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ABSTRACT P

-

< The study is a case study of three avid,effective

readers/poor writers. The pdrpose of the study was to
describf what "writing" is to childreﬁ who havo.beeh, .
labelled §vid, ekfective readers/poor writers by tHeir
teachers.\ym

Three elementary school children, one from grade

three, one from grade four, and one from grade six, were

4
~

identified as avid,effective readers/poor writers by

. Iy

"‘w

their teachers. The fhree children were interviewed to
elicit their attitudes toward writing. The children !
were interviewed twice a‘week, for approximately six.
weeks. The interviews were audio recorded, and
transcribed.

>The children were also observed while they wrote in
their respective language arts classrooms. The
researcher recorded the classréom observations in the
form of field notes.

The interview transcripts and the field notes of
classroom observation were analyzed with reference to
the researghlquestions. The data was used to build and
present”proE;iEE\ofnthe three children. Themes emerged
from the data and were aléb presented. B

A 1ink‘was discovered between the reading and
writing of these avid readers: the material they read
influencea what they preferred to write and it also gave’

them expectations of good writing.



All three children in thi% study expressed a strong
gsense of 'authorship -- they‘preferred writingspieces
which they considered their own. Being able to choose
their own topics was important to all three children,
and resulted in 1 writing behavior which exhibited an

"on-task® and "committed" attitude towards writing.

Tt was observed that writing was positivelyw . i s

”‘%@?ﬁ*

affected when these children had an audience, other t'han
their own teachers, for their writing.

Imélications for pedagogicai practices emerged and
centered on placing avid, effective }eaders/poor writers
in a position of "apthorship”, whéreby they can feel a
sense of "ownership;. It was therefore suggested that
teachers allow avid,effective readers/poor writers to
choose their own topics, and that teachers provide the
opportunity for these children to share their writing
with varioué audiences. Teachers were ﬁlso encour aged
to explicitly teach the value of persqpél, expressive
wr;ting to these children.

Some recommendations for further research were

made.

vi
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CHAPTER 1

NATURE OF THE PROBLEM

Introduction

-

Children who are voracious and effesgivegreaders

* tend to be able writers (Loban, 1963; Stbtéky, 1983) .
However, for a few ayid readers there ié no evidence of
this reading-writing relationship; although Ehey ;ead
widely for tﬁeir own pleasure, and score quite well on
‘étandardized reading tests, their wfiting is weak.

Having experienced avid, effective readeré/poorJ
writers in my classroom over the years, I had wbhdered
what was not "cllcklng" for them Why did their writing
not reflect the vocabulary, nor the ideas that they had
encountered in their readlng? The answer to thlS. &%‘*
question can only be surmised by reviewing the research
‘literature because, as Stotsky explained in 1983,
studies have not examined this good‘reader/poor writer
populaﬁion.

Nevertheless, in revie%ing some of the literature
dealing with language, and‘uhderachievement, I wondered
if the school curriculum was to blame. Was the
curriculum'not~meeting the needs of these avid,
effectivé readers/poor writersf Waé it too restrictive
or inadequate, thus stifling their ability to write?
Indeed, many researchers (Davis &‘Rimm, 1985; Gallagher,

'1985; Juliebo, 1985; Sellin & Birch 1981; Whitmore,



1980) have mentioned inflexible, inadequate curricula in
their studies. Graves (1983), an acclaimed researcher
in children's writing, corroborates this view of the
school curriculum when he states that "t\ihschool
experience can cut down egos or remove voiae from the
writing, and the person from the print, until there is
ne driving force left in the .selection." (p. 244.)
Adler (1985) also refers to the school curriculum and
its possible effects on writing when he says the
following:

For too long, writing as a school subject has been

characterized by distance which leads to

alienation, and by mysteries which lead to
confusion. Both keep the artist removed from full
involvement and commitment to his or her art.

Distance is created in the classroom in the

following way: Teacher gives students a writing

assignment. Students go away and write the
assignment. They return to class and hand in to
teacher the finished product. The teacher goes
away and marks the papers. Teacher returns to
class and hands out the papers. Students look at
the marks, and they go away, sometimes quite

confused. (p. 65)

As well as looking to the school curriculum as a
possible reason for the poor writing performance of
these avid,‘effective‘readéF§, perhaps we should also
consider the possibility that some of these children
truly have difficulty writing. 1Indeed, researchers
(Collins & Gentner, 1980; Flower & Hayes, 1980;
Vygotsky, 1962) have told us that writing is a difficult
task, and that writing is not simply speech or thought

written down. These researchers have put speech in the
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realm of implicit knowiedge and Qriting in the realm of
explicit knowledge. 'When writing, they say, we must
consciously exhibit whét we know about language and, as
“well, we must deal with many constraints of written
language at once, for example phonetics, semantics,
connective flow, absence of interlocutor, etc.; But do
fthese avid, effective readers/poor writers truly have
difficulty writing? 'Shouid we actually be looking at
these factors? Graves (1983) states that there are
indeed children who have such difficulties but that they
are rare. He contends that educators are much too quick
to say that a child has difficulty writing, and also
muchrto quick to label a child "neurologically impaired"
or "learning disabled". | %
Smith (1983), like Graves, also finds fault with

teachers who dwell on the complexity of language.

Writing, they say, should be treated as a natural \

process.

\\ If we exclude the idea that writing is a'difficult
task for these ch?ldren, or that these children may have
motor. skill pdobléms, or neurological problems, then

«

perhaps we shAuld ask ourselves if it is their view , or

/
'

"world repre%entation" (Kelly, 1963), of writing which
inhibits the&r writing performance. Do they view
writing so;ely as a school activity which has the
teach:; asfits only audience: the teacher acting as

evaluator (Goodman & Goodman, 1983)? If viewed in this



manner, then writing could be of little interest to
these children. 1If they view writing as solely teacher
assigned and teacher evaluated, and not as an expression
of self as described by such researchers as Britton
(1970), and Rosen (1969), then it is possible that they
have not recognized that their own lives offer a wealth
of knowledge'which can be used'in their writing (Graves,

B

1983).

‘As well és looking to‘Graves (1983) who states that
educators must help children recognize that they have a
weglth of knowledge which can be used in their writing,
pé;haps we should laok to researchers such as Brown
(1986), Clay (1986), Gordon & Braun (1983) and Westphall
(1986) who say that there are certain children who are
not always aware of £he knoglédge\they have acquireg

~
from reading, and that these children do not
spontaneously make connections with their reading and
writing. These researchers say that teachers must help
X;children make that link between their reading and
writing. (

In the‘end, regardless of the reasons, if the
quality of writing remains poor for these avid,_
effective readefs/poor writers, it becomes very
hdifficult for them to succeed in school because so much
of our school evaluation is based on a child's ability

to -produce quality transactional and expressive writing.

. Moreover, it has been documented by many researchers
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(Davis & Rimm, 1985; Gallagher, 1985; Sellin & Birch,
1981; Whitmore, 1980; ziv, 1977) that an inability to do
well in school usually leads to "low self—esteém" which
in turn tends to lead to further pg?r school ’
performance. A

This study is an attempt to better understand what
"writingﬁ is ﬁo three of these avid,effective
readers/poor writers. How do these children view
writing? Tt is hoped that this better understanding
will assist teachers in devising instructional practices
‘which will improve the writing performance of some of
these avid,effective readers/poor writers.

‘

Purpose of the Study

The purpose of this study is to describe what
writing is to children who have been labelled

avid,effective readers/poor writers by their teachers,

Research Questions

Based upon the purpose of the study which is to
describe what writing means to avid,effective
readers/poor writers, the following research questions
aré posed:
1. Do these children value writing?
2. Where do these children geé;their ideas for
their writing?. —

3. What kind of writing do these children like and

- R -



dislike?

4. Wwhat is their perception of audience?

5. What strategies do these writers use in the
Qriting process?

6. What is "writing" to these children?

=

Definitions of Terms for the Purpose of This Study

poor writers: Children whose writing is weak in one or

ﬁgre of the following areas: ideas, organization,
wording, flavor, mechanics, spelling. (Diederich, 1974,
p.p. 55-58)

Avid readers: Children who read a great deal of their

own volition.

s

" Effective Readers: Children who score six months (or

more) beyond their grade level on a standardized reading
test such as "The Canadian Test of Basic Skills" and the

"Metropolitan Reading Test".

Design g£ the Study

To date the need for developmental studies related
to children's writing has been virtually ignored.
Direct contact and extended observation of the
‘children themselves are necessary to reach
conclusions relating to developmental variables
involving the behaviors of children. 1In fields
such as psychiatry, child development, br
anthropology, the investigation of behaviors would
be unthinkable without the direct observation of
the persons to be studied.

In order to improve both procedures and study
scope, future research in writing should continue
to explore the feasibility of the case study
method. Further studies are needed to investigate
the developmental histories of diff;reqt types of

1



children in relation to writing and the writing
process. 1In a profession where there i3 a basic
commitment (to the teachlng and understanding of
the individual child, it is ironic that research ‘
devoted to the full study of single individuals is !
so rare. (Graves, 1975, p. 241) P

The Case Study

Researchers such as Borg and Gall (1983), Mlles &

R

'y

Huberman (1984), Skinner (1956), and Stake 1978 ltx

agree with Graves (1975) when he calls for red&a
¥ ’W
based on case studies. The case study, say these

researchers, has several strengths. For instance,

Stake (1978-79) mﬁgtions that the case study adds to our
understanding of human nature: it is a useful means of
acquainting man with himself. Borg and Gall (1983) ’
mention the following ‘strengths of the case study: it
provides fof a very complete picture, it leads to new
insights and hypotheses, and si}ce the observer does not
start with specific hypotheses, he is less likely than
the conventional obéerver to overlook phenomena that do
not fit his expectations. This latter point is also
made by Skinner (1956) who says that the case study
provides for flexibility, inasmuch as the researcher is

1

not tied to his design.

Definition of "Case Study"

»

To Smith (1978) the term "case study" is synonymous
with other terms such as educational ethnography,

participant observation, quafilatlve observation and
N
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field study. Bogdan and Biklen (1982) explain rh@r the
nxact use and definition of these terms varies frém user
to user. They, then, proceed to tell us how they tend
to define the term "case study". They say that a case

e \
study is a detailed examination of one setting, oy one

»

single subject, or one single depository of documents,

Kl

~or one particular event.
The &ature of this Studx d
This study is a case stud§ of three children, and

it is descriptive in nature. The.descriptions are based
on information gleaned from transcripts of interviews
.with the three children. Tnformation was also obtained
from the writing of thes~ three children, and as well
from interviews with their‘teachers and parents. Field
notes of classroom observations were also used as a
source of information. It was felt that the use of

-
transcripts of interviews, the children's writing, and

the notes of classroom oéservation provided
trianguI;tion of data, as mentioned by Hammersley &
Atkin#on (1983) and Miles & Huberman (1984).

Tge three students taking part in this study were
in three different.schools. Two of the students were
boys, one in grade three and one in grade six. The
other student was a grade foup,éirl; :

Each student was obserVéd in the classroom on a bi-

\\

weekly basis, for approximately six weeks. Usually the



N 9
observations took place during a language artsg period,
except for the grade three boy who was also obgserved for
two math pertods and one science period. -Durinq these
classroom observations, | took hand recorded notes.,  The
emphasis »f these hand recorded notes was the writing
process: therefore, note taking usually began just
before the students were ready to compose, and ended
when they had stopped writing or when they had shared
their writing with someone else,

As well as being observed during class time, the
three participants were also interviewed on a bi-weekly
basis. Before interviews began, however, I familiarized
myself with the intérview techniques mentioned by

Spradley (1979) in his book, The Ethnographic Interview.

Most interviews for this study were approximateiy
half an hour in duration. These interviews focussed on
such topics as the chlldren's writing, their observed
classroom writing behavior and their concept of good
writing, etc..

In addition to these student interviews, a formal
interview of the participants' teachers and parents took

place at the end of the study.

All interviews were audiotaped and transcribed.

Analysis of Data
_—

In analyzing the data for this study, guidelines

outlined by-Smith et al. (1985), Mills (1959), and



o
Spradley (19B0) were considered,

Smith et al. (198%), 1n thet tifteen yratr study,
wnnr;ington Revisited, idvioe rescearchersg to adopt the
ideas outlined by Mills (19%9) in his book, The
S(_)g:hi“()l_ggirvalr Lrpqgiﬂna(ion. In this book, Mills advoceates
that rnsnaruhf;‘r:;.‘ speoialize their work according to
topic, and above all according to significant problems,
Thus Mills suggests that rescarchers should set up a
taxonomy fi}o to facilitate data analysis. Spradley &
(1980), also recommends this type of taxonomy dn&lyéis.

In this study, the interview transcripts and the
field notes of classroom observations were ana’ ,zed in
relation to the six research gquestions, thus setting up
categories as recommended by Smith (1985), Mills (1959),
and Spfadley {1980) .

The categorized data was then synthesized, and
presented in Chapter Fbur and Chapter Five. Chapter
Four introduces the three participants and their
respective classrooms. Chapter Five presents the
synthesized data in relation to the six research
questions, | g

Lastly, the synthesized data of Chapter Five was

"

then analyzed. This final analysis was, in fact, "a
search for patterns™ (Spradley, 1980, p.85). The
patterns or themes which emerged from this synthesized

data are reported in Chapter Six.



Limitations of the Study

o oThe small sample ot Stadent s conttrained the
ability vto generalize the aindings.

S The presence of the regearchen may have al* o
the normal writing attitude and pertormance ot
the subject g,

toothe validity and reliabil ity of the ot gdy wag

Fimited by possible researcher biras, and by thun

researcher s ability to tnterpret the dara,

Overview of the Organization of the Chapters

[n this first chapter, the purpose of the study,
the research questions, the definittions of tormsg, the
limitations of the study and a brief outline of the
procedures for gathering and analyzing the data wero
presented., In Chapter Two, a review of the related
literature is presented. Chapter Three describes the
design of the study. Chapter Four introduces the
children who participated in the study, and briefly
describes their respective classrooms. In Chapter Five,
the data is reviewed as it applies to each child, in
relation’ to each of the six research questiong,
Emerging themes, conclusions, and implications for
educational practice and research are pres-:*ed in

Chapter Six.



, CHAPTER TWO
/

SGQWEY OF RELATED LITERATURE AND RESEARCH
i o~
)

Introduction

T

l,v},, § k) . ¥
Many. tesearchers (Calkins, 1986; Cla&, 1986;

Graves, 1984; Squire,,19§3; Tierney, 1985) have stated
that the writing process is similar to the reading
process ;nd that when doing one we arg‘doing the other.
Other researchers such as Loban (1963) have found a high
correla;ion between reading scores and ratings of
writing quality in the upper elementary grades and
concluded that ;Ehose who read well also write well" (p.
75) .- It woﬁld appear, then, that reading should help
wriﬁing and vice vefsa. Why, then, are sohe avid
reaAers not §erforming well in_writing? Resea:ch'k
addressing this question is difficult to find; indeed,
Stoﬁsky (1983) states that studies have not examined

this goodireader/poor writer population, and that

research is needed in this area.
H

Underachievement

Alﬁhough there is little research on the good‘
readér/poor ;riter population, various studies do exist
wﬁich deai with the underachiever populétion. Indeed,
it is quite possible that these good readers/poor |
writers are,; at times, labelled“"underachievers"._ They

aré perably‘labelled'in this manner because of

<
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discrepancies that frequently exist between their
standardized reading scores and their composition
scores. These children are viewed as children with
potential: they read well and thei&;ead a lot, And
consequently are be%ieved to have many ideas for their
writing. It is aiso expected that they willuﬁave a rich
vocabulary and a good general‘knowleAge pf‘J?itten
language, allowing them to write‘well. ’But, in fact,

A

they do not write &ell. Their writing félls short of
what is expected of people who read so well and so much:
hence, the label "underachievers" Labeling them as
"underachie&érs", however, could be an amorphous-
exercise since Ziv‘(1977) states that even educapiona
psychologists are unable to agree upon how to work witu,
' underachieQers, or how to facilitate greater school
achievement in these children. Nof are they able; he
says, to agree upon a definition of underachievement.
Nevertheless, Davis and Rimm (1985) do provide us with a
fairly qonéise definition of ﬁunderachievement". They
define it as a discrepancy between the child's school
performance and some index of his or her actual ability,
such as intelligence; achievement, or creativity scores,
or observational data. This definition certainly B;ems
to apply to the good reader/poor writer pobulation who
usually scores well in standardized reading tests and’
S

-yet performs poorly in writing.

Much of the research on underachievement (Davis and
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Rimm, 1985; Gallagher, 1985; Sellin & Birch, 1981;
Whitmore, 1980; ziv, 1977) states that one of the prime
reasons for undetachievement\is low self-esteem, usually
caused by poor school performance. ' This research,
however,‘does not Specify how school performance is
meaéured. Certainly, the ability to express idéas well
in writing plays an important role in assessing school
per formance; therefore, impgoving the»writipg
per formance of these children would seem to be one of
the solutions to improving their school performance and,
- hence, gheir self-esteem.

Neverthe less, the question remains: Why do these
good readers/poor writers not perform well in writing?
After all, it appears that children do come to school
with considerable knowleége of written language, as
concluded by Juliebo 51985), Harste (1984), and Clay
(1975). If this is, fndeed, the case for good
readers/pdor writers, what happens to negatively affect
the writing of these children? Indeed, many researchers
(Adler, 1985; Davis and Rimm, 1985; Gallagher, 1985;
| Juliebo, 1985; Sellin & Birch, 1981; whitmofe, 1980) say
. that the school environment can have a negative effect
on children. They say that the school curriculum is

restrictive, inflexible and inadequate; and, hence,

possibly at the root of poor school performance.



The Child's Concept of Writing

As well as looking to such factors as the school

curriculum for possible reasons for the poor writing
per formance OEMQépa readers/poor writers, perhap§ we
should look at the way in which these children view

)
writing. ps it is their view of writing which
inhibits the.i writing performance. It is possible that
writing has become a "package" devoid of the essence
within that package. That is, perhaps, they equate
writing with spelling, punctuation or grammar, and
therefore'view these aspects as the most important
aspects of writing. If so, then they fail to realize
that the mechanics and conventions of writing ére simply
a packéging that envelops a treasure: themselves, their
worlds, their ideas. Thus the "packaging™ is most
important toathem;'they do not seem to see beyond the
spelling, the punctuation, or the grammar.

As well, ﬁerhaps, writing is not viewed as a social
act, an intent to communicate with self and others.
Indeed, ié;is possible that these children Have
constructed a view of wrifing for themselves that is far
removed from the idea that writing is ??tool used to
ekgress themselves, or to convey a meéégbe, or to create
literature (Britton, 1970); and far removed from the
idea that-writing is meant to be shared with self and

others. It is also possible that these children view

writing as difficult and, as well, it is possible that
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they view writing solely as a school activity.

Indeed, Kelly's (1963) ﬁheory of personal
constructs explains how these children coqld have
constructed their view of writing. According to kelly
(1963) human beings create their an.representations of
the world and they test these represenéations against
the real world. 1If their representations match those of
the cultural group or world, their representations
become solidified or internalized. If their world
representations do not fit those of their environment
then they will usually adjust their world
.representagions. Man uses these world representations
to determin;'oé predict how he should behave. Kelly
says it this way: "To our way of thinking, éhere is
continuing movement toward the anticipation of events,
rather than a series of barters for témporal
satisfactions, and this movement is the essence of human
life itself™ (p. 68).

Thus the cultural environment influences a person's
world representations, either by confirming these world
representation§ or negating them for that person.

It wouldgéppear, then, that these children may have

constructed a personal view of writing that is validated

by their cultural surroundings.



Writing: An Expression of Oneself and of One's

Experiences

Perhaps avid readers/poor writers' cultural surroundings
have indeed not allowedvthem to realize what writing is
all about; and indeed, this Might have even happened to
educators -- educators who feel they must teach to
tests, who get caught up in teaching form and
conventions of writing perhaps.because of their own
educational background or because of external demands
from parents or administrators. \Form and conventions
have perhaps become most important to these )educators.
Perhaps these educators have forgotten that writing
must, firstly,\be an expression of oneself and of ones
experiences. Many sources, h;wever, are available to
educators to remind them of what is important in
writing: the self. There are curriculum guides,
encyclopedias, professional papers, and researcﬁ '
articles in children's writing which remind educators
that writing ie a means or a tool used to exprese the

ideas of the individual. For instance, the Alberta

Elementary Language Arts Curriculum (1982) states that

"Through writing the student can learn to clarify
thought , emotion, and experience....." (p. 3)

The World Book Encyclopedia (1981) states that "An

author must write from within his own experiences, both*
real and imagined"” (p. 312)

Authors such as Eudora Welty (1983'84), reiterate



the importance of maintaining that focus on the
individual and his experiences. 1In her autobiography

One Writer's Beginnings, she says, ".... what I do make

my stories out of is the whole fund of my feelings, my
responses to the real experiences of my own life, to the
relationships that formed and changed it, that I have
given most‘of myself to, and so learned my way toward a
dramati? counterpart." (p. 109) She expounds on this
point when reférring to Miss Eckhart, a character in one
of her novels, "Not in Miss Eckhart as she étands
solidly and almost opaquely in the surround of her
stofy, but in the making of her character out of my most
inward and most deeply feeling self, I would say I have
found my yoice in my fiction."™ (p. 111)

Researchers in the field of children's writing have
strongly expresséd the importance of sustaining and
promoting the personal ideas, the experiences and the
emotions of the writer: his voice. These researchers
have not lost sight of what is within the writing
"packaging": the child. Rosen (1969), for instance,
states thatfzthe written language used by children must
be their own expression of observations, ideas,
conclusion" (p. 123), and Britton (1970) says that
language is a means by which we organize our own
reépresentation of the world. l

As weli, Graves (1975), in his analysis of ninety

four writing folders; found that if children are allowed

18
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the freedom to express their own ideas (that is, if
topics are unassigned), writing is longer than if topics
are assigned. Based on these research findings Graves
(1983) recommends that children choose their own topics
based on their own life experiences. Children, he says,
-should be made to realize that they have a wealth of
knowledge which should be used in their writing.

Perhaps the avid reader/pooé writer does not understand
this. Graves suggests that schools themselves,
sometimes forget the source of power in children's
writing. "The school experience" he says, "canvcut
down egos or remove voice from the writing, and the
person from the pfint, until there is no driving force
left in the selection" (Graves, 1983, p. 244).

Calkins (1986), based on a two year study of the
writing process of one child, states that her first
priority inbfeaching writing would be to help children
write from feelings and insights that matter to them: "a
topic that burns®" (p. 324).

Britton (1969, 1970, 1971-72, 1977), also,
advocates personal writing which he classifies as
"expressive writing". Expressive writing is language
which is close to the speaker; it is relaxed, addressed
to a few intimate companions, and the comments of the
speaker do not aim at accurate, explicit reference (as
in an argument or sociological report). It is not a

polished performance (as a raconteur or a novelist).
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The speaker or writer is presenting and revealing
himself. Letters to friends or journal entries are
examples ofiexpressive writing. Most of the writing
done in elementary school, says Britton (1970), is in
the expreséivé mode of in.the transitional mode moving
Hetween the two poles of the transactional or poetic.
Often a young child's writing will be in the
transitional poetic mode because, as Britton explains,
the yo;ﬁg\yhild has a natural affinity to the rhymes and
'rhyming utgerances of poetry, and to the narrative
"structures of stories. Britton (1970) classifies poems
and stories as "poetic writing". It is writing which L
demands an audience that does not interrupt; and it is
to be contempléted as an object in itself and for
ilself. The reader contextualizes it not by segments
(as inrtransactional writing) but as a whole. Poetic.
writing, if it survives, says Britton, survives as
itself, in and for itself. Transactional writing which
is at the opposite end of Britton's writing continuum,
'is writing which is informative, such as a scientific
report or a shopping list. This is yriting that may
elicit the statement of other views,lof counter-—
arguments or corroborations or modifications, and it is "
thus part éf a chain of interactions between beople. A
response is always a potential to this kind of writing;

it can be added on to. It survives, says Britton, not

as writing but as ideas. A reader contextualizes



transactional writing in the course of reading it by
segments,

Britton (1970) explains the iméortancn of
maintaining the 'self' in transactional writing; and, he
uses the following composition of a ten year-old boy to
make his point:

How I filtered my Water Specimens

When we were down at Mr. Haris's farm I brought

some water from the brook back with me. I took

some from a shallow place by the oak tree, and some
from a deep place by the walnut tree. 1 got the
specimens by placing a jar in the brook and let the
water run into it. Then I brought them back to

school to filter.... The experiment that I did

shows that where the water was deeper and was not

running as fast there was a lot more silt suspended
as little particles in the water. You could See
this by looking at the filter paper, where the
water was shallow and fast there was less dirt

suspended in it. (Britton, 1970, p. 178)

Britton comments on this composition in the following

way: This (the composition), I suggest, has moved a good
way out of the expressive in the direction of the
transactional. But is still transitional: there
are expressive- - features-things that tell us about
the writer rather than form parf of what he is

intending to communicate........ This is the way



it should be, for a writer of this age. Expressive
language provides an essential starting point
because it is language close to the self of the
writer: and progress towards the transacgional
should be gradual eﬁough to ensure that “the self'
is not lost on the way: that on arrival “the self',
though hidden, is still there. Tt is the self that
Aprovides the unseen point from i :~h all is viewed:
there can be no other way of w '* .4 quite
impersonally and yet with coherence and vitality"

(p. 179).

‘
Writing: A Social Behavior

The same sources that remind us that writing should
be considered an expression of self, also remind us that
language is a social behavior. For instance, the

Alberta Elementary Language Arts Curriculum (1982)

states that "Lanquage is social. Both in origin and in
purpose, 1angu%ge is a social behavior. It was created
b? people and is maintained by them"™ (p. 2).

This social aspect of language is also mentioned by
researchers such as Burkland & Petersen (1986), Graves
(1983), Halliday (1971-72), and Vygotsky (1962). For
instance, Vygotsky (1962) says, "The primary function of
speech, in both children and adults, is communication,
social contact, and writing helps the child rise to a

higher level of speech development" (p. 19). Graves

te
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(1983) reiterates this when_he sgat@s that "Writing is a
public act, meant to be shared with many audiences" (p.
54) . Burkland and Petersen (1986) call writing a social
act and Halliday (1971-72) says that "The investigation
of language as social behavior is not only relevant to
the understanding of social structure; it is also
relevant to the understanding ot language" (p. 182).

In conclusion, Britton (1970) states, "A large par§
of the incentive for the wgiter lies ia the sharing” (p.

253) .,

Writing: A Difficult Activity, A School Activity

It is possible that avid readers/poor writers view
writing as a difficult activity. Indeed, it is,
perhaps, possible that some of them have, in fact, been
diagnosed as having a severe handwriting disability, or
dysgraphia. However, Graves (1983) states that the
neurologically impaired child who struggles to write
does exist, but the actual incidence of such children is
extremely rare. Graves contends that educators are too
quick to blame motor skills as a reason for a child's
dislike or difficulty with writing. He says that once
children become interested in their subjects and are
permitted to share what they know with others, they
forget about their handwriting.

Even if children have been truly diagnosed as having

learning disabilities, Graves (1985) says that the
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writing process approach seems to be particularly
succegsful with these children who often see themaelves
a8 disenfranchised from literacy. Once these children
understand that wf\tinq is for communication with
oneself and others, they begin to view themselves as
thinkers ~- thinkers with a message to cgnvey to the
world, K

Thus Graves (1983, 1985) as well as Smith (1983) do
not want children and teachers to dwell on the difficult
aspects of writing. They want teachers to help make
literacy interesting and attainable. To this end,
Graves and Smith advocate that writing should be treated
as a natural process, a process which children will
strive to make sense of, just as they strive to make
sense of any activity.

Treating writing as playful,‘experimental activity
is sound advice but teachers should perhaps be cognizant
of what is required of-/a writer as he attempts to put
his thoughts in writing. This knowledge .-ould serve,
not as a focus of the arduousness of writing, but as a
heralding of the achievements of the writer. For to
write is very different than to think or to speak.
Vygotsky (1962) compares learning to write with learning
grammar rules. Both are conscious acts. When children
write, they learn to do consciously what they have been

doing unconsciously in speaking. He says that inner

speech is, to a large extent, thinking in pure meanings.
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Thought has its own structure and the trantsition from it
PO speech 15 no casy matter . Just a8 the atructure of
speech does not simply mirror the structure of thought ,
nor does the structure of writing simply mirror the
structure ot speech.  Vygotsky explains it in the
following way:
Written speech 15 a separate lingui™tice funct ton,
dittering trom oral speech in both gtructure and
mode of functioning. FEven its minimal development
requires a high level of abstraction., It ig Speach
in thought and 1mage only, lacking the musical,
rxpressive, lntonational qualities of oral gpeech.
In learning to write, the child must disengaqge
himself from the sensory aspect of speech and
replace words by images of words. Speech that is
merely imagined and that requires symbolization of
the soundyimage in writtgn signs (i.e., a second
degree of symbolization) naturally must be as much
harder than oral speech for the child as algebra is
harder than arithmetic. Our studies show that it is
the abstract quality of written language that is the
main stumbling block, not the underdevelopment of
small muscles or any other mechanical obstacles.
Writing is also speech without an interlocutor,
addressed to an absent, or an imaginary person or to
no one in particular -- a situation new and strange

to the child. (Vygotsky, 1962, p. 98-99)



Other researchers (Bereiter, 1980; Collins &
ngéner,_l980;vFlower & Hayes, 1980), like Vygotsky
(1962), speak about th? difference between knowing.
sohething énd turning it into.a piece of writing.
Writers must address a large number of constraints at
the same‘time. In expressing an idea, they must deal
with many structural levels. (that is, spelling, syntax,
connective flow, semantics, etc.). Writing is, indeed,
a high level human behavior.:

Do avid readers/pbor writers view.writing solely as
a schodl éctiVity? Barnes_(1976),’DySOn & Geneshi
(1983), and Goodman & Goodﬁ;n (1983), posit that this
is, indeed, possible. They suggest that even though
children are surrounded by priht in and out of school,
they probably see‘very little of tﬁe kind of writing |
being'done in the school, being done out of the sch;ol.
Therefore, writing, for mény children, is a school
activity which has ag its only audience =~ the teacher

acting as evaluator.

¢
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THE TEACHER AS MEDIATOR

!
What the child can do in cooperation today he can
do alone tomorrow. Therefore the only good kind of
‘instruction is that which marches ahead of c
development and leads it; it must be aimed not so
much at the ripe as at the ripening functions.

T {Vygotsky, 1962, p. —104:)
‘:L
Authorship

Experiential leafning

Researchers such as Calkins (1986) , Goodman (1983),

|

Graves (1984), and Smith (f983) suggest that the
teacher's role in promoting effective learning is to ac£ \ég
as a mediator. They advocate that the teacher mediate
by placing children in a position whereby they can
behave as authors. Authorship, these researchers
Suggest, not only address?s the concept of writing as an
expréssion of self, and the concept of writing és a
social. behavior, it also puts writing in thebrealm of
experiential learning: the foundation of future skills,
Indeed, cognitive psychology (Vygotsky, 1962) has
explained that children learn from their experiences:
children develop new ideas by elaborating on previous
knowlédge. Therefore, when children view themselves as
apthofs théy connect their per nal abilities as writers
to those of other authors. T« , read other authors with
a gleaning, critical eye, selecting what they need for

their own writing. Calkins (1986) explains that after

publishing Lessons from a Child, she began reading with

new .insights, and finding new layers of meaning in the
i ,

\



"work of other authors. She was feading as an insider.
Children who view themselves as authors, she says, also

read like insiders, Smith (1983), and Goodman & Goodman

'“"‘*"(iﬁsﬁj—ref'er”t'o—t‘rriﬁs"’*a‘S"‘readi"rrg*'l’i"l(é awriter, T

To apply authorship to Kelly's (1963) theory of
personal constructs means that children will be able to
behave like authors and view themselves as authors if
they have had the experience of writing 1ike authors, if
they have seen their peers wri.ing as authors, and if
they have been exposed to professional authors. That
is, children must have a model against which to test
their anticipated behavior. As an example of this
anticipation, Kelly (1963) describes how we
unconeciously cut a pie based on our anticipations or
world:representations of how a pie should be cut. There
are unHeUbtedly many ways to cut a pie, he}saysr
however, we tend to cut it into triangular pieces,
because this is the way we have seen it done. Kelly
elaborates on this pie cutting metaphor by sayiné thet,
because of eur'cultural surroundings, we know that the.
triangular piece should be placed in front of the person’
with the wide edge of the pie furtheet away from him.
Britton (1970) says it this way:, ’ q

Every encounter with tne actual 1% an experimental

committal of all I have learned from experience.

If what takes place lies entirely outside my

expectations, so that nothinéﬁin my past experience

28



provides the bases for modification, then I shall
be able to make nothing of it: it might constitute
'an experience' for somebody else, but for me it

cannot. (p. 15)

Expression of Oneself

If children know what authors do, that is, if they
know that an author, by definition, is a person who
begins or originates, then they will hopefullyilook to
themselves for the spark of creativity. 'Indeed,
researchers suéh as Graves (1983) and Calkins (1983,
1986) recommend that children choose their own topicsf
based on their own life experiences.

Burkland and Petersen (1986) also advocate that
students choose their own topics. Burkland and

Petersen's technique is, however, based not on h

students list personal life experiences as suggemgby
Calkins (1983, 1986) and Graves (1983) but on having
students respond to thfir reading by writiﬁg down
personal associations; reactions ‘or questions. From
these personal responses, (which pafallels Rosenblatt's
(1981) process of promoting aesthetic readers) Burklana
and‘Petersen introduce their students to the process of
research. They describes research as questions that are
derived from the students themsel&es, and it represents
something that learners want to know. "On one hand it is

Ny -

aiséarch within oneself, but also a search outside of

29



oneself. It is not done only in the service of a
researc; paper but is rather a way of thinking about
reading and existential experience."

(p. 190). This metﬁod of generating topics is put
forth by Bprkland and Petersen as a possible solution
for those students who find little interest in writing
narrati&es based solely on recall of personal

experiences.

Publishing: A Social Act

To do as authors do, often involves publishing.
Publishing is defined as "to make known or announce
publicly" (Funk & Wagnalis, 1963).

Graves (1983) explains that children should publish
because writing is a public agt, meant to be shared with
many audiences, and bublishing helps a child dsvelop a
sense oOf audiénce. This sense of audience (Cal;ins,
v1983), then becoEes an influence on the child's writing:
he adjusts his Qriting, for his audience and he becomes
more involved in writing for meaning. The child is, |
therefore, adjusting his thought processes in order to
communicate effectively to his audience. This is an
example of thought and language,-or thought and culture
interaction as descfibed by Vygotsky (1962) and Kelly
(1963) . '

Further to this, Britﬁon (1970) explains that a

large part of the incentive for writing is in the
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sharing.

Conferencing: The Ultimate Social Act

Conferencing, as advocated by Burkland & Petersen
(1986), Britton (1969, 1970), Graves (1983), Kelly
(1963) , and Vygotsky (1962), is of ultimate importance.
"We must," says Britton, "spin in the class-room the web
of human relation" (Britton, 1970, p. 141). When the
child talks to peers or adults he is learning. As
Vygotsky (1962) explains words do not merely mirror
thought,’words influence thought. Words help the child
test his thoughts against other people's thoughts, thus
enabling him to adjust his thoﬁghts accordingly, if he
so wishes. Kelly (1969)'characterizes this testing and
adjusting as a fundamental human behavior, as man acting
inherently as a scientist. He says that "when
constructs are used to predict immediate happenings,
they become more susceptible to change or revi;ion. The
validational evidence is quickly available.....A good
scientist tries to bring his constructs up for test as
soon as possible” (p. 13). Peer and teacher
conferencing allow for this immediate testing and
feedback.

When children talk to each other, or read their
writing to each other, they acquire ideag from each
other. Therclassroom becdmes a community ‘wherein

knowledge is shared, ideas are tested, and problems are
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gsolved.

Burkland and Petersen (1986) identify the
importance of conferencing when they state that learning
from peers is a first step in research. Kirby & Liner
(1981) and Rosenblatt 11982) have also outlined the
value of this learning from peers.

’For Britton (1977) peer discussion or pupil talk
helps make individual learning overt; it is our
principal means of exchanging opinions, attitudes,

heliefs.

Books: The Mediation of Secondary Experiences

Teachers can help advance‘children's development by
using books for mediation. For Britton (1970), Calkins
(1983), Graves (1983), and Smith (1983), bocks serve as
important secondary experiences which contribute to
writing develoément. §nd this is especially so, these
researchers say, if the children consider themselves as
authors: children who view themselves as authors tend to
apply various techniques fgbm their reading to their own
writing; and, most importantly, the books that they read
add to their storehouse of personal schemata.

There are, however, those researchers (Brown, 1986;
Clay, 1986; Gordon & Braun, 1983; Westphall, 1986) who
say that there are certain children who are not always

aware of the knowledge they have acquired from reading,

and that they do not spontaneously make connections with
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their reading and writing. Teachers, they say, must
help children méke that link. For instaneé, Gordon &
Braun (1983) and Westphall (1986) suggest that explicit
teaching of story structure can assist children with

their story writing.

Conelusion

The reviewed literature seems to indicate that
educators should look to the way in which writing is
treated in the school currlculum (Adlér, 1985; Graves,
1983). That is to say, educators should rememher that
it is the self, or the child and her ideas, which are
the important aspects of writing. (Britton, 1969, 1970,
1971-72, 1977; Calkins, 1986; Graves, 1975, 1983, 1985;
Rosen, 1969) '

It should élso be remembered that writing is a
social behavior. (Burkland & Petersen, 1986; Graves,
1983; Halliday, 1971-72; Vygotsky, 1962)

It is implied by Britton (1970) and Kelly (1963)
that children's "world representations®™ or views are
usually supported byk;he milieu in which they find
themselves. That is to say, if‘most of the writing done
by the child is teacher assigned, (Adler, 1985; Graves
1983, 1985), then writtngsbegins to be viewed solely as
a school activity. (Gopdman & Goodman, 1983)

Although certain researchers such as Bereiter

(1980), Collins & Gentner, (1980), Flower & Hayes (1980),
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and Vygotsky (1962) explain that writing is difficult,
others such as Graves (1983) and Smith (1983) take the
stand that writing is not that difficult. Perhaps this
stance is best summarized in the title of an article by
Graves (1985): "All Children Can Write".

Regardless of whether writing is diffifult o? easy,
the research strongly suggests that the role of the
teacher is one of "mediator". Calkins (1986), Goodman
(1983), Graves (1984), and Smith (1983) state that
teachers should placé children in environments whereby
they can behave as authors. Just as authors do,
children should choose their own topics, use writing to
express themselves, and share their writing with varied
audiences. By so doing, teachers are, in fact,
influencing their students' views of writing. Children
begin to think of themselves as authors and their
writing becomes their "own".

As well, there are those researchers who say that
teachers must mediate by helping certain children make
the connections between their reading and writing.
(Brown, 1986; Clay, 1986; Gordon & Braun, 1983;
Westphall, 1986) As a means of doing this, Gordon &
Braun (1983), and Westphall (1986) suggest that explicit
teaching of stbry structure can enhance children’'s
ability .to write stories.

By mediatfng the writing environment in this

manner, it is expected that teachers and students will
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realize that writing is a tool which allows people to
express themselves, to convey a message, or to create
literature (Britton, 1970). Hopefully, with this
realization, will come not only an improvement in

writing but a joy of writing.



CHAPTER THREE

DESIGN OF THE STUDY

Overview
The nature of the study, the method of selection
and description of the sample and the techniques and
procedures for gathering and analyzing data are reported

in this chapter.

Purpose of the Study

The purpose of this study was to describe what
writing was to children who had been labelled avid, i

effective readers/poor writers by their teachers.

Research Questions

Based upon the purpﬁse of the study which was to
describe what writing meant to avid, effective
readers/poor writers, the following\research questions
were posed.

1. Do these children value writing?
.~ 2. Where do these children get'Ehefr ideas for
their writing? |
3. What kind of wr}ting do these children like and
dislike?
4. What is their perception of audience?
5. What strategies do these writers use in the

writing process?

36



6. What is "writing"™ to these children?

| Nature of the Study

The study is descriptive in nature. The
descriptions are based on information gleaned from
transcripts of interviews with three children.
Information was also obtained from the writing of these
three children, and as well from intérviews with their
teachers and parents. This researcher's field notes of
classroom observations were also used as a source oOFf
information.

It was felt that the above sources of information
provided triangulation of data which assisted in

validating the analysis of the data. (Hammersley and

Atkinson, 1983; Miles & Huberman, 1984)

Method of Selection

Four school principals were contacted anc g: 1 a
summary of the thesis proposal (Appendix A). This '
summary briefly outlined the purpose of the study and
the methodology. A check list describing avid,
effective readers/poor writers was devisedvby me and
this check list was attached to the summary in order to
assist teachers in the s;lection of children for the
study (Appendix A).

As well as contacting these four principals, I also
contacted approximately six teachers by telephone,

S
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These teachers were pérsonal acquaintances., 1 ekplained
the study to them over the telephone and uskué them if
they had any students who would be suitable for this
study. 1T also offered to send them a summary of the
thesis proposal and a copy of the check list for
detecting avid, effective readers/poor writers.

Through these contacts with principals and
teachers, three possible subjects were identified by
their classroom teachers. Two subjects were located
through the principals, and one through a classroom
teacher/acquaintance. I, then, met with the classroom
teachers of these prospective participants; at which
time, we discussed the participants' reading scores on
standardized tests such as "The Canadian Test of Basic
Skills"™ and "The Metropolitan Reading Test". Teachers
also showed ﬁe samples of the children's Qriting and
they reviewed the marks these children had been
receiving on classroom writing aséignments. I also
observed the participants in the classroom at this time,
and briefly talked to them as well. During this initial
visit, I was also able to collect writing samples of the
prospective participants. These samples were li?er
analyzed by myself and by my research supervisor, and we
agreed with the classroom teachers that the§e children
were, iﬁdeed, writing below what one would expect of
children who read avidly and who scored six months

beyond their respective grades on standardized reading
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test s,

Based on the writing samples, on the reading and
writing test scores, and on thoe (fl(lﬁfir()(;m teacherg!
assessments, three children were i1dentified as definite
candidates for this study: a nine year old grade three
boy, 1n a special adaptation classroom; a nine year old
grade four qgirl; and an eleven year old grade six boy.

The three participants were in different classrooms and
L

»
g

also in different schools. g:‘\
The three participants and tt

4§“; classroom settings

K

are presented in chapter four. i¢

After identifying the participahts, I telephoned
the three homeroom teachers in order to confirm that I
was, indeed, interested in working with these children.
At this time, I also asked the teachers if I could
observe the children twice a week in writing situations.
I asked the teachers to specify convenient times for
these classroom observations. As well, I asked the
teachers to specify a convenient time for interviewing
the participants about their writing.

All three teachers were willing to héve me obspervs
the participants in their classroom and they indicated
which times were most convenient for these bi-weekly
visits. All three teachers specified Language Arts
periods as convenient times.

The teacher of the grade three boy and the teacher

of the grade four girl indicated that I could interview
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the participan immédiately after the obsefved writing
session, 'thus l1ling them out of class time. The
teacher of the grade six boy, however, indiéated that a
convenient time for interviewing would be prior to
morning classes because the prospective participant
gener;lly arrived at school at least half an hour before’
the commencement of classes. 1, therefore, interyiewed
him at this time. After the interview, I entered the
classroom with him and observed the forty-five minute
language arts period. Tﬁis latter arrahgement of
inter&iewing and then observing, soﬁetimes proved to be
inefficient because three days had elapsed between the
ébserved writing and the interview. Consequently, the

1y
participant occasionally seemed uninterested, confused
or forgetful of_the writing behavior I was tgying to
focus on. It was, therefore, oféen necessary to refresh
his»memory by reading his writing out loud and by
reviewing, with him, my classroom observation notes

which described the context of the writing in question.

Voluntary Consent

¥

All three teachers offered to call the parents and

briefly outline the purpose of the study to them.
The teachers told the parents that if they were
willing to consider having their children participate in°

~ the study then I would be contacting them by telephone

M

N

in order to schedule a time to vf$it them in theirQ%?
2t

40
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homes.

Two of the teachers, the grade three teacher and
the grade four teacher, decided not to mention the study
to the prospective participants until I had spoken to
their parents. The grade six teacher; however, decided
to ask the broépective participant'if he was interested
in participating in the study before he called the
parents.

During the home visit, the'study was explained,'
parent questions answered, and written permission was
requested for child participation. (Appendix B)

The following points were also mentioned dufing the
home visit: \

1. The imporﬁancs of not discussing involvement in

e , C
the study with thgir children, so that the
children would not change gﬁgir writing
N behavior.

‘nyﬂv61untary participation and freedom to withdraw

from the study at any time.

Asyﬁéli, during this visit, children were given a
scribbler or a notgfpad, and a folder. They were asked
to keep writiﬁgldqu at home in the writing folder.

‘9.

Research Schedule

The three participants were observed and

-

interviewed during a period of approximately six weeks.

Each child was observed and interviewed twice per
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week, on alternate days. For instance, the grade three
boy and the grade four girl were interviewed'and
observed on Monday and Thursday, and the gradé six boy
was usually observed on Tuesday anthriday, thus
resulting in six school visits per week.

Observation of the writing processztook place
dur ing the Language Arts périod for all three
participants. The grad; three boy was also observed
during two math classes and one science clags.

The children were observed throughout the writing

process; that is, they were observed immediately before,

during, and after they wrote. ‘ 4

Data Collection

Data were obtainéd from field notes of classroom
observations, from interviews with three student
participants and from interviews with teachers and
parents. Data was also obtained from the writing of the
participants. It was felt that these data sources i
provided triangulation of data, as mentioned by
Hammersley & Atkinson (1983),‘gnd Miles & Huberman
(1984) . ‘

)
N

Field notes

W

Thegclassroom”vigits began,'and with the permission

of the‘teacherg;_I was able to sit in the classroom and

observe the participants. For the first three or four

Cvﬁ



observations, I sat or stood approximately three meters
away from the participants while taking notes. Then I
gradually sat closer and closer to the participants
until, finally, I was sitting very close to them. Notes
wére taken just before the participants‘were ready to
compose, and culminated at closure of the writing
activity whichvsometimes involvéd sharing of the writing
with classmates or tggcher.‘wTHeAthes were written in a
coiled (22.8 cm x Tg;2 cmfkﬁggéigoék. Each page of the
note book was divided in two:\a.vertical line was drawn

at approximately the three quarter mark, somewhat as

shown in figure_li

FIGURE 1: Example of a Page Organized for Taking Field

Notes of Classroom Observations

The "Observation” column was reserved for the
actual observed writing behaviour of the participants.
The "Comments” column was reserved for my comments or

interpretations of the observed behavior.
R . B

Interviews

Immediately after each classroom observation the
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grade three boy and the grade four giri were taken out
of their respective classrooms and interviewed. The
grade six boy, on the other hand, was observed and then
interviewed two or three days after‘the observation. .

The participants were interviewed about their
writing behavior, about their written product, and also
about their attitude ;owards writing. They were also
asked to give their‘concept of good writing.

At times, pre-planned questions were asked of all
three participants. At other times questions were asked
in an impromptu fashion.

The interviews were recorded and later transgribed.
It was impossible to keep up-to-date with the
transcribing because six interviews were recorded each
week. However, I listened to the tapes and made notes.
This sometimes gave a focus to the next interview. -
Spradley (1979) suggests that interviéwers shoulgd listen
to participants and ask them to give examples of terms
or domains that appear in their vocabulary or culture.
For instance in discussions with the grade four.girl,
the word "choice" appeared with regard to topic
selection. Therefore, I asked her to give ﬁe examples
of "choice™ and I asked her if her report on "Chief
Maskepetoon" (Appendix K) wasran example of what she
meant when she referred to "choice™ of topic.

Information was also gathered through informal and

.

formal interviews with teachers and parents. For

[
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instance, although the initial visits with teachers and
parents were not recorded, I immediately wrote down what
they had said after I had left their presence. 1In
addition to these informal interviews, I requested a
formal interview of teachers and parents at the end of
the study. These interviews were recorded and parents
and teachers were asked to comment on the participants’
reading and writing background. They were also asked to
comment on the attitudes held by the participants
towards reading and writing.

Participants' writing

During most interviews with participants, I used
their writing as a basis for gathering information. For
instance, I sometimes asked them where they got the
ideas for‘their pieces of writing or how they felt about
their pieces of writing. I also asked them gquestions
such as "Which‘part of this piece of writing do you
like? Did you ﬁake any changes in‘this piece of
writing? - whom did you have in mind as audience for this
piece of writing?" Used in this manner, the children's
writing proved to be a stimulus for eliciting

information.

Data Analysis

Before the data could be formally analyzed,

recogdings of interviews had to be transcribed. 1In
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order to do this I used pages which I had divided into

two columns as in figure 2:

Tim: I think...
Me: Do you...

Figure 2: Example of a Page Organized for Transcribing
Interv%ews

The "Transcript" column was reserved for verbatim
dfscourse and the "Comments" column was reserved for
classification or interpretation of verbatim discourse.

After all the tapes weré transcribed, I began
‘analyzing the transcripts and the field notes. Firstly,
this material was read several times with the six
research questions in mind and, as I read, I wrote
comments in the "Comments" column. At times, these
comments consisted of questions which I later clarified
with the participant. At other times, the comments
consisted of categorizationé of the classroom
observation or the verbatim discourse. For instance, if
the verbatim discourse or the cléssroom observation

"

referred to audience, I wrote "audiencr™ in the right

hand "Comments" column.

The next step in the data analysis ‘ved writing
3 .
the six research question and the names : three
participants on chart paper which measurec -m by 83

cm. (see Figure 3).



1 1 Do l1Sources 1 Kind 1 Audience?lStra-1What 1
1 1l these 1 of 1 of 1 ltegy?l is 1
1 1 children 1ideas?1 wrtg.1l ) 1l wri- 1
1 1 value 1 1 likedl 1 1 ting 1
1 1 writing? 1 and 1l 1 1 to 1
1 1 1 1 disliked? 1 ;1 them?l
1=======:'_'::========================::::=======’/S=======l
1Tim 1 pg. 4, 1 1 1 1 / 1 1
1 1 Jan. 8 1 1 1 1 1 1
1 1l pg. 10,1 1 1 1 1 1
1 1 Feb. 2 1 1 1 1 1 1
1o 1
lLaura 1 1 1 1 1 1
1 1 1 1 1 1 1 1
1 1 1 1 1 1 1 1
1 1 1 1 - 1 1 1 1
l-- e —————————— 1
1Fredl 1 1 1 1 ] 1
1 1 1 1 1 1 1 1
1 1 1 1 1 1 1 1
1 1 1 1 1 I 1 1

FIGURE 3: Chart Used to Categorize Data

~
This chart was completed by reviewing the "Comments"
columns of the classroom field notes and the interview
transcripts. Whenever reference was made to the
research questﬁéns, the page and date of the reference
was written on the chart.

After the chart had been‘completed with all the
pages and date§ of the categorized references, I then
dealt with one research question at a time for each
child. For iﬁstance, for the research question, "Do
these children value writing?", I used the chart U%?.
direct me to the proper references and then 7T rewréte

all these references on new pages for each child. This
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Eewriting allowed for easier reading of the data and
prepared it for further interpretation and synthesis.

A portion of this synthesized data is reported first in
Chapter Four to describe the three children and their
classrooms. The data, as it applies to each child, is
then presented in relation to each of the six research
questions.

From the synthesized data, emerged what Spradley
(1980) terms "cultural patterns" or "universal themes".
Four themes emerged from the data: expectations of good
writing, authorship, choice, aquaudience. These
themes, as well as the conclusions of the study, are

o

presented in chapter six.
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CHAPTER FOUR
INTRODUCTION OF THE CHILDREN
AND

THEIR LANGUAGE ARTS ENVI RONMENTS

Overview

In this chapter’data is Psed to introduce the three
children who participated in Eﬁe study, and to descfiﬁe
the context of 'the three language arts classrooms.

Tim

Tim's present school is his fourth school since
kindergarten, He repeated grade one and was in grade
three at the time of this study. This year, he was
receiving special attenticn for math and language arts.
For these subjects, he and eight other children, from
his own class and another class, left their homerooms
and went to an adjacent classroom where Mrs. Piquard,
because there were only nine children, was able to give
1them individual assistance. Tim spent approximately two
hours per day in this classroom. It was in this
classroom of nine children that I observed all of Tim's
writing -- all, that is, except for one science class
which took place in his homeroom.

According to Tim's teacher, Mrs. Piguard, Tim was a
good reader. He was reading at a grade 6.1 level, as

indicated by a Metropolitan Reading Test which had been
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completed two months before the beginning of this study.
‘< This ability to read well was also mentioned by Tim's
mother who exp}ained that he was able to read before
entering kindeggarten. She also said that he had always
been able to read better than many of the children in
his Sunday schooi class, and consequently he was often
asked tovdo the weekly readings.

With regard to being an able reader, Tim, on
several occasions, did not hesitate to mention that he
considered himself to be a good reader. One of these
occasions occurred when he was talking about
kindergarten being one of his most enjoyable school
years for reading. "In kindquarten," he said, "they
would ask me to read because I was a good reader, post
than every person .... They were surprised at meg/that I
could, um, read.”

As well as being described as an "able"rreader, Tim -
was also described by his teacher and his mother as
being an "avid" reader. As an example of this avid
reading, Tim's mother talked‘éﬁput how he had won the
"Red Hot Reader" award in the last semester of his
previoué school year. This "Red Hot Reader"™ award was
an award given to the child who had read the most books"
in a semester. Tim had read sixty four books that
semester.

When I asked Tim's mother/iﬁ she could explain why

Tim was such an avid reader, she replied, "I don't know,
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because we're not a reading family. I have dyslexia and
so it's extremely difficult for me géaread. So him
reading is a real treasure for me." (A beautiful smile
appeared on her face at this time.) -

Although Tim was, indeed, an "able" reader and an
"avid" reader, Mrs. Piquard pointed out that Tim's
writing was difffzalt to read because of his penmanship,
and because his .writing lacked coherence and development
of ideas. "Writing is a bit of a:job for Tim, even in a
physical sense. He might have lots of ideas," she
explained, "but it's a job getting them down on paper-
‘and sorting them out in any way that is readable ... .

Mrs. Piquard added that she had, however, noticed
an improvement in Tim's writing in the past few months.
She thought that Tim's writing fluency had improved, as

well as "some of his organizational skills."™ She went

on to say fthat Zhis writing was also a bit more legible

than/%tx s."

/

1

Tim's mother also referred to Tim's finevmotor
skills and his penmanship,

He has a little bit of trouble with his motor
skills so it's (writing) really helped with that.
Like his writing is quite sloppy compared to the
other kids. Ever since kindergarten .... His
kindergarten teacher noticed that his Q&pds got
very tired just using scissors, so um, um, writing

is strengthening his hands a bit better.

v
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In spite of this difficulty with penmanship, and with
getting his idéas down on paper, Tim professed to "love" a
writing. 1Indeed, he often talked about liking it so
muéh that he intended to, eventually, become an author
of children's books. A

I wondered if Tim's love of writing had been
somewhap‘influenced by his family background: there was
some eyidence that he could have modelled this writing
behavior from relatives because some of his close
relatives actually engaged in writing professionally and
personally, and it appeared as though some of these

relatives had actively encouraged Tim to write. Tim's

uncle (whom Tim idealized) had, as a child, maintained

/
an ongoing correspondence with Charles Schultz, the . //"
cartoonist. As well, Tim's maternal grandmother had L E ';f
written survival manuals and short stories; and his\\, . S%\.L
great grandfather had written engineering and flyingb\\\' “ ~;\1
RN S/

textbooks, poetry, and short stories. <A\, R
It seemed to me that Tim's father had also played.ai
role in encouraging Tim's writing. For instance, Tim

told me that he remembered how, before he was able to

write, his father had asked him if he would like to
write aﬁbﬁok. Tim explained that he dictated the word$
/.i‘, §

to his father, and his father wrote them down. Then Ti:W‘

did the illustrations for the story.

There was also evidence that Tim's mother

encouraged or valued writing because she mentioned tH@t;“

-
A
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every year, she saved three or four of Tim's good picces
of writing, and that she had "a whole file drawer full
of all the silly things he's done since he started
learning how."

Regardless of "where” Tim's love of writing

originated, I decided to ask Tim's mother if she could

tell me "when" Tim had begun to e¢njoy writing. She
replied that he seemed to have begun enjoying it in the

last couple of years, and most particularly this year.

Tim had also said the same thing in a previous

interview. *
[: How about writing? 1Is there one year in
* school that you enjoyed it more than
other years?
Tim: Well, this year 1 1ike'it.§gGrade !.ﬂ
»I: How come? ‘
W%Q Tim: Wwell, we do it a lot. Every day.
1: That makes you like it more?
Tim: Yeah! | (emphatic voice)

As far as remembering when he actually began to like
iting, Tim said that it was in kindergarten:
In kindergarten, I used to draw pictures for
stories and the teacher would make them into books,
and kids used to like them...That's how I got into
writing, but I forgot about it a lot. Then when I
got into this grade, I said, "Oh no! This is dull

stuffl™ But now I like it.



In spite of professing to likeEWriting, Tim did not
appear to do muc: writing at home. 1Indeed, his mother
explained that she "}eally didn't see Tim write very

-

much at home. 1If he did write, it would probably be at

!
bedtime, in his bed."

In the end,‘I found Tim to be a fascinating nine
ye;r old boy whé loved to talk. He would talk about
many things: his brother's birthday, riding his bike, or
about other more sophisticéted things such as the:
copyright sign which appears in books. One minute, he
would be reéding one of his stories té me, .and ﬁhe ﬁext
minute, without any shift in tone of voice, Qr any other
'noticeable sign which indicated that he had stopped
reaQing his story, he would begin to tell me how he was
going to continue his story.

Sometimes Tim's mind seemed to jump inexplicably
from one topic to:another. With one breath he would
talk about transformers or about gory visual scenes he

had seen in movies, and with the next breath he would
_recite.poetry, such as the following poem by A. A. Milne
"(1961) that he had memorized in grade two.

Now I Am Six

P
T

When I was one

I just begun.
When I was two

I was bgrely‘new.

/ "When I was. three
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I was hardly me.
u

When I was four

I wanted no more.

When I was five

I felt just alive.

Now I am six

I am clever as clever.
Now I think I'll stay six
Forever and ever.

(Erom Tim's verbatim transcripts)

Tim's Language Arts Environment -

Tim's language arts teacher, Mrs. Piquard, had
provided the nine children in her grade three classroom
with the opportunity to wg}te on a daily basis.
Initially, at the beginning of the year, as Dona%d
Graves (1983) suggests, Mrs. Piquard had asked the
‘children to list personal topics and to write about
those’topics. However, Becauée the children did not‘
segﬁ very stimulated by this method of topic selection,
she deéided to proyide them with ideas to write about on
a daily basis. The chi}dren usually had to restric£
their writing to these assigned topics, except for,
approximatély_once a week, at which time they were
allowed to write whatever they wished. This‘latter
writing waé called "free writing™ and during this "free

writing® time they could work on one of their‘old pieces

<
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or begin a new one. Writing was kept in foidﬁfs in one
- 4
corner of the room. Every completéd piece og';riting
was "revised", which meant that children circledﬂéuch
things as spelling, capitalization, and punctuation
errors; and, occasibnally, they added more detail to
their stories, using arrows to indicate wh?re the
édditioh belonged. A good copy was then written.
Approximately once a week, Mrs. Piquard gathered
her nine students in a corner of the classroom for |
"sharihg time". During this time, the children shared
their writing by reading it out loud to the enti;e
class. At times, ;hey read the entire piece of wriging,
while at other time's they simply read a few parts of a
piece ofhwriting. After reading their writing, the
children in the class madé comments 'as to what they
liked about that partic@iar piece of writing. The
children seemed to #ook forward to this sharing time,
and they eagerly volunteeréd to read their writing. If

S

the children wished, they codld make their stories into

books b& using conspructiqn”éaper and staplesﬁﬁﬁ%wever
few children seemed to be doing so.. _

Mrs. Piquard told me that she tried to haQe the
childgen do journal writing once a week, on Eridays.
Tim explained that in.his.journal he could write about
"what:happened at home or at school™. Since clagsroom

visits occurred on Mondays and Thursdays, journal

writing Wwas not observed.
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As I entered the room, children were sometimes
completing workbook pages; or, occasionally, they were
reading basal reader selections. This reading was often

. done orally, in "round robin" fashion, with children
takingvturns. Discussions led by Mrs. Piquard usually
followed this reading, and it was at this point thét I
normally entered the room. After the discussion of the
reading selection, the children, frequently, mimed ideas
that‘they intended to write about. All nine éhildren

- mimed their ideas at oncé, with each child acting

%H}g/her own idéa.‘ For example, for one story, the
children were told to decide which winter activity they
ehjoyed, to mime it, and then to write Qbout it.

The writing session itself usually lasted about
twen%y minutes: children were seated in their own desks
and Mrs. Piquard discouraged any interaction.

’,
Fred
- Fred could be described as an eleven year old boy

who often used such words as "boring", "not very

-

exciting"’/ or pretty dull®”. He used these words
frequently when talking about his week-ends, his jou}nal

entries, his week at school, his extra curricular
gymnastics classes, and his autebiography (see Appendix
D) . ' ﬁﬁ? o

CEE

When asked what kinds of hobbies he had, Fred named

the following: remote control airplanes, dirt‘pikes,

’




T.Vv. and comics. His favorite T.V. programs were,
"W.K.R.P. in Cincinnati", "Taxi", "A. Team", and "Facts

»

of Life".

Fred mentioned héving been to Hawaii once,
Disneyfénq twiée, and to British Columbia every year in
order to‘visit graridparents.

Mr.?Cassidy, Fred's homefoom teacher, identified
Fred as an avid reader, and indeed, he did read a great
deal ag school: invariably, Fred could be found reading
a novel in his classroom every morning, an hour before
classes began. As fgl}ow classmates entered,'
approximately half ;ﬁ'gour later, Fred continued to read
his book even'thouéh there was a great deal of ac‘.vity
around him. 1Indeed, he often continued to read as Mr.
Cassidy addressed the class explaining the activities
that were to follow. Fred explainéd this behavior by
saying "it wasﬁhard to put it (the bodk) down". As to
the amount réad, Fred stated that he read about one

. Y
novel per week at school =- the novels were usually
novels of apprdximately, one hundred and fifty pages.

I‘aéked F:ed what kinds of réading materials he
would probably select if he had at least two hours a day
to devote to frée reading, and he replied, "comics
because they're funny and Science Eiction because it's
kinda weird ahd'you can travel to other places in your

mind through time." When asked if he could tell me who

his favorite authors were, Fre  chuckled and explained
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that he did not pay much attention to who wrote the

books that he read,

I found it ver

usually take his novels home to read.

occasions, he told

home except comics.

allowed in the classroom.

his novels for the
home.‘

Finally, I ask

fun and when reading was not fun.

said Fred, "when there's nothing on T.V..

only time i.read, a
Reading is not fun
you're supposed to

These same que
and Fred immediatel
fun."

Later, during
mother confirmed h;
said, "He hates wri
laughed and continu
story. He hatés do
interjected, "No.
not at home.”

I then asked F
1f

I: I

y interesting that Fred did not

On several

me that he didn't "usually read at
" Comics, Fred explained, were not

So Fred generlally reserved

classroom and his comics for the

ed Fred to tell me when reading was
"Reading is fun,"
That's the
nd during free time at school....
when it's boring, it has no plot,
read it."

stions were posed reéarding writing,
y said, "Writing is not all that much
an interview at Fred's house, his

8 attitude towards writing when she
ting. Period." At this point she
ed, "He hates writing any kind of
ing homework."

At this point, Fred

I like writing stories at school but

red's mother a hypothetical question,

were Fred's teacher, what would you
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like to see me do regarding Fred's
writing?

Mother: = I don'f%.know how, as his teacher, you

Tl o
Vo

could erfcourage him, because he, like Mr.
. j Cassidy_says, he's got lots of ideas but
| it's just writing them on paper.‘ He's a
poor speller, he's got poor
handwriting....
A month prior to the above statement made by Fred's
mother, Fred had said precisely the same thing while
answering my question which asked him to compare reading'
and writing.
Fred: ' Reading's a lot more fun (than writing).
And writing is kinda boring. Anyways, I

have a lot of spelling mistakes, and

messy handwriting. A
I1: So it's the spelling and the handwriting.
Fred: Uh huh,  1like I had a really bad spelling

score (referring to his grade six C@BS
spelling score). My spelling lével‘is‘at
a grade three and a half level. Last
time. at the beginning of the year test,

I was at grade three‘and a half.

4

e

Even though Fred stated that writing is "kinda
boring™ he did profess to like ceg%}ﬁn kinds of writing,

such as creative writing, especially Halloween creative

-

writing, and journal writing. L



Writing that he did not care for included taking
notes in Science or Social Studies because it was
"boring copying". Fred said he also disliked Language
Arts question and answer sheets. These question and
answer sheets, to which Fred referred, were used as a
study guide to the class novel,

Mr; Cassidy explained that, vften, Fred's writing
on these question and answer sheets was very short or,

at times, not complete.

Fred's Language Arts Writing Environment

Fred's Language Arts classes were structured in the
following manner. The period began with Mr. Cassidy
ésking his grade six students to write in their journals
for five or ten minutes. The students could write
whatever they wished in trsir journals.

Quite a few students addressed their journal
entries to fictitious characters such as "Heathcliff"
and "McGivor", or to "Deé? Journal®™, One girl said she
had started to use a fictitious name then stopped. Fred
did not address his journal to anyone'until early April.
At this time, he began addressing his journal to
Spyhunter. He started doing so, he said, because he
"was just getting bored" with always using the date aé
the opener fo his entries.

Approximately once a week, Mr. Cassidy responded to

‘these journals by writing comments or questions in them.

v
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Mistakes in spelling, and other writing conventions were

ignored.
.After, or ﬁgmetimes during, journal writing, Mr.
[ N

Cassidy would r ad‘part of a novel to his students for

nts used for their regular class novel

approximately t n\or fifteen minutes: this novel was not
one that the s

study but Fréd e plalned that Mr. Cassidy sometimes used

these novels as llstenlng tests.

After this fifteen minute oral reading session, Mr.
Cassidy directed the entire class in the correction of
their class novel study questions. The entire class was

reading, Call It Courage by Armstrong Sperry at the time

of this study. The/students corrected their own work as
Mr. Cassidy solicited the correct answer frém various
students. ’

Finally, students used the time remaining in the
period to complete more novel study questions. 'They did

~
this work individually, and without talking to each
other.

AsS well as ]ournal writing and class novel study
questions, the students in Mr. Cassidy's Classroom had
completed two creative writing assignmgnts in the time
frame of this study. Both of these assi pents were < O
spin-offs from prescribed reading they had done as an
entire class. 1In the first assignment, the students

were to write about a "Future City". When this _—

assignment was. complete, the students took 'turns readiﬁg
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their stories in front of the class, after which their
classmates were to tell them what they had done well,
and what they could have done better.

Later on Fred told me that he thouéht thét M;.
Cassidy was assigning marks to stories as they were
read: that Mr. Cassidy was noting Such‘things as good
words or good ideas and entering marks in his plan book.

For the second creative writing assignment the
students were to write a story in which the main
characters got into trouble. Before his students begap
to\write, Mr. Cassidy instructed them in the following
way :,

'Start by writing down your five W's., I'll

give you three minutes to discuss it with

other people. If you want to write another

episode of your Future City, you can do that

instead of this idea.

The students were given half an hour to write and
they were told that they were expected to have the
"rough draft finished by Monday”. It was Friday, at the
time, ‘

;  The following Wednesday, stories were finished and
géoups of four or five students were formed in order
to evaluate each other's stories. They proceeded in
this manner: each student read his/her story to the

group while members of the group listened and assigned

marks for good words‘and'phrases, interest and unity,

N\



and expression. Fifteen marks were allotted to good
words and phrases, five marks for interest and unity,
and five for expression.

As T observed one of these groups function, I
noticed that the students took turns reading their
stories and their classmates listened and assigned
marks, but there was no discussion of the writing. Mr.
Cassidy joined our group near the end of the session and

reminded the students that they were supposed to ask

L
.,

each other questions abbut their writing. They,
however, did not change their behavior when Mr. Cassidy
left.

Later when the class was reunited Mr. Cassidy
informed the class that it was important to listen well
and to make checks as they listened. "'He also talked
about th;ﬁ eighﬁing given to various categories: "At the
beginning of the year," he said to the students, "we

didn't giye that many marks for good words but as we go

along we are giving more marks. We expect more now."

Laura
"I like school but workbook pages are boring, plain

boring." One, actually, had to hear this remark made by
/

- Laura to fully appreciate the character behind this

Statement: her tone of voice reflected an impish,
™ ) . 4
candidly honest personality.

This remark regarding workboo} pages was made
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during the second interview and numerous similar remérks
were to follow: it took very little prodding to find out
what was on gaﬁfé's mind. She wis always willing to
tell you wha? she liked and disliked, and she even
placed these likes and dislikes on her own rating scale:
top, middle, bottom.

Within one interview the following points arose
regarding her likes and dislikes. She said she liked
chemistry and science because it was fun to experiment,
and she loved tests, except for Social Studies tests.
Laura's mother also mentioned tests, "She loves for me
to give her tests at home," she said, "and she loves to
take any of her younger brother's tests and do them."

Laura explained that she loved tests because
"they're a bit,xnbt too challenging, but they are
challenging." She went on to explain that this idea of
a challenge was an important factor in her selection of
books, "Like, I like challenging books. I don't like
baby dumb books that say: This cat is mine. This is the
cat." (very staccato, inggntile voice,)

She then continued. in her naturally playful, yet
sincere mood, to mention other dislikes.

Laura: & hate looking up words in the

dictionary, -but I don't mind looking them
up at home. I say, "Mom, give me ‘a word

that's easy enough for me to understand.

I: Oh, so you don't mind looking them up at



\VAnd, again, she laughed, almost as if to say she knew

(; 6
home?

Laura laughed at this, as she tended to laugh at a lot

of things,
I: You don't like looking them up here, at
school?
Laura: Yeah, because you have to write

down the meaning.

(that she was being somewhat precocious. \\\

Reading was one of the activities that Laura placed
on the top of her rating scale. "People are weird if
they don't like reading books!"™ said Laura. Laura
stated that she went to her city library with her
parents and that she borrowed about six books per month;
if she were to go to the "~ ibrary by herself, she
explained, she would probably borrow twelve a month. Of
their visits to the library, Laura's mothhr said, "Laura
has an intimate relationship with the li%ﬁarian."

Not only did Laura borrow books froA\her school
library and her local city library, she also borrowed
books from an adjacent city library.

When this study began, Laura was reading a novel

called, The Hot Fudge Sunday Affair, by Cynthia Blair,

of which she said, "I always want to read it. 1I'm going
to get the next one.”
A month later, she showed me a book she had bought

at the Space'Sciences Center. This book had the format
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of an encyclopedia, and was at a very advanced reading
level. She insisted on #tading me quite a complex
section on the human eye, and when asked if she liked
that type of book she replied, "I do! Because 1 learn
lots., Like 1 didn't know what half of these things are,
My mom diéh't even know."

Laura did, indeed, seem to like quite a variety of
hooks. She said she enjoyed fiction, science fiction,
mna hooks on skiingﬁlballet, skating and swimming. She,
speci.ly, liked mfste:y books. To this list, Laura's
aother added, the Home aﬁd Garden magazines, the Owl
mdgaz;ﬁes, and her brother's hockey books,

When I;askéd)Laura to tell me when reading was fun,
she said, |

Reading is fun anytime -- three in the afternoon,

before bed, imﬁthé mornihé, in U.5.S8S.R., in the

libfar§,ﬁih the bedroom, when I read to my parents,
when I read to g;ad; ones, when I'm gonna talk to

God, whén I:Qet a tape ...

Laura ﬁid ﬁo£, however, think that reading was much
fun when shé“Qas reading oﬁally and her audience was not
attentive. For instance, she mentioned that she did not
like to read to her cat because he always walked away.
She also mentioned an incident when her grade one
"across grade"” buddy did not listen well to the story
she was reading tp’her. Not only did Laura think this.

was not much fun, she also seemed baffled by her buddy's



behavior: Laura had even given her the opportunity to
select_the book that L%pra reéd to her. Consequently,
Laura expected her buddy Qb be intereéted and to listen
.attentiVely. But her 5uddy was not at all interested in
listening that day’and Laura, thoubh §he usualiy enjoyed
reading to grade one students, did not enjoy reading
that gérticular day. ‘
“ :

Nor was reading any'fun, Laura said! when she had
to listen to her classmates "stumble over words".

I found Laura's response.to the following quest{on
about reading quite ;2tereséing, since it seemed to ,
reflect the wisdom Iﬂhad.noﬁzcedxin her character.

I: What would be the best way to teach

reading in school? .

Laura: To talk them into reading xg;d

I 3 Yeah, or just teaching readi%#

Nhat I'd to is tell them, Readl Try to

ad as much as possible. Um, read to
FYOUI parents so you get better. Read to
anybody so yqu get better.

She went on to say that, if she were a.teacher, she

B

" would "quiteAdféen réad to them solthé§ know. 1I'd read -

the whole bookﬁ:o them, and they'd read the whole book
"to me, so they'd know the words." ' o |
! Although reading was usually an enjoyable activity

- for Laura, writing was sometimes not very interesting to

her. When it came to schoo} writing, Laura placed it in
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“act1v1ty. ‘ P
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«%e”middle of her rating scale. 1Indeed, she found a lot

ofthe writing "boring", especially in social studies,

and the workbook pages in language arts. Her writing in
. . €. M

these areas was very short and, sometimes, not done at

" all. At“times, she professed to have simply forgotten,

]
"I left it in ny bag and plain forgot." Consequently,

four weeks into the study, after receiving her report
card, she talked about some of the unfavorable marks she

&

had received, "I don't really care about my report cards ﬁg

>

anymore. I don't care if . it's good or bad." 9@/

v

) &+ U8
Laura's teacher, Mrs. Cadman had posted a few

enveiopes on dne of the walls in the classroom. 'In one

of the’enve}opeé,\she placed creative writing activity"“
cards. ihe other enve'lope was _where the children put

their finished piece Of writing. The children could
ehoose‘te do any of the writing“activities during their
free time. Occa51pna11y, Mrs. deman sald she set tlme; @
aside and asked evé@yﬂstudemt g&zggﬁect a wrltlng |

. »
would have enjoyed

Thlhkingi perhaps, that Lad¥

‘cmoosing from these writing activities on the wall, I

asked her if she, sometlmes, did. any of that wr1t§ng.
J
Sge replled, "Yedh. Not very often though. I like
/ } it
d01ng other thlngs, llke readlng.

Y

. A week later, she gave me another reason why shex

ldld not select these wrlting‘?ctivitles. all the writing .

' e
'act1v1ty cards pertalned to potatoém and she did nos N

=~ ' . & &,
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find this very interesting. "It's all on potatoes!" she

had explained quite emphatically. Although I laughed
whole heartily at this statement,,Laura did not. She
was most serious. She was not interested in writing
about puxatoes. However, a short time after this
proclamatlon, Laura told me that she had selected one of
the cards to do. The card directed the wrlte; to
conduct a survey of the number of people who iiked sweet
potatoes and netted gem potatoes. .
The interesting thing about Laura's writing
behavig; is that she seemed to do a lot of writing on
her own. "Quite often," she aa&d, "I write stories by.
}myself. I write a lot of'long stories,." As soon as
Laura found out. that I had left a notebook at hé% home
for any writing that she mioht want to do, she wrote a
story in it, as well as a poem using a_paﬁferning’model
she had learned in grade two. Aslwell as writing
storles her own, Laura often'had little notebooks

with llsts of favorite thlngaiﬁor messages to friends. .-

When‘I interviewed Laura's mother, she talked about

,,‘}-

the kind of writing that Laura enjoyed,
she likes to j;st make up stories of any
kind and write tﬁem.~‘Shefloves to do
bgsinessvthings. You know, she loves to go up and
' pPay s;cretary, she cleans out her dad's garb;ge '
and will wrytg anything. She loves to make llsts

f L
because I'm a list maker, and she really, reaI&y
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copies. If she sees me making lists, she'll do the

same. As well, she likes writing recipes, I'Ye

noticed she's written out all her own recipes and

- added them to my recipe box.

I asked Laura where she had found these recipes and she
explained that‘she had found Ehem in the school library.
At this point, Laura disappeared, and then reappeared
with a large piece of railroad paper on which she had
drawn and written information about.eclipses. Laura and
her mother explained-that this was not a requlred school
ptOjeCt;léut that they had simply gone to the library to

flqi'l formatlon on ecllpses because Laura was very

1nteres€ed 1n the topic.

-

- ~.
S

So Ladra did enjay_ certaln ?%nds of writing; in
fact, athgne point, sge sald ""It makes me upset if 1

don't write sometimes, 1f I don't wrlte at least once in
\ ‘-~ o

the day." Writing bIays was also one of her favorite
kinds of writing. She had written an eight page play at

school as part of a contest, the theme of the COthst
» - -
being, 'The Olymplcs (/”‘hen asked why she chose to 4

write a play for the ?ontest ‘ﬁhe sald the followingJ

Laura: Well, E ve been writing plays for a \
couple of yea&&. They re easy to write.

I: Hum. Doﬁu have any at home?

Laura: No. I don't but I will be worklng on one

.gfétty soon. ¢
I: - They'pe®easy to write?
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Laura: Yes, very easy. I get it all ia my head
and I just write it all down.

Just ag Laura had a wise suggestion for teaching
reading, she, also, had an equally wise suggestion for
making writing interesting for children in school. She
said, "A lot of kids hate writing s;ories."‘ Then, she
went on to explain what she meant by that statement,
"Most kids ha@e writing stories, like on a special

subject. But whén they have their choice, they have all

the things in their mind, so they can just writerit out
quickly and-lﬂ . a good‘copy."

in theheag I foundlLaura‘go be a very-sincere
person: she never hes1tated to tel} me exactly what was
on her mind. She was also an 1nteresf1ng person ;o talk
to because.she had travel}ed widely with her 5am£1y.
She had been to Australia and New Zealand, Ra;atonga, ‘ “
Tahiti, South Easg Asia,‘the Unitsd Staées, iéxicqf
Japaq,-and Thailand. )
| As hobbies, Lauraifnjoyed dansing, collecting

dolls, readlng, skiing, and skating She took piano and

ballet lessons and attended Gu1des. j? -

AN

o /
. -
’

Laura's Language/Arts Environment

Half way through this study, Mrs. Tremblay, a
substitute teacher, replaced Laura's fourth grade w,
homéroom teacher, Mrs. Cadman who had to take sick (//

X

leave.,
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The first language arts class I sterved was gne in
which the children had read the autobiography of R.S.
McLauglin, founder of General Motors Canada, in their
‘readers. Then, Mrs. Cadman and thé students discussed
this reading selection, as wellzas the nature of
autobiographies, after which, the %hildren wrote their
own autobiographies. A

Thereafter, classes that I observed usually took d%~ 22y

the following pattern. Selections were read from HENS

PR 3 . )
readers and the class, a® a whole,
as the personalitiegtof the main chp
meanlngs of certaln words. As wel}é

. a4
selection, Mrs. Cadman sometimes @

relate tielr personal knowledge toéé;‘ N

instand8 befbre reading a story set 1n Mexico, she

asked them, "Who knows anything about Mexico?" Several
of the children had facts to share about Mexig'“wThen

Mrs. Cadman asked the children to tell which gért of the

2

Al

story: they liked or disliked.
. //
sﬁbry selections were sometiﬁés read orally; with

Mrs, Cadmandand @gleldua] chlldren tak1ng turns. At

tlmes, half the story was read in thls manner and then

,.\

Mrs, Cadman asked the chlldren to finish the story

»

through silent readlng )

a5 ) 7
&rltlng in these obgerved language arts classes
usually consisted of wrifing in arious workbooks,

writing unit tests, agp writing gsentences using words
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from a story selection. As well, if the children had

any free time, they were abie to select from various

.

‘writing activities that Mrs. Cadman had put on the wall.

When Mrs. Tremblay arrived to.replace Mrs. Cadmah,
she carried on with the workbook exercises and the unit
tests; but, as well, she”introduced journal wiiting.
Laura explained that they were dofng a ?burnal "because
Mrs. Tremblay wants to know more about us .... She

writes to me, I write back, she writes back, I write

3

back." }
o,

Initially, Mrs. Tremblay collected and res nded to
" }.;rr "

the meSsages in these journals every day; then, finding
: N

this very time consuming, she began to collect them
g ~ '

every second or third day. Most of the time, the

children were asked to do*¥heir jotirnal writing in their

.

gpare time. A month later, which was a week after

spring break, Laura stated that "the kids haven't been -

writing to Mrs. Tremblay very much, anymore."
During my last visit to Laura's classroom the

children were writing responses to a listening test that

'Mrs. Tremblay was administering. Laura indicated that

she enjdyed this kind of test because she Qas good at

%

it.
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p CHAPTER FIVE

cardpg’u's ATTITUDES TOWARD WRITING
s

Overview
In this chapter the data collected from three
children, their parents, and their teachers i3 presented

in relation to the six research questions.

L

LN

Ay T

—

1. D hese avld,effedtlve readers/poor writers

Y

value wrltlgg?

Tim ‘ ' : . T
Within the daily writing atmosphaﬁe'of his language
arts classroom, writing seemed to be highly valued by

Tim. Indeed, Tim saw himself as a potential author OEJ

children's books; an"he referred to this life's /
ambition often, the first time during the second
interview when he said, "You know what : «ant to be when

I grow up? A pgrson who writes-books fc- children.”

By M Tim said he had acquired this interest in writing

oo

books, for’children in his previous school year. At that
tlme, he had written and read a story to his clasemates,

and he »jnaged to scare his classmates with his

story en®ing in which a ghost'sald, fBool' Tim said he

had enjoyed entertaining his peers with this story.

One day, dpring'ﬁy observations, Tim's teacher
A ] : % . .
asked the students to draw pictures of occupations they

hoped to realize as adults. Since Tim was draying a

*
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picture of a cartoonist, I assumed that he had, perhaps,
changed his mind about being an huthor of children's
books. This was, however, not the case; he explained
that whgn writing books, "you have to draw pictures too.

Kids don't like books without any pictures."

-

Lo
Writing did, %ﬁdeéh, seem to be valued by Tim, as
indicated in his follqung words, "When I'm veiy old.

I'11 just keep on writing and writing. My last story'll
: . Ty ’ B , .

be his;o&yyijikg it'11 be L@ya museum, all my stories.

“ I might make em famdﬁs,.L."
~ gt
As well, Tim saié\xﬁat he thought it would be a
greatt deal of fun tb¥b9§an author because of what an

.« — .
author does: "typapf§¥pe, all dayl!"
A . o :

So*Tim valued writing: he realized it could become
. T ks L .
areer and he also viewed writing ds a means of
. . 7 4
b

*
-
ac
entestaining his peers. 4

- .. )
r ! k - . .
S - :

A L S

Genéraily, Fred did not seem to value writing.
when asked to comphare readind and Qriting, Fred said,
"Reading is a lot more fun and writing's kinda boring."
Nor did Fred think that an author's life would be any
fun "because he would have to sell his?books and he
might have trouble" doing so. At the time of this

study: Fred's school was running a writing contest in

which the winner received a book ‘and got to meet the

\
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author. Fred explained that he was not intcrested in
meeting the author but that he would like to have the
book. Fred's mother added that he did not like to write
at all.

Fred gﬁat that he did not n%Sd, nor want to spend
anymore time on his creative writ%ng. Mr. Cassidy gave
his students about four days to complete a story and
Fred said that was quite sufficient, also hentioning
that he did not want to spend more time on thése stories
at home because it would interfere with his television
_ viewing. ‘

Wanting to know if Fred ;aerd his own writing I
asked him what he thought of his stories. At this time,
Fred said that he thought his writing was "preﬁf&ldood,
not the greatest."™ When.agked if he thought his Qriting
was as good as the other kids, he said, "’es", yet when ‘
asked‘why he seemed reluctant to read hi;‘limerick to

his friend who had asked him to do so, he said, "because

hisyggs a little better."™ On another occésion, after

e

.
‘réading his story called "The Mud Pit;\(gee'Appendix "),
fie said to his grou; of four classmates, “"See, I told
you mine was dumb,' ©
He thought the good points of his writing were that
it was "funny someti;f;' ana that he had "lots of
conversation®™ in it, He went on to talk about what he

considered to be the bad aspects of his writing.

Fred: Not very good spelling, though.

o
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: a \ "
I:(u7 Isythat Bmpqrtant?

Fred: Not\really, lxkjgd of use words over and
re :
\\
over ajain, like "said" and "answer" and

"replied"
I: Does th%t make a difference?
Fred: Yeah, because it kinda get8 boring.

Fred said he thought Mr. Cassidy thought his writing was
"half-way .... It's not great but it's not the pits.” -
indeed, Mr. nggidy had éommené%h on Fred's writing at
wthe beginniné'of this study saying he thought that
F;ed'é writing waé somewhat satisfactory but ciat it

didn't reflect Fred's avid reading, nor his reading '

ability. . C - .

‘ ' H ¢ s d

Fred did not §ive the impression that writing was
to be valued, either by giving it to someone to read, or
by saving it.. - On different occasions, he mentidped that
he "usually just chwcked it out." He did not, he said, .
give it away to people like his grandparents. His
I 4

journal would "probably get thrown out," as w@l{} When
A} N .

him hgw my children'® grandgother had saved all“

of theik lettegs, doodles and drawings, he said that if
¢ . I'e

he were a grandparent ﬁe "probably would have thrown

.

. o
them out." \\
: » V‘\ N . .

Writing was not\eoﬁsidered fu. by Fred because of
. / .

his spelling and handwriting, and Fred did not seem to -
valuqiﬁhiting enough to improve his spelling and

. -
penmanghip. His mother said that he knew the wordgf’} Nyl



~ Evenfﬁhough Fred considered writing th

"It's just that he's sloppy. He scribbles it all down
and leaves it. He doesn't bother going over it again
.... He's just writing as fast as he can and getting {t
all down and getting it done ... " Fred agreed that
sometimes he recognized that & word was wrongly spelled
but he did not correct it.

Fred did perceive some value in writing: he thought

"writing was helpful to him when it served the function

of holding down his thoughts in a concrete.way. He
referred to this in the following discussion:
1: Somebody once said to me that you can
tell a story, draw a story or write a
sﬁory. Which do you think would be the
best way for you?
Fred: Writing .,. because, well if it was a
N
long story ;ﬁt%might get mixed up in it,

tell a different

ine, and if you recite g
by memory you mighéﬂ-L o
e
Jf communicating a story for himself, he thought telling
a story would best>suit an Z}Q;rienced author who knew

his stories; and, as well, he thought teffing a story -

would be more enjoyable for the:aQ;?;hce.

N

Laura - oo

. S AR % .
Laura, like Fred, did not seem to keep much of her

writing: neither of them seemed to think of themselves
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as an audience for their own writing.~ One day, 1 asked
Laura what she had done with the plays she had written
last year. She repliedf’"Who knows, I think my teacher
kept them or something." Further on in the study, I
asked what had become of an eight page plZy she hadi
written this year, on the Olympics. She explained éhat
she had thrown it away because Mrs. Cadman could not

" accept it due tovthe fact that Fhe had combined cursive
~writing and printing, and pen and pencil. She threw it
away "because there was no use keeping it if no one
would look at it anymore-and cause I didn't know you
were coming." ‘

I asked Laura to write down possible answers to the
question, "Why write?" She wrote, "For exercise and for
fun". Strangely eﬁough, Laura mentioned this exercise
aspect of writing a few times during the study. The fun
aspect of writing was usually mentioned in relation to
writing that she considered her "own".

Another question I agked Laura was, "Do you think

it would be fun to be an author?™ To this she replied,

"Sonietimes it would be fun to be an author because an

/)A

';.author mlght do research'; moreover, "an author could

;gs for his chlldren, sd*%hey’wdurdn't have to
;@35gs:;; I found it 1nterest1ng that in thls reply

£6F§)§§pdthetical question, Laura men;ioned research.

Thisﬁﬁefinitely added to the emerging pattern that

seemed to indicate that she loved -learning; however,
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Laura did not seem to relate 1§drninq to her éwn
bwriting: at one point, she said that writing was "O.K."

but that she preferred “feading because¢ you learn more

when you read." Laura's gomment regarding an author

writing books for his children scemed to fit in with her
enjoyment of writing when she was writing her "own"

stories: writing was fun when 1t was creative and
entertaining.

Laura did not put a great deal of value on the

writing that she did at school. After péading var ious

pieces of her writing to me, she would often volunteer
evaluative comments. A few times, she said that the
piece was too short, and, at other times, she gaid she
didn't liKe any part of it. Generally, though, she
considered)her writing to be "sometimes good, sometimes
awful ..g(/I'm too lazy to do good work." Laura thought

that Mrsf%ﬂadman would evaluate her writing in a similar

way.

-

Synthesis
Of the three children, Tim seemﬁa to value his own
- writing the most. He viewed writingies a worthwhile
activb;y: gggabti?ity‘that could, eYéntually, lead to a
profession for himself. Writing was\definitely fun for
Tim. He thought of his writing as a possible museum
item: it was worth preserving.

™~ Fred and Laura both seemed to think that their own



e
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writing was "sometimes good" but sometimes "not the .
. ’ ”
_ greatest",. .

N

“lAnd why do people’write? Tim thougﬁt that people

- wrote to exp;ess themselves.\,Laura said people wrote 
because it Qas fun sometimeg (but reading was more fun
because you learn when you read). Laura also mentioned
that people qutg because it was good exercise. Fred
was unsure of the purpose of certain:kinds-of-writing,
=SUch>as¢journa1 writing. One reason the class was'doing
a joqrnal, he said, was that "Mr. Cassidy wants us to,
and another one is, I think i§'helps us to write.... I

tting it." For Fred,

AN

really don't know why we are wr
writing was rather boring, and being an author seemed to
have no appeal. However, he did view wciting'as a means

of holding down his ideas.

2. Where do these children get their ideas for their
writing?

Tim picked up his ideaé for his stories from many

sources: peers,)books, his own writing, television, and

movies. .

Often, Tim was conscious of his sources of ideas as

indicated in the followindg discussions:

N »

1: You were writing (in class) and there
were a few kids waikingnaround

whispering. Did that interrupt your



thinking? Or do you élready know what-
you're going to write.,
Tim: o 'Usually, when someone'é telking they
usueiiylég§e me ideas for myyetery.
I: - Reaily! fqd\mean when they're just ué
whispering? r o
Tim: ' 'I can sometimes heer\them. Ryan sits
right beside me and if they're talking
about a story I heaf ghem, and it was it
‘yeste;day, I got a story. The same thing‘
happened. They were‘talking abgut, I
heard them. They were talklng about a

race so I. put "The Last Race" (a t1t1e of />

) one of his stories). That was the idea I

¢
)

got from them.
Oon another'occasion he-said?
well, ' I would read before I write because

books give me 1deas. . And I might watch T.V.

I'm going to watch fhe "Boy Who Could Fly"

I'm going to.w. ite a stery about um, I'm

. /

going to finish a story about, uqﬂ me who

could fly. And um, that'll give/me ideas.

At other t%mes,~Tim explained how he incorporated
his life experiences into th writing. In this excerpt
Tim told why he decided to portray himself. as a turtle
in his storY’called gAttack," a Stbry about an animal

“who was defending a castle: /



I decided to be a turt%e because when I was little

I went to this zoo that I could ride on this big
humungus turtle's back and .... I think the
turtle's named ... I think its name was Fozzy. I

think that he doesn't exist anymore.

Approximately two weeks later, Tim told me where he

‘got the id as for "The Voice" (see Appendix E), a story

with himseif as’the main charécter.‘.This story began
with ﬁim walking past a spooky looking house. As he
walked by the house he noticed that é“curtain was being
closed. 1In this house, ghosts had t;;pped his friend in
a cage,, so Tim called the ghost busters for help, and
thé story continued. Tim told me how the idea of thé
curtéiqulosing cémé from the following experience:
Weli; when I ushally went tq school at Chippewa
(a schoo%.thatAhe had previousily aptended), I
usually used to pa%@@by theré and th; painter was
in there and he used to close the curtain because I
always lqokéd up because hé was takinghdown,‘he was
wipihgﬂall tﬁe finger érints off and rwhikea‘it,
what he was doing and he closéd“the c&rtains oo
‘So that's where I got the idea for the story.
The following convérsation gives examples of how
Tim used moviés such "Ghost Busters®, and the writing of
other children in the class, as sources of ideas:

I: Do you remember what your classmates

said they liked about your story?

LN
B
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Tim: Um, um they likédﬁthe name of my dragon .
because I got it from GWost Busters. '
I: Yes, and Ryan said that he liked how you
said your own name in the story. You
said your name didn't you?
At this point, f?m found his story and began to read’
part of it:
"Hi.. I'm Tim. I'm going to tell you a story
called, "The Last Race®. .It's about a dragon and
me; ‘The dragon's n me is Zool. This is a pretend
story. Let's get gn with the story. Ohce a

hundred year old dragon ...

. / . »
Then Tim explained, "The idea for. beginning with my name
a ‘ '
is from, Ryan usually does it. Ryan is my friend and he ‘

usually does it and he\says: Let's get on with ‘the

”
story. RN <
b

.So Tim "collected" ideas for his writing from many
sources and he seemed to be consciously aware of this

collecting process.

Fred rarely volunteered information regarding where

- t .
he got his ideas ¥for his stories. The first time I

Fred

asked him where h¢ got his ideas was in relation to a
story called "Marooned on an Island in the South
Pacific". Fred seemed somewhat surprised by this

question and replied, "I don't know, from my own



Ehoughts, and from T.V. shows." Thevsecond time I
" received ;nformation about the source of his ideas, an
indirect question had been asked and Fred appeared to be
more comfortable witb this.
I: Can you sort of recall what you were
thinking before you started to write?
Ffed; At first, I was going to write about me
skiing and make something up but I
decided not to because I remembered this
(an incident in his own life when he and
his friend fell into a mud pit). This
was funnier, and it really happened,
Once wﬁen discussing a limerick he had written, he
explained .that he had thought.of the last line first;
the last line being, "But ;other it's only Sunday". I
then asked Fred how he came up wifh that last line,

after which there was a long pause. Finally, he said,

"I don't know."

4
s

Two weeks later, Fred's replies on this topic were
still just.as short. Having said that he read
approximately one novel per wéek, I showed interest anq‘
said, "That's quite a bit of reading, Fred. When it
comeé ﬁo wr;tfhg stories, you must have é lot of good
ideas in your head."” After a lengthy pause, he replied,
"I guess."” It seemed as if Fred had not thought about
using some of the story patterns. or ideas from hié

reading as ideas for his own writing. He was not
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consciqusly collecting ideas for his writing. (Murray,

1968)

Laura

Regardless of whether Laura's ideas originated from
a personal observation, last year's teacher or a family
friend, she seemed to consider the ideas as truly
originating from her head: ithese ideas were part of her
own schema. For example,'she had written a poem about
snowflakes, and a story'about a family of snowflakes
whose children went to play on a star (see Appendix F).
Laura explained where she got her ideas fof these two
pieces of writing. She said the snowflake idea came
from observing the snowflakgs that had accumuiated on
. her bedroom window, and the star idea came from a family
friend. This friend of the family told Laura how,
before going to bed, her own mother would cvt an apple
in half revealing a star shape in the middle.

A week later, Laura described this snowflake story
as being in her head, and tpat she simply had to write
it down. A similar responsé was given to the following
question, "Where did you get the idea for your eight
page Olympic play?" Laura replied, "Nowhere. Out of my
head. Where else would it dome from?"

Laura said she enjoyed writing stories when they
were all in her head. 1It was easy for her then. She

did not have to ponder about what to write. This seemed
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to be a time when her writing flowed. It was a time
when she knew exactly ;hat she wanted to write, Laura
explained that theré¢ were times, however, when sﬁe did,
not have the sto;aes ex;ctly in her head. Such was the
casé with the autbbiography she had to write. She was
not ceftain what she should write. She was concerned
that writing certain facts aBout herself might be
copef}uéd as a form of bragging. Moreover she was
concerned that some of her éutobioéraphy might be boring
to.read. For these reasons she did not enjoy yriting

it.

Synthesis

~Tim's ideas came from many soufces: tele;ision,
classmates' oral and written speech, books( movies, and
personal experienc;s. He seemed to be highly aware of
where his ideas came from, and ultimatel& gave the
impression that he was on the logk out for new ideas kq

incorporate into his stories -- a "searching" phase

-

mentionéd\by\Ponald Murray (1968). ‘
Fred, on fﬁe other hand, seemed.unsure and

uninterested in where his ideas came from; however, for

one of his stories, he did state that his ideas were

"perhaps" from his own thoughts and'from T.V. shows.

The most interest shown by Fred in discusging the source

of his ideas occurred when discussing his story, "The

Mud Pit" (Appendix I), which was based on events which



89
had actually happened in his life. It was quite common
for Fred to reply, "I don't know", or "I guess", to
questions regarding the sources of his story ideas.

~Laura seemed q§?te proud of the fact that her story

ideas came from her head. "Where else would they come N
g o s R
from?" she said. Laura gave the impression that she ‘%W§§*

consciously stored physical and verbal observations in
her head for future stories: "Everyday I have a story in
my head, just about. Right now I'm thinking of a story

pretty well.

3. what kinds of writing do these children like or

dislike?

Tim

Several times during thd _study Tim indicated that

he enjoyed writing. At one poin , yeah,
some kids don't even like it but I 1" Tim,
particularly, liked to write stories -- stories that

told about "adventures and racing and mysteries and a
bit of.horror.' Indeed, later on Tim's mother reiterated
that he enjoyed writing adventure stories.

It seemed important to Tim that he have a choice of
writing stories on topics that appealed to him. Some
of the topics intfoduced by his teacher were enjoyed by
Tim, whereas others were not. For instance, he quite
liked his teacher's idea of choosing a book he had read

and rewriting part of that story with himself as one of
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the characters in the story. "Yippee!™ he said, "I
wanted to write it.  She must have read my ming...."
Tim's preference for writing Qtories on topics of
his own choice was evident when we discussed his "I Can
Fly" story (Appendix G). In this case, his response to
his teacher's suggested topic was, unlike the previous
example, quite negative.
I: Do you remember what you did before you
wrote this "I Can Fly" story?
Tim: Yeah. I was working on "The "Voice".
(one‘of his favorite stories).

I: Oh, O.K. Do you remember what you

thought about before you wrote that?

Tim: I hated the idea.

I: Uh, hum, (pause).

Tim: Of me flying. @

I: O0.K. (pause) Why?

Tim: Well,

I: I thought every kid liked the idea of
flying.

Tim: Well, T don't. I like staying on the

vground because if we go in the air we
might not ever come back down.
And, a little further on in the same interview,
I: Do you really feel your‘story is fiﬁished

here, or do you feel you could do more

with 1it? -



Tim; No, not anymor:. Not mor e, Not no more,
I don't want to do anymore flying

stories. I Just want to write stories

about stuft (pause) on my own,
-
I Yeah,
Tim: Because whenever we have an idea in our

head and the teacher gives us another
idea, | really get mad.

I: 0.K. Did you have any questions or
doubts when the teacher asked the class
to write a story about yourselves flying?

Tim: Yeah. Do I have to? Can't I work on my
"Voice" story? She said, "No. You have
to work on this."

I: ' 0.K. How about any doubts? You

know what a doubt is?

Tim: No.
I: _ Sort of wondering about something.
Tim: I keep on wondering about my "Voice"

story and when I'm going to be able to
work on it.

A week later Tim and I reviewed some of his N
stories, and again he mentioned that other assigned
stories were intruding on his desire to finish "The
Voice"™ (Appendix E).

Tim: Here's my 'Shrigﬁ Machine"™ story if you

want it. I hate it. -



I Why do you hate thigy

Tim: I dido'tWant to do .it, I wanted to, !
asked the teacher if 1 could, um, tinish
up my "Voice® story.  She satd, "No."
That's why I hate it

Another example of Tim's need to write on topics of
his choice occurred while sorting his collection of
writing into pleces that he liked and picces that he
disliked. He identified several pieces that he liked
but of a biank page which had been merely date stamped,
he satd, "I didn't like this idea so I never done
anything."

At one point in the study, Tim talked about two
kinds of writing done in his classroom: "free writing”
and "personal writing". Free writing occurred about
once a week; during this time children were allowed to
write whatever they wished, that is, they could use the
teacher's idea presented on that day or they could work
on any uncompleted story. Tim thoroughly enjoyed this
"free writing"™.

Personal writing was no longer done in Tim's
classroom. Personal writing had occurred at the
beginning of the school year, at which time Mrsg. Pigquard
asked the children to list all the things that happened
in their lives and, then, they were ask:d to select some
of these as topics to write about. "That's what 1

hate"™, Tim said, referring to this personal writing. He



« tater cxpiained that one of the reasons he dadn't bike

"

persona. writing was because 1t Just takes up most of
your tim-. You don't get mach done because you're
trying so hard to think of what you can write. "

Another reason for not lLiking personal writing was
that Tim viewed this kind of writing as uninteresting to
his audience., He explatned that a sStory such as "The
Voice" (Appendix E)} was good for many years, whereas o
piece of writing about his BMX bicycle (Appendix B)
would not, he thought, withstand the test of time: it
did not seem to fit into his concept of good literature.
Personal writing was unlike the books he had read,.
Consegquently, what Tim really wanted to‘do was to write
"stories”™ using his "own ideas™.

As well as not caring for personal writing, Tim
stated that writing was not fun when writing in math;
nor did he enjoy report writing as explained in -the
following conversation.

I: What it says right here is, "I don't 1like
writing reports”. (referring to what Tim
said in a previous interview.)

Tim: Science projects, like if we were doing
experiments, and to see what keeps, um,
heat in. Then after the report we had to
take it in and we had to revise it, I

don't like doing that, paragraph, another

~and, another, and we had to do on the



brovek .

l: And yet, ot you write a0 Loy story, you
»

don't secem o to o mind that

Trm: Polike stortes bhat not ceports,

1: I wh-r why you lLike Storpies and noe
reports?

Tirim: Woell, 1f 1 turn rthis (his Stary)l into g
ook, T'1I1 be ablo to write more and 1'11
gJet money, money, money by the poand,

1: Yeah, but some people Wwrite soientyfe

.
reports o oand make monsy, and make books
out of thosge,

Tim: I know. I don't like maxing Science
reporta. Maybe when I''m tern or »leven,
maybe.

Jqurnal writina was another kind of writing done by
Tim's language arts class, Journal writing occurred
once a week and this kind of writing was not alwavs
»njoyable for Tim. He explained that, .o "i1s journal,
he wrote about things that happened 1n his life. This
writing task became tedious for him when he had spent
what he considered to be a boring week., "I have to
think, and think.  and think,"” he said, "until I get all

~onfused.

Fred

wn

"Writing's kinda boring.” In spite of comm. v
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such as this, Fred did enjoy certain kinds of writing;
: ) ‘

for instance, he séid that he enjoyed creative writing.

Qréd defined creative writing as "your own" cr "the part

P |
you make up”. This, to Fred was interesting. "I like

t 5t!1" he said, referring to story writing. "You can.
write whatever you want.,"

When Freq:yrote-stories, he particularly liked
\‘\ ‘
writing Halloyéep>stories and humorous stories. F:Phe

preference for comedy writing appeared in many

conversations and,; invariably, Fred selected the humor

in his stories as being a positive aspect of his writing

ability. One of the times humor was introduced into the

"conversationeccurred when I asked Fred why one of his

)

stories was longer than most of his other stories. He

‘replied, "Because I had fun with it, because I got to

put humor into it."

Even though Fred stated that he enjoyed creative
writibg because it was his "§wn", and because he could
make up whatever he .wished, he was nevertheless willing
to accepE'a certain amount 6f input from Mr. Cassidy.
Fred explained that he quite liked thé way Mr. Cassidy
gave the class a’rlittle-background' Qhen they wrote
étofi@s; for instance, before askinévhis,students to
writé a gtory_called, "Thé Trouble With Trouble", M .
Cassidy read theﬁ'a story'about two boys who got into

trouble. Aswell as‘keading this story, he also gave

them further examples of other kinds of trouble they
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could write about.

I asked Fred if he would prefer Mr. Cassidy to omit
this background assistance and give them the choice of
writing on anything. "No, he said, "because all the
stories would be different and it would be hard to judge
them, to give people mafks.“ Here, Fred seemed-to have
viewed writing as an object to be marked. This concern
with marks was evident on other occasions, chh as when
he indicated that he did not like fellow students tb
correct his work' because "they gothto know your marks".'
It was also evident when he commented on his belief ‘that
Mr. Cassidy érobably marked their stories as thef read
them to the class. Fred did not .seem to think that Mr.
Cassiay was simply listening to the stories for tgeir
entertainment of poetic valug.v He f«lt that Mr.
Cassidy's purpose for listening was to assign a mark to
the stories. He viewed Mr. Cassidy as "teacher as
exaﬁiner". (Britton, 1970)

In addition to creative writing, Fred said that he
liked joufnal writing. Iﬁ one of the first interviews,
he said he thought that journals were "kinda a good
idea", even though he was sometimes."dgsperate' for
ideas to write about. A week later, he said writing was
fun when he wrote in his journal because "you can write
'whatever you want". However, two weeks later, he
éualified this enjoyment of journal writing by saying,
"I‘always éay it's better than doing work, but it's not

N
-



the greatest.” By work Fred meant social studieé,
science and language arts. Many times éred expressed
his dislike for writihg in these areas. "I ddn't like
gsocial or science," he said, "because you always have to
éopy notes, and it's boring, copying."” Aand.in language
arts, he stated that he did not like the "sheets and
listening tests. Indeed, Mr. Cassidy and Fred, himself,
explained that, often, he did a éoor job on these
sheets; or, at times, he did not complete the work.

As well as liking journal writing because he could
"write whatever" he wanted, Fred also enjoyed journal
writing because Mp. Cassidy sometimes made comments in
his journal. As an example of this, Fred told me how He
had written a journal entry stating that he might not be
able to play volleyball after school. Mr. Cassidy
:responded to the 1§urnal entry by writing that it was
too bad that Fred might not be able to-play volleyball
because he was good at it.

Fred's favorite entry involved an incidént in which
he was babysitting his brother. Fred tricked his
brother into going to bed by faking a phone call from
his mother. When asked why this was his favOrite entry,
Fred séid, "I like putting things over on my brother énd
writing about it. And I like money." This was one of
the few entries that appealed to Fred. There were
numerous times where Fred felt he had nothing of

interest to write about. Some of his entries he
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considered "boring". Even writing about a fire that
had occurred in the school, did not seem to appeal td
him. Normally Mr. Cassidy did not assiqn_topics for his
ﬁstudgnts' journal writing but this particdiar time he
had asked them to write about the fire which had

scently occurred in the school. When I asked Fred how
he felt about this assigned journal topic, he said,

It's O.K. Better than arcades, that I usually

write about. But I didn't really care about it

that much.because it was no big deal. It was just

a 1ittle_fire, o) deidn't write much.

While writing aboutxthis school fire in his
journal, Fred crossed out part of his writing which told
about his missing shoe because he found this to be
rather a "silly" thiﬁg to be writing. "If there's a
fire", he said, "people aren;t interested iﬁ your shoe."

In the end, story writing seemed to be, by far,
Fred's favorite kind of writing, with journal writing
ranking second after story writing. Fred, nevertheless,

stipulated that he liked writing stories at school, but

not at home.

Laura

Laura's favorite kind of writing was research
projects or reports. Interestingly enough, however, she
did not seem to consider this as writing. She seemed to

view research projects or reports as acquiring facts on

)



subjects that interested her; or, in her own words,
"finding out something". Many topics interested Laura:
eclipses, koala bears, dinosau;s, gardening, skiing,
etc..

’ Research projects were rated as "top plus" on
Laura's rating 5caie, whereas stories and journal
writing were both placed on the middle of her scale. She
also enjoyed writing plays and patterned poems.

.Whether Laura was writing research projects or
stories, she required a great deal of choice, and she
constantly referred to this need. Fof instance, with
regard to reports, it was not enough for her to get a
1imitedvchoicei especially if the topic Qas of little
interest to her, as indicated in the following
discussion,

I: So reports are okay if you have your own

choice. Well, wasn't that Indian report

Laura: Chief Maskepetoon?

="
I: Yes, that was your own choice wasn't it?
Laura: She (teacher) put things on the board.

All about Indians! (disgruntled'voice)
And, then, we hpd to do a report on one
" of those Indians.
Another example of this need for a great deal of
choice occurred when I asked her.why she did not choose
to ;rite on things in the writing center brovided by

\;X«\Mrs. Cadman. "It's all on potatoes!"™ she replied in a
= :

b e~
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frustrated voice; Laura explained that all of the
writing activities in the writing center were somehow
related to potatoegrand she was not the least .interested
in potatoes. Yet a few weeks later, Laura -was doing one
of these Qriting activities. She explained she had
overlooked this particular one until she noticed other
students in the class doing it. This activity involved
coﬁducting a survey in order to find out how many people
enjoyed sweet potatoes and how many enjoyed regqular
pog%toes Thls\survey was rated as "top plus" by Laura.
Although she clearly enjoyed this activity, she,
nevertheless, concluded that a much bepter way for her
to conduct a survey or a research project, would be to
utilize books as a source of infdrmation rather than
people because people, sometlmes, possessed incorrect or
a limited amount of 1nformat10n. /

The sptuatlon was much the same when it came\to
story wri%ing: Laura needed a lot of choice. "I lwve

{

writing stories on my own", Laura said. Laura's mother

-

i
{

also citdd story writing as one of Laura's favorite™’
kinds ofvwriting, and one that she often did on her own.
Further to this, Laura explained thaf she and other
childreh in the class did not like to write stories on
.assigned - bjects because they already had stories in
their minds; and when they wrote on topics of their
choice, thev knew.what they were writing, therefore,

writing became more enjoyable. She also cited this as’
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one of the reasons why she disliked writing her
autobiograph& (Appendix J), "I didn't know exactly what
I was going to write because it wasn't exactly in my
head.” 1In other words, Laura did not seem to have a
purpose of her own for this piece of writing, nor did
she seem to know what was expected. Consequently, when
askéd if there was a par% of her autobiography that she
found interesting, she replied; "No." However, she said
that if she Had to choose a best part she would choose
the last sentence which stated who her best friend was.
Laura concluded that writing her autobiography was
"boring". Even though she considered it boring to write
about her life, Laura said this of her life, "My life
isn't boring, I love my life!Q

Journal writing was not particularly interesting to
Laura.' She had neverﬁwritten one before Mrs. Tremblay,

the substitute teacﬁér, introduced i1t to the classroom.
L

+

'Qhen I asked Lauta how she felt about jour~al writing,
she resoonded with one word, "Duhh!®" -- a word currently
used by certain children to express dissatisfaction.
Laura classed journal writing wiﬁh assigned story
writing, and she did not miss writing in it when it
gradually ended after spring vacation.

Writing in soci=l studies was ;boring" to Laura.
She explained that writing in social studies meant
answering questions after the teacher had read them a

passage. As well as disliking writing in social
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studies, Laura also disliked writing word definitidns,

'

and workbook pages.

Synthesis

Generally speaking, all three participants had
difficglty perceiving that their lives offered'
poséibilities for writing. This was evident in Tim's
dislike for personal writing and his lack of ideas for -
journal writing. He thought that topics dealing with
his bicycle or his weekends did not qualify as topics
which would interest present and future ggnerations of
readers.

“Fred, like Tim, also seemed to think that the
events in»his life were generally not very interesting
topics to write about. This was evident when he
explained that he was often "desperate for ideas” to
write about in his journal. Fred seemed to think that
writing should be exciting to read. !

Laura also seemed to dislike personal wrfting. She
EOnsidered her autobiography "a boring thing to write",
and she explained that many students in the classroom
felt the way she did about writing it.

Tim, Fred and Laura seemed to moderately like
journal writing; perhaps this is best epitomized by Fred
who said, "It's not the greatest.”

All three informants liked story writing, with Fred

and Tim verbalizing that they liked the teacher to have
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an input in the story writing either by providing ideas
as in Tim's case, or by providing background to stories
as in Fred's case. Laura, on the other hand seemed to
prefer no input by the teacher.

While stating a preference for story writing, Fred
and Laura both mentioned disliking writing in social
studles. Fred disliked it because it involved copying
notes and Laura disliked it because it involved
answering questions on passages read by the teacher. As
well, both Laura and Fred stated that they disliked the
sheets or workbook pages in language arts.

Tim disliked writing science reports. However
Laura pointed out that she quite enjoyed teports, or
research projects when she had a\bhoice of topics.

Choice seemed to be a predominant factor which
controlled all three participants' writing enjoyment.
Tim referred to Lhis when he said that he wanted to
write his own stories with:his own ideas, and Fred said
that he enjoyed creative writing because he was able to
"make up things"™. Finally, Laura said, "I love writing

’
stories when we get a choice of what we want to write."

4. What is their perception of audience?

It was interesting to note that Tim's intended
A

audience seemed to depend on how he felt abéutjhis

stories; or it depended on whom he thought the stories
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would appeal to. The following discussion indicated who
Tim had in mind as audience for his story, "The Voice" ¥

(Appendix E), which was one of his favorite stories.

I: Um, and who will this book be for?
Tim: Everyone! [ guess. Every kid. q
_ AN i
| Every kid. m'ky xiy
‘: x M,
: T
Tim: Yeah,
I: Have anybody in mind? There's kids here.

There's kidé on your street. There's
kids
Tim: I'm going to try to find somebody who can
translate it into all kinds of fanguages.
T: So you intend to have this read by mainly

kids, do you think?

ﬁb' Tim: Maybe parents, to see What it's like. 1
might even get this in video, ha, hal!
A week later Tim reiterated the above comments,
I: How about your "Voice"‘story
Tim: "I love it! (emphatic voice)
I: Who did you feel you were writing that
one for? »
Tim spelled his reply, "E -~ V- E-R-Y -0-N - E"
Previously Tim had talked about the intended
audience of his "I Can Fly" story, a topic he did not
\‘ care for.

I: As you wrote this story about flying,

whom did you feel you were writing it



Tim:

for?
Just the teacher. {baby, pouting voice)
I wish T could use my own idcas. The

teacher has a hundred ideas....

Four days later, 1 asked Tim for whom he felt he

had written his "Star Wars" story. This was a story in

which he had

he had read.

Tim:

Tim:

Tim:

Tim:

Tim:

included himself as a character in a book

As you were writing this. Whom did you
feel you were writing it for?

M-I-S E -L - F

That's interesting because, um I think
you said for your flying story it was for
the teacher, you weren't too keen on
that.

Yeah. b

And your voice story was for, remember?
E- V- E

Why is this one for yourself and not for
everyone?

Because I like "Star Wars" stories.

Oh, because you (emphatic voice) like
Star Wars stories, and you think maybe
not everybody else does? %

Yeah. They might say, "Oh boy, who
wants to buy this stuff?”

Oh.
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Tim:

Tim:

Tim:

106
Because 1 asked people, did they like the
Star Wars movie and they said, "No, no."
and....like a hundred, but 1 asked fifty
nine.
Did you really ask people?
Yesg, 1 did! (emphatic voice)
Hum. When did your do that? Just as you
meet people or
Yeah, when we get to (inaudible) Safeway.
They say, "What do you like?' And 1 say,
"What do you like? Do you like the Star
Wars movies?" And they say, "Nooo!"
(emphatic voice). Because I bump into

people lots of times.

Discussions of this nature seemed to indicate that

Tim was quite aware of possible audiences for his

writing.

This audience awareness was again evident in a

discussion we had about him looking up thé orthography

of certain words for his "Empire Strikes Back" étory.

I:

Tim:

How about your story here, I just wanted
to ask you why you were looking up a lot
of words for this? Um, you don't just
like to write the words down? You want
to write them down well, or right?

I want to get them all right, so when I ,
so when I go to do it, I neVer, um, like

if. How could [ explain? Like if I



never had the rght words, and 1 never
revise ity and um, 1t I thought 1t was
the right word, and I put tt down and,
and it was put out in books, they would
copy thoe word.

I: They wouldn't correct it, you mran?

Tim: And no one would say, "Wow, what o

writer! Doesn't even get 1t right,"
Fffects that Tim's keen sense of audience had on his
writing are discussed later in this chapter in te! tion
to research guestion number five, "Wﬂat stragegies do
these writers use 1a the writing process?”

It must be noted here that although Tim did not
mention me as a possible audience for his writing, it
appeared as though I had indeed become an audience for
his writing and had unwittingly influenced his writing.
This became apparent aroutd the end of the study when 1
asked Mrs. Piquard, Tim'éllanguage arts teacher, and
Mrs. Loomis, Tim's séience teacher, if they had notiged ;
any change in Tim's writing behavior since my arrival.
Both teachers thought that Tim wrote more when I was
around. Mrs. Loomis specifically mentioned the writing
I had observed Tim do during the science period. She
explained that normally Tim would not have answered many
of the gquestions on his science sheet. However, that

day he had completed the entire sheet.



Fred

1'4';11‘1}"; Prod's perveptaon o auadience was boeat
summed up by Fred's mother who card, "D othink 1t g jast
aomatter of when hel's wrating, he's not hotherng. He' g
tust o writang as fast g he can oand gertring vt down gl
getting 1t done ™ This remark seemed to andieate D hat
Froed's writing performance was rarely atfected by any
sense of audirence | Indeced, perusal ot Pred's journal
entries (seo Appeadix H) showed no concern tor audience
with regard to his spelling and penmanship,  There werae
occasions, however, whoereby Fred's behavior seemed sto bhe
aftected by audience.  One of these occasions ocour red
when Fred showed his relu-tance to read s limerick to
his classmate because he considered his {riend's
lim(’[ick to be a little betteor, Also, at the opd of
ghis study, Mr. Cassidy implied that Fred considersad me,
the researcher, as one of his audiences and that he had
noticed a difference 1n Fred's story writing since my
atcival. Mr. Cassldy said that Fred took more pride and
more care with his stories. However, Fred's mother d:d
not corroborate this finding. She felt that there had
been no improvement in Fred's writing, fhore Eof heen a
differenc2 though, she felt, In his reading. He was
taking time to read certain books he had received tor
Christmas,.

Ques* ~ns regarding audlence perception were often

followed by a long pause, after which Fred sometimes
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repiied with X response that denoted uncertainty. For
instance, aftgr asking Freé for whém he thdught he was
Qriting hisﬁﬁibgy "The Mud Pit" (Appendix”I)khe said,
"Me or the éiass,’I don't know. Me probably."

Oon another occasion, I'asked Fred to try to explain
why he had written a particular journal entry. He
repliéd,'"xt might have been to take up space, to see ,
Qhat he (Mr. Cassidy)'would put." In this instance, it
appeared as though Mr. Cassidy was viewed as an audience
with 'whom he could enter intp4dialogue: this seemed to
happen rarely. Usually Fred seemed to view Mp . Cassidy>
as “teaéhgr.as‘examiner" (Britton, 1976), an examiner
who mérkea Fred's stories by noting good words that Fred
used in his stories as he read them to the class.

There were additional timeé when Fred cited a
éontest, and,Sbyhunter (an arcade machine) aé audiences
for his writing. The contest was a school sponsored
contest in which the students were té write limericks.
Spyhunter was an imaéiﬁary éudience to which Fred
éddressed his journal eﬁfries. Fred began addressing
his jéupnal entries to Spyhunter, an arcade game,

, bécause, as Fred explained, he‘had_always begun hié
journalventries simply by writing down the date and this
was getting quite boring. Fred sa%d he decided to use
épyhuqt?rdbecaﬁse he was good at this gagg: he was in
the toé ten scorers.

Although Fred generally seemed to have some
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difficulty verbalizing his perception of audience, it |
was observed. that he did indeed sceemt'6 have certain
expectations of good writing. ﬁe had a:pfeconceived
notion of what an audience was looking for in writing.

This became particularly apparent when we were %
discussing his journal enﬁry about a recent ;chodl fire.
In this entry,-he mentioned his ptoblem of hé%ing had a
missing shoe as the school evacuation began. 1In the
end, Fred crossed out this missing shoe problem because
he £hought itvwas an in%ignificant eve..t which wodld not
be of interest to an audience. When 1 stated.that 1
thought it was an’interesting happening, he disagreed
adding that even the fire was ratherfuninteresting
because_it was "just a small fire". From this, I ;
deduced'that Fred expected his writing to be as exciting

as the books he had read -- books such as Alien War War

Games by Martyn Godfrey.

Laura never hesitated, when asked, to tell who her
intended audiences were for her stories. Of her school
assigned report . and stories, she said that she'd "do
them alright", implying that she was doing them for the
teacher because she was asked to do so. Laura's home
writing, however, was doﬁe ".:>r the sake of it'} and her
dad checked it out for her sometimes. When asked for

whom she had written her eight page play on the



Olympics, Laura immediately answered, "Nobody! I wanted
it to be in that contest, the Olympic thing."
It was interesting that Laura never named herself

-y

as a possible audience for her writing. There was no *“
hint of herself as possible audience when I asked her
why she had thrown out her eight page Olympic play.
Afte; explaining that the teaéher would not accept her
play because she had written certain pages in pen and
some in ink, some in cursive writing and some in block
letters, she said, "There was no use keeping it if no
one would look at it anymore, and cause I didn't know
you were coming."

Laura seemed very eager to have me as her audience:
I had left a folder and a notebook ;t her home in case
she wanted to do some writing, and as soon as she found
this out sﬁe said, "I'll start writing more stories.
I'm sorry."” Not only did Laura freely volunteer to
write stories fqr me, she insisted that she wanted Eo
make a good copy of her story and to give it to me in
the form of a booklet. fShé seemed willing to work hard
~ for me.

A week after‘stati;g that I was the intended
audience for her "Snowfllake" story (see'Appendix F)
which she had written in the notebook I had left at her
home, I asked her if she had anyone else in mind as a
possible audience. "No," she quickly replied, "maybe

Mary" (her best friend in the clasé). Again, there was

1
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no hint of herself as audience.

At one point, I asked Laura to compare how she had
felt about the writing she had done for me in the
notebook I hac for her at her home, with how she
felt about wri. j the journal for Mrs. Tremblay. Laura
concluded that she preferred writing in the notebook I
had left her because she could write whatever she
wanted: stories, poems, etc.. Another reason why she
didn't like writing the journal was because Mrs.
Tremblay ésked‘the students to complete the journal

entry by the end of the school day.

Synthesis .

Amongét the three children, Tim appeared to have
the strongest sense of audience awareness.‘ On many-
occasions he volunteered information which indicated
that he often had his audience in mind while writing a
story. He seemed to be aware that his audience would
judge his stories based on topics, as well as use of
writing conventions. At times, he professed to know
what kind of stories prospective readers gﬁﬁferred, as
was the case with his story, "Empire Strikés Back", a
story for which he said he had conducted an informal
survey of people, in order to ascertain the popularity
of this typelof story.

Unlike Tim who, sometimes gave elaborate reasons

for specifying audiences for his stories, Fred and Laura



simply named their intended audiences, and Fred did so
with some uncertainty. Although Fred expressed his
sense of audience with some difficulty, it was deduced
that he did indeed have a notion of what an audience

"looked for in a good piece of writing. It was

interesting to note that teachers were usually.-not named

as intended audience fo; the writing the three
informants enjoyed doing. As audiences for this writing
the children usually named themselves, a contest, the
class, "every kid," or me, the researcher,

It was also noted that I had unwittingly had an
effect an the children's writing behavior either by
affecting the length of their writing as mentioned by
Tim's science teacher, or in the added pride and care of
story writing as mentioned by Fred's teacher, or the
willingness to write more stories as mentioned by Laura

herself.

5. What strategies do these writers use in the writing

process?
Tim
Tim was observea as he wrote in twelve creative
writing episodes, three workbook writing‘episbdes, two
math writing episodes, and one science writing episode.
'Whetber Tim was working on an,unfinished story or
working on a new story with the story starter provided

by the teacher, he usually began the creative writing
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session by reading; that is, he read the story starter
or he reread whatever he had already written, rereading
his piece from beginning to end. On a few occasiohs,
however, he reread only the last few lines before
writing. Twice, Tim began the writing period by talking
to himself about a mime or a discussiqn he had just
participated in with his classmates.

Tim's prewriting activities, therefore, usually
consisted of reading, and talking to himself (or to -
anyone around him who would listen to his ideas). There
was no évidence of Tim silently reflecting about his
stories before writing. He wrote as soon as he had
finished reading or talking, and he usually began a new
piece by immediately writing down the title of his
story. Tim did not write continuously for very long;
that is, he usually wrdte three or four lines, after
which he either got up to ask the teacher fo; help with
spelling, or he read his story to himself or the
teacher. On a few occééions, he wrote as little as four
words and then reread his story. Each writing session
contained a great deal of reading for Tim: he usually
reread his stories from beginning to end.

Most writing sessions included the teacher as
audience. As soon as Tim completed his piece he
declared-that he was finished and took it to Mrs.
Piquard to read. At this time, Mrs. Piquard often asked

Tim questions about his piece, thus eliriting more
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detail which she then asked Tim to add to his stories.

' Tim always accompanied his writing with overt
pronunciation of the words he was attempting to write,
ahd at times he named each letter of the words. A few
times, as the teacher stopped the creative writing
gsessions, Tim continued to write a few more lines. This
behavior was not evidenced during workbook writing, nor
during math writing. ’

&?particularly interesting writing session was
observed one day when a substitute teacher was present.
She told the children that Mrs. Piquard had left them
instructions to collect information on ainosauré.

Unlike when Mrs. Piquard was present, the children were-
allowed to interact with each other during the writing
session. In this interactive atomosphere, Tim seemed to
become a teacher ana an organizer. Students asked him
for help with theif spelling and he most willingly
provided this help. Tim organized himself and his
friend by telliné'his friend to write abouf plant eating
dinosaurs while he would write about the meat eaters.
After this he located the plant gating dinosaurs in a
book for his friend.

Although Tim followed somewhat‘the same patterﬁ for
workbook writing as creative writing, there were a few
differences evidenced. Just as he read frequently

during creative writing, he did so during workbook

writing as well. He flipped back to previous pages and
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read them, once spending three minutes at this type of
reading before beginning to write. 1In creative writing
this pre-reading lasted only seconds. Whereas creative
writing was interrupted for spelling and reading only,
workbook writing was interrupted for spelling and
reading, and also for other diversions such as rubbing
his eyes, dropping pencilé, asking and calculating how
many minutes there were before lunch.

"Math", said Tim, "is my worst subject. 1 hate
it." Tim filled most of his twenty minutes of math
writing time with many diversions: reading other pages
in the textbook( dropping his pencils, scribbling in his
scribbler, flipping through his scribbler, tearing his
scribbler with his teeth, playing with his shoe,
snapping his fingers and falling out of his desk.

Tim was observed writing in science only‘once.

This writing consisted of a sheet of questions dealing
with a unit on "matter"™ which the class had just
completed. Tim was then supposed to use this sheet in
order to study for a test. During this science writing
period, Tim,tas he did in all previous writing periods I
had observed, overtly pronounced words and letters as he
wrotexthem. As well, T heard him whispering a gquestion
to himself, "What is matter?® The diversions evidenced
during math were not/egifent during this sg?EﬁEé writing
session, After this\écience writing segsion™I asked

Mrs. Loomis, Tim's science teacher, whether she thought

116



117
Tim's writing behavior that morning was typical of Tim's
other science writing sessions. Mrs. Loomis replied
that it was not. She explained that normally he would
have written very little, whereas that day he had
completed the sheet. Mrs. Loomis felt that Tim had
written more because I was there to observe him.

For Tim revising meant circliqg mistakes in
punctuation and spelling. Adding more detail to
stories, Tim said, was called "adding". He went on to
say that adding was "sort of iike revising™., Tim
revised every piece of writing because this was the
procedure set up by Mrs. Piquard. Tim explained that
the students "just revised what was wrong" with their
stories, and that they did so in order "to fix up" their
stories.

when I asked Tim why they fixed up their stories,
he replied, "The teacher wants us to."” Tim went on to
explain in a mocking voice that he revised "to make her
satisfied™. He actually saw no need to draw circles
around mistakes; he felt he could, "revise it just in my
head and write it down .... I can do circles in my
head." \/

Revising, for Tim, also meant writing two copies,
one rough copy and one good copy. It was interesting to
note that, in Tim's mind, only two copies could be
written. One day, after failing to find one of his

stories that he wanted to continue; he decided that
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rather than rewrite it from memory as sugqgested by the
teacher, he would work on another story because, he
said, he feared that the teacher would accuse him of
writing a good copy when he hadn't finished his rough
copy. Of all this revising Tim stated, "That's the only
part of writing that [ hate."

Even though Tim stated that he disliked this form
of revising, whereby he circled mistakes, added, and
recopied, there was another form of revising that Tim
did which he did not call revising. These were
instances when he was revising, not for the teacher as
in the previous discussion on revision, but for himself,
or his perceived audience. Sometimes he made changes in
his stories, in order to clarify ideas or to make them
more feasible. For instance, in one of his stories he
mentioned that he changed a part which described himself
as a shrunken person going through a window. He changed
this part to a description of himself going under the
door instead of through the window because "if the
window wasn't opgn I'd get my face all cut up."
Moreover, going Jhggr the door, he explained, was a more
direct route from unéer the Christmas tree where he
began his escape. And people, he continued, wouldn't be
able to put their hand under the door to catch him.

On another occasion, Tim mentioned that he had made
a change to "I Can Fly" (see Appendix H) because of his

perceived audience. He changed "at a pond" to "at a
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wishing pond" because "it looked a little boring”". He
gaid that he thought if he had written "at a pond”
ingstead of "at a wishing pond"” that people reading his
story would say, "Oh, T can tell, it's going to be a
boring story." g

There were many other such occasi.: . where Tim made
changes to his writing -- changes th. . teacher had
not initiated or dictated, but changes that he decided
to make on his own because of clarity, or because of his

tremendous awareness of audience. Tim had a strong

sense of what makes a good story.

Fred

While Fred wrote in his journal T hand recorded any
of his writing strategies which I observed. Fred and
his classmates wrote in their journals for five or ten
minutes each morning. Fred always began his journal
wriﬁing quickly and without hesitation, giving the
impression that he always knew exactly what he wanted to
write. This was, indeed, not the case sinke he later
explained that he sometimes got stuck, especially when
he had a boring day. When he got studk 57 explained
that he just wrote about next week's pI;;ned gym class.
On three different occasions, 1 asked Fred if he ever
kept things in his mind as ideas for future journal
writing and he replied that he did not.

While Fred was writing his journal nothing seemed



to distract him, he paid no attention to other students
Or to Mr. Cassidy who sometimes talked around him,
Fred, however, did not write in his journal for very

long -- usually for five minutes, Often, as invited by

Mr. Cassidy, other students continued to write in their
Journals as they listened to Mr. Cassidy read a novel
but Fred usually put his journal awayvand listened to
the re}ding. Indeed Fred's journal entries were quite
shiort (see Appendix H), the longest being eight lines.
These entries usuall? described past or future events
such as his brother's birthday or the Christmas
vacation. Journal writing, for Fred, was somewhat
enjoyable. He referred to it as "fun and better than
doing work or copying notes." .

Story writing was Fred's favorite kind of writing,
and generally Fred's writing behavior during story
writing can be described as "committed” and "on - task".
Only two stories were written during the time of thisg
study, and it was possible to observe only one writing
period in which one of these stories was begun. This
writing period began with Mr. Cassidy instructing the
students to write down their five W's.

Mr. Cassidy then told them that they could have
three minutes in which to discuss their ideas with other
people. Fred looked around for a few seconds, then he

talked to a nearby classmate. Five minutes later, Fred

.Wwas writing quite steadily, ignoring various

1.0



distractions in the classroor such as scrunched up paper
heing flung into the waste paper basket and "You
mi Sf’;“‘d-! " comments.,

A

As soon as Fred completed his five W's,” he got up
to show them to Mr. Cassidy, at which time Mr. Cassaidy
reminded him to make sur» that his plot develaopment was
gradual, and to think of his main problem. Fred startoed
to write "The Mud Pit" (Appendix [) immediately after
returning to his desk, and by the end fo the twenty-five
minute writing session he had written fifteeen lines.
During this time Fred's writing was interrupted three
times by his nearest classmate. These interruptions,
however, were all related to the task at hand: once the
classmate read him what he had written, another time
this same classmate asked Fred a question concerning his
writing, and lastly they discussed one of the story
characters.

Discussions with Fred concerning his prewriting
strategies revealed that he had made a decision to write
"The Mud Pit" based on the following rational:

At first, I was going to write about me skiing and

make something up but I decided not to because 1

remembered this. This was funnier and it really

happened. With skiing, I'd have to make most of it

up, and um, this is not totally made up. Like I
did get in trouble. I did get stuck. T just

changed it a little.



Froed Sard that he thoaght aboat the i at tow worle, Y|
hes Story but that was aboot a1l He did not think
thoat how to organtze what e was going to weite. e
nanaltly comes out when ['mowr Lrang,” he oxplained, "
qot o the farat p‘:”l”_g_t.""l)t' ttoan o my head bt rm? the muiddln
ot the wndinq."f

When his story, "The Mud Pit™ (Apoendix 1) woas
tinished, Fred gave the tmpression Phat B was sat rst ded
~with it, not wanting to do any more work on it Ta t he
question, "What was difficult about starting this
pirce?” Fred repltied, "Remembering it "

in order to improve his writing, Fred folt he
could, "describe things"™ and "not use the same word oovieg
and over again". These two things, he later said, hal

~
been mentioned to the class by Mr. Cassidy. When |
asked Fred 1f there was anything olse he could de to
improve his writing, he replied, "Not really.”

During the time of this study, Fred had also
written a limerick for a school contass .  Fred said that
he enjoyed limerick writing. I noticed that the reasons
Fred gave for liking limerick writing were similar to
the reasoné he had given for liking story writing. As
in his stories, he thought it was fun inserting humor in
the limerick, and it was fun "making up things and dumb
names".,

Fred's strategies for writing limericks were

somewhat similar to his story writing strategies. A3 1In
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1

sto;y writing, 1itt1evof the limerick was in his head
before starting to write,rnor did he want to revise the
limerick when it was finished. Further strategies for
writing the limerick ygre mentioned by Fred when he
explained that it was difficult’for him to get the right
number of syllables. He said it was alsé difficult for
him to fina a variety df rhyming words.

Two novel study sessions were observed during the
course. of this research project. 1In the;first session,
Fred cqmpleted the questions éhee£s quickly, and then he
pulled out a book to read. Students had the option to
" work ahead on'theée sheets.or to read a book of their
own>choice. Fged chose to read instead>of working
ahead.. During another novel study session, Fred's
class had to write fifteen word definitions and use them

in sentences. Fred notronly had these definitions to

b
1

do,‘but as well he had to cbrrect;the previous day's
answers to the novel-study as some of his answers were
incomplet;vor poorly done. Fred wrote two sentencesz
,dufing this entire twenty minute writing period. BHe
occupied himself with many off-task distfaétiohs such as
playing with his pencil, téﬁking to two classmates about
the impending gym activity, playing with mathematical
instruments, and scribblihg on his page.

Fred did not, in general, seem to révise any of his

writing to any great extent. He considered his pieces
J N .

»

finished and did not. think abodut re-working them. Such



was the case when, in order to improve his chances in
)
the limérickICOntest, he chose to write two more
limericks‘rathér'than re-work his original. Fred
himself stated that he didn't make many changes in his
writing. One of the few times, he might make changes,
he explained, would be if he were writing about a true
account such as "The Mud Pit" (Appendix I) he would then
change the names of the people. Fred explained that
because he rarelyywrote about real life situations, he
made few changes to his writing.

On close examination, however, I did notice a few
instances where Fred had revised his writing. When
writing his limerick, he changed "that" in the second
line to "who" because he said it sounded a little
bétter. Further on in the fourth line, he changed "it's
Monday" to "that's the rule" because he had already used
Mondéy and "it sort of rhymes.". Indeed "school" did
rhyme.with "rule". |

- There once was a girl named Rondaes

Who had a mother that hated Mondays

She said get to schc
+hatls the ruie
i+l Monday-

You know !

Then Rondaes said
But mother it's only Sunday.
On another occasion, I noticed that Fréd had
crossed out‘a section in his journal (Appendix H) where

he had written about himself having only one shoe during
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a school fire. He had crossed ﬁhis out, he said,
because it was silly, hfcause people were not concerned
about their foot during a fire. Even after telling Fred
that I found this "shoe" topic very interesting and
humorous, he did not agree with me at all. He was
convinced that there was nothing interesting about this
topic. It wa; generally unusual for Fred to cross
anything out in his journal; he seemed to write it with

little care, paying little attention to spelling or

penmanship.

Laura

The only kind of writing Laura did while I observéd
her in bgr classroom was workbook and worksheet writing.
I also observed her writing a unit test. Laura
approached all of this writing quite deliberately,
allowing herself short distractions such as asking ‘the
teacher a question or sharpening her pencil. This was
6he of the kinds of‘writing that Laura sometimes did not
complete or else completed unsatisfactorily,. especially
if it was assigned for homework. Laura explained;;hat
she somegimes just "plain forébt' éboutg&t, or that she
considered tﬁis type of writing "plain boring": |

At Laura's home we were discussing how sometimes
different people have different wrip}ng strategies, and
Laura volunteered the following information about how

she usually went about writing: "I just.write it down
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because I have it all in my head. T think of it all in 2
my head. I write it all down. Go through it and cross
out my mistakes."

Sometimes though this strategy did not seem to work
well for Laura. She produced pieces that, of her own
admission, were not very good, didn't make sense, or
were too short. She tried to exp&ain this by saying
that she could do better, but that sometimes she was in
a hurry or sometimes she was “too lazy to do good work."

Another factor that seemed to be a part of Loura's
writing strategy was her strohg will or her need for
choice. This s e@gg/to come out when she and I were
discussing her autobiography (Appendix J) with her
mother. Laura stated that she really didn't like the.
idea of writing her autobiograi)hy. She explained tha'
she had written a short autobiography beéaufe‘she didn't
want to make it long, putting such things 15 it as, "I'm
smart." She explained that writing about her
intelligence would be embarrassing. It would be
bragging. "I didn't want to y;ite‘more than a page,"
she stated. Laura_tﬂdd@ht that writing a long
autobiography would also be bragging. Regardless of
what was required by the teacher, Laﬁra did not like
this assignment and consequently she did not put a great
deal of effort into it.

Laura maintained that writing was easier for her

when she had a choice of what to write because she had



many stories in her head already. "I have it exactly in
my head, and I just write it down." This, perhaps,
explained why Laura's writing such as the following
story (see Figure 4), fell short of her ability. 1In
this case, she did not have a choice of topic. Laura
said she didn't like any of this story; she‘said that

some of it didn't make sense, and that it was "so
short.” However, she said that she was certain that she
could.now write a better story because she had since

learned about eclipses: she now had the information in

her head.

N

~

Figure 4: Laura writes a story
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Synthesis
Tim's prewriting activities, when writing stories,
included reading his previous writing; and the odd time,

Y

talking to himself about his ideas. With Tim, as well

'
(

as with the two other children, there was no evidence of
any reflective pre~organizing. Nor did any of them
* .

formally organize their ideas with paper and pencil.

Tim's continuous writing was very short ‘in all
kinds of writing situations, but most particularly in
writing that he disliked such as math, wﬁere the time
was filled with numerous off-task distractions. 1In
creative writing which he liked, Tim began writing
almost immediately and he interrupted his writing for
sucﬁ on-task activities as asking his teacher for help
with spelling or reading his piece to his teacher;
whereas in math writing, which he disliked, Tim
postponed beginning to write, distracted himself with
many of f-task activities,. and consequently wrote almost
nothing.

Fred's behavior was very sihilar to Tim'sbin that
‘he seémed to postpone beginning writing that he
disliked, namely language arts worksheets. 1If he did
not péstpone this writing with numerous diversiohs, he
did it gquickly, putting it away and taking out a book.

At times, Laura also postponed this type of writing

when it was assigned as homework. As well, Laura's

_creative writing was sometimes not done well because, as
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she explained, she was in a hurry or lazy, and at times
she did not want to write things that were "not exactly"”
in her head. |

Tim said he hated reQising, a term he used to
denote writing two copiés: one rough copy and one good
copy. Revising also meant circling spelling and
punctuatipn mistakes. This form of revising was
‘requested by Mrs. Piéuard. There was evidence that Tim
did some revisihg on his own either to clarify and
improve his story for himsglf or for his perceived
audience. |
. Fred and Laura séemed to do little revising, Laura
because, in her own words, she was sometimes in a hurