953)
and I got the idea of like doing articicial res . . . (laughs)
like A.R.
Yes Artificial Respiration.
Like er, 1 take lots of swimming lessons, and every vear we
have to do the same thing whether vou've passed it or not.
And we're taking First Aid courses in guides also and we had to
do that. And"that's it.
Just a couple of small questions Kath. Just one little detail,
when Aunt Gertrude gives the secret away did you mean that to
happen or did that, did vou forget yourself? (971)
Well the reason, like when Joey asked why, I didn't know what
she was going to say, and part of me was there again because
everytime I'm trying tohide something from my sister like a
Christmas present I bought her or something like that I get all
anxious and I want her to start guessing what it is and at the

end I end up telling her what it is.
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Well those 1{ttle detalils are interesting. Another little
detail
when you said that bit about the uncle saying ''Is everybody
ready?", and so on, and you said "I don't know if that's
important," um, why did you put it in really?
In a way I was trying to get this family like my own family
and . . . um . . . (laughs)
Yes, and if you want vour reader to really know the family
what do you have to-do?
You have to tell\them about the family, and, how thew live.
Now, with regard to all the characters when t£e exciting parf

of the story, well it's all exciting, but when the rescue

happens, all the characters behave differentlv. Did vou plan

that that way? ~ (012)

]
Yeah. Like, I guess I did because like Uncle Frank, like I

thought of course he's going to be running around there and
trying to save his nephew. And then Aunt Gertrude like it's
supposed to be such a surprise to her. She doesn't know what
she's going to do and what's happening. She's just, like,
shocked. And that's how I made her. She just sat there.

She just . . . oh she called the doctor. We've got to give
her credit.

Right. So the real hero was Coal, I suppose wasn't it?

“Yes.

Now‘ﬂid you want the story to be longer than {t was?
,//
Well, I just wanted like to have a second chapter after the,
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after he was saved and I thought now that everyone knew that he
wasn't dead orunythlﬁs like that

S0 you :?uld'go on. You could make that part of a book, 1
suppose.

Yeah. Like I gbuld start you know he's, like he's

he's dt the hospital or something 11ke_that §nd have his
adventures at the hospital or when he {just r%me home and started

-

all over again.

Good. Now the plot line, the '"Little boy . . . river bank
splash!”, did you find that a help for writing a story’ (028)
Ob at first it was hard I couldp't start writing, like this

is one right here.

Well tell me about that, the other start that vou made.
(Referring to incomplete Qraft of story.)

0.K., well for this one I wasn't reallv concentrating on the
storv I don't think, 'cos evervtime I had a whole bunch of
ideas in mv head and none of them seemed to go together and
everytime | wrote something down it really didn't sound right,
so I decided to wait till the next day and that time 1 didn't
have the T.V. set or anything on. I came upstairs and {t was,
I just sat there and wouldn't start until I had evervthing all
planned out.

I see. So the first time vou started vou had "Little bov

river bank . . . splash!', then vou tried to start straight off,
then it didn't work.

Right.
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S0 how long a wait was {t before vou started again’

Well I started this on . . . [ think 1 started this on Saturday
morning and then we went tobogganing and al! that and we came
back after supper. [ got on the new one about down to the

end of the first chapter, or & little more than that. And then
I left tt and | went to bed. And in the morning there was the
Grev Cup so [ didn't do much then. And so after that, around
one, we had .ompany tor the, we had a Grey (up party there

and at the verv end so it was night time before | got to write
much down. In the davtime I didn't seem to come around to ft.
Now, while, in between times, was the story going through vour
mind7' Were vou, did you ever think of {t at any time’ 1049)
Yes, yes I think so. Yes, I had most of it in my head before

I wrote it down and that night I was trying to think of an
ending. And it all fell in after that

Sy before vou started writine vou didn't really know how it

was all going to end’

No.

Well, is there anvthing eise vou' ! lixe to tell me about that'
“h. No not reallv. 1 think ['wve satd evervehing.

Yeah. Did vou find it easier to write that storv where vou

had a lot of time and vou could deo it when vou telt like it
rather than the ones vou Jo here where we have T.V. cameras
and things?’

Yeah. I thought that one was a lot easier to o

This "Little boy . . . river bank . . . splash!”
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Because there's sometimes I just can't write anything down and
‘tgen there are other times when it like just flows ou;. When
I'm forced, not th;t I'mnforced or anything here but, you know,
I've got more time to do it so I don't have to rush.

Right. Good. Anything else you'd like to tell me?

No.

0.K. Thanks Kath. B (065)
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Final Interview with Subjects

During the ninth and final meeting with each subject, a final
interview was held. The éurposes of this interview were to gain
further 1nsigh; into the subject's general conception of writing,
and his views on the general nature of the study and the procedures
used.

The interview began with the researcher giving the child
each of the pieces he had written during the study. The ild was
asked to look over the pieces. The following questions w@ th;n
asked. Additional follow-up questions were asked which varied with

»

each individual subject.

A. Conception of Writing

1. Can you tell §§¥2?3Ch is the best story you wrote for me?
- Why do you th t is the best?

2. Do you remember the best story you have ever written? Why
do you think it is the best?

3. What do you think makes a good story? What things go into
writing a good story?

B. Procedures Used in the Study

1. How did you like being videotaped ‘as you wrote? Did it help
you to do a good job? Did it annoy you?

2. How did you like talking to yourself, speaking your thoughts
as you were writing? Did it help you? Did it annoy you?

3. Do you think the videotape replay helped vou to remember what
you were thinking and doing as you were making up your story?
Do you think you could remember as much without the videotape
but with the piece of writing to remind you of what you were
thinking and doing as you made up the story?

4. Did you find it easier to write the stories at home or was it
easier to write here in school? '
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5. Did you like reading the other children's stories? Did
you mind them reading yours?

6. Did it worry you having to write in this room away from the
rest of your grade?

7. Did you find it hard to go ahead and write a story whenever
I asked you to? e

8. How did you like the sounds, the puppets, the picture and
the "plot-line'" as ways of getting-started on a story?

9. Did you prefer the times when I gave you a topic or a choice
of topics or when you were allowed to choose your own topic?

10. 1Is there anything else you would like to say about what you
have written for me or about your writing generally?

You have been a great help to me in trying to find out about
how good grade 6 writers make up stories. You have worked very

hard and have told me a great deal.

Thank you for all your\hood work. T hope you keep on writing
more good stories.

The interviews were recorded on audiotape. The tapes were
later transcribed. The data obtained in relation to the child's
conception of writing were used in building brief profiles of each
of the subjects. Data obtained in relation to procedures were used

in evaluating procedures used in the study.



APPENDIX E

THE STORIES

The stories are ordered in the ‘same séquence as that followed in the
presentation of profiles. Kathy's stories are followed by Nadr's,
Billy's, Debbie's, Brad's and Jeff's. Each child's first story is
followed by the sound stimulus story, the plot line story, the puppet
stimulus story, the swap-around story, the picture stimulus story,

and the prepared story.

[“ "
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Kathy i : Sound Stimulus Story
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Plot Line Story
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Interview with Teachers

The researcher met initially with principals and grade 6
language arts teachers of the two schools from which subjects were
selected before the study was begun. At both schools, two teachers
shared the teaching of the grade 6 stxﬁents. Duripg the fifth week
of the study an interview was ﬂ!ld with both grade 6 teachers at each
school. Tbe purpose of the interview was to gain background informa-
tion on each of the subjects in the study from the members of the
teaching profession most closely assoclated with the children on a
day-to-day basis. Emphasis in the interview was upon the child's
performan language arts. However, other academic and non-
academic were also discussed.

A week before the interview was held the researcher briefly
outlined to each teacher ‘the purﬁose of the interview. A copy of the
following ggidelines was given to each teacher.

I am trying to find out as much aé I can about the composing
processes employed by some of the children from your grade as
they write some stories in response to various stimuli. I am
meeting each child nine times for this purpose. I cannot
really get to know the children very well in only nine meetings.
Therefore, I am asking for your help in giving me background
information on each of the children from your grade with whom I
am working. Next week I would like to meet with you to talk
about the children.

I am particularly interested in the children's performance
in the language arts, especially writing. However, I would value
any comments or information you may have conceﬁning the children's
overall performance at school. I will show you the pieces they

‘have written for me in the study.

The following very general questions may serve as a guide
for discussion when we meet next week.
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1. Reading

How would you rate the child as a reader? Does he read
a great deal? Are you familiar with his particular reading
interests?

2. Writing

How would you rate the child as a writer? Can you detect
the influence of such things as his reading interests, tele-
vision, personal experiences and 80 on in the things he writes?
How would you rate the Pleces he has written for me in comparison
with the writing he usualI& does in school?

3. Speaking and Listening

How would you rate the child's oral language? Does he
participate willingly in oral language activities in school?
Have you any comments on his listerfing abilities? ,

4. Other Academic Areas

Could you comment on the child's performance in the other
academic areas? How would you rate him as a student generally?

5. General
Are there any other factors which you consider may be
relevant to an understanding of the child, particularly with

respect to his composing processes?

hank you very much for your co-operation and help during
the "study, incIuding your consideration of these questions.

09

The interview was recorded on audiotape. The researcher
edited the tape, and parts considered relevant to a better under-
standing of Ehe composing procesées of the®™hildren were transcribed.
THese data wére used in building brief profiles of each of the

 subjects who took part in the study.
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Interview with Parents

.

Letters were sent by the researcher to parents of eﬁch of
the children selected for study. .The éeneral nature and purpose
of the study were outlined and parental permission sought for the
child to participate and to be videotaped while vriting."?arenés
were also ask;d if they would b7rv1111ng to meet with the researc\er
to discuss aspects of the child's language development..

All parents consented to their child participating and being-

videotaped. The parents of five of the children agreed to be inter-

14

o

viewed. The parents of the sixth child declined to be interviewed
because of their lack of proficiency in the English language. They
requested that an adult elder brother of the child subject act on
their behalf in the interview.

During the fourth and fifth week? of the study the researcher
contacted the families of each subject b§ telephone and made an
appointment for the interview. Interviews with both parents of five
of the subjects were held in the subjects' homes. In the other -
case the researcher met with the subject's elder brother (aged 24
years) in the researcher's office on the univeggity campus. )

The interview was of an informal nature. Permigsion to audio.il
tape the interview was sought and given in all cases.

The researcher briefly outlined the nature and purpose of
L)

the study and explained that a discussion of the child generally, with

particular emphasis on his language development, would Qe most helpful

to the researcher in gaining a better insight into .the nature of the
, .

child's composing processes. The pieces written by the child during



the study were shown to the parents and discussed. The ollowing

general guide was used during the interview. Not all questions were/ )

asked. The questions were prepared to guide the course of the

interview.

o e——

1. Reading
. ']

Can you remember reading to

when he was very young’?

Did the older children read to him? Did he seem interested in
books, pictures, printing when quite young? Can you remember
if he could read before he went to school? Did he want to read

before he went to school? Did he learn to read quickly at school?
Can you remember if he ever had any problems in learnipg to read?

Has he always received good grades in reading? -

Does he read much now? What sort of things does he read?
Where does the reading material come from? Do you impose any

censorship on reading material?

2. Writing

‘Can you remember his first attempts at trying to express
himself in a written form—that is his drawings and so on?
he try to write when very young? Did you every try to help him

Did

write before he went to school? Did the older.children try to
help him? Would you have kept any of the writing he did when

young? Did he have any difficulties in learning to write at
Has - he
ever had any problems in any of the language arts at school?

school? Does he get good grades in the language arts?

Does he ever do any writing at home? Does&ﬁe bring home
things he writes at school? Does he ever ask for help with
his writing? Would you care to comment on the pleces he has

written for me during the study?

3. Speaking

Can you remember his first words? Did he learn to speak

early in life? Can you tell me about his early speech.
he ever had any speech problems?

Does he talk much now? Do you discuss things with him at

home?

4. Listening and Viewing

Does he watch television? How much? Do you have any limits
on his television viewing. Any censorship? What is your opinion

of the influence of television on children?

373
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Does he ever go to the movies? Do you imposeé any limita-
tions or censorship on his movie-going?

Does he listen to radio and records and tapes?
S. Other Academic Areaé

-

Are you happy with his performance at school? Dees he get

good grades im 4all school subjects? es he seem to have any
problems? Have you any comments on his gerteral performance at
school?

6. General
Does hé have any hobbies? Does he play sport? Has the
family travelled very much? Are there any experiences in

his life which you think may have greatly affected him?

Is there anything else you would like to tell me which may
help me to better understanding his composing processes?

Are thefe any questions you would like to ask me about the
study?

Thank you very much for your co-operation in the study and
for the time you have taken in answering my questions.

The audiotapes of the intervigws were edited by the researéher.
Parts considered relevant to a better understanding of the composing
processes of the children were transcribed. These data were used in
building brief profi%es of each of the subjects who took part in the

study.



~4

APPENDIX H

SAMPLE OF ANALYSED TRANSCRIPT
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Debbie

>

Fifth Task (Swap-Around Story)

2nd Home Assignment - Tape 1 Size 2
) ‘ (340-390)

Comments 14. 12. 77

en I( um, Jput the title '"Help" or '"Don't go near the water,"

S L

(/I dgs,>1 crossed out the '"Don't go near the water' because it

X X '
R didn't fit,(;ort of,)because,<;ou know,/ that's what his Grandma

-

cautioned him, and that didn't really have anything to do with

29/ Them O//V/O/a/

the story./ "Help'" did because he was sdrt of bad, and he didn't

do as he was supposed to, and he could have drowned or something.

(346)

was going to have him killed, and chopped up by the sluice

: /4 S)earc/ws -,gr an idea
(5 :

but I didn't know how to write about that kind

‘ /4 /?(j’ec/:rig a~ /b/er;
and everythini///

of thing because 1'd never seen anybody in a sluice./ And I've

/23 [)enua/ /(now/¢d7 %

heard of such things) you know, )and because he was bad this is

! 245 Theme/ M .»a/

his circum m, like conseguences and that h has to sake. He

/./3Se e( 1G G 1dea / &

wasn't supposed to go near the river/and he did./ When I was

247 Namzﬂg X
writing, I had a little bit of trouble{f;ou know )with the name;///
-
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, o .
but I just picked Jon because that's one of the namei)//ét's a

[X] fl
sort of popular namey//zots of people like the name Jo;,/£;

I just put it in.

/I ) /29“ CA(I/&CF(VI.Z a/'/o.n

(355)
wanted him to be kind of bad because if he was a good little

kid, then you can't write anything about good little kids,

2./) Planning

because it's boring./ But this would be sort of an exciting

-“S)e/ec/u;g defails

story,<sort,of, you k%Pv. He's going to g0 in the sluiéﬁ/é;d
he can't s;ve himself?/é;d some guys t;y to save him7/§nd they
can't the ;irst timey/{;e rope snap; and that.///

R: . Where did you get that idea of having many times, you know, and
the first time they didn't get him, and the second time they
didn't get him, and it built up that way?

N /Jell 2/ [/Aer‘a/'ure

I sort of got it from Captains Courageous, when Tim, Tim.

fell into the water, and the boats were going to r'n him in

half and tha {{you know. ut he managed to be saved after all

that./ So that's where I sort of got it. /They kept trying to
[ )

save him /and then finally they did.
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R: Are you talking about the television version of Captains
Courageous or the book? '
l"
D: ///;he book;///
R: You've read the book?
L ]
X
D: Yes. )
R: You didn't see the movie on television?
X ‘ B
D: No. , Z :
R: Right, thank you. (371)
R: Deb., how much time did you spend on that story, preparing and

L]

writing that story?

2./2 S/ar/:ag '
Well I nevgr really started until about Sunday writing ity//knd

/

o

_ A
then I had a little bit of trouble because,(?ou know,)I'd

2‘9ﬁ77//\/Q2rV1ir%fj
finished reading the book. /I was wondering should I call ‘the

/.27 Z/Aerd/‘/vé
guy Harvei///l was wondering if I should sort of base it on

Captains Courageous or what)///

R: Oh I see, yes.

/ 232 Ena/n‘ws .
D: ‘I finally got the finished produci)//

R: - When you were writing were you thinking of the fact that it was



going to be read by other grade 6 students?’

CT - 38/ S)eng'( Jatldléﬂf( X

w1 Yes, that's why I sort of made him 11ke</um)a grade 6 studen;’//

f’\(' -~ - . .
SO
m First of all I went around asking guys what kinds of stories

, .
| ~ by o de

I was going to write a watcha-ma-call-it,
but I decided not to because I could

/Y /?(J'cc/u;g an (dea
oh, a horror story yesy//

have written one and would have been really terrible./ But I

/13 S)e/e(‘:&g,ﬁn idea P HQence of

wanted to write this story sort of and, um, gave 1t to some
ab‘d"AC( ne
people to rea?/gnd §€ey said it was all right, so . . 7// (388)
\
R: All right, is there anything else you'd like to tell me about

N
,that one?

o ()

R: All right, well thanks very much Debbie. (390)

L/m/n/’?‘C_i:‘J'
3 § ‘S’E‘/emen Fs
D Elements
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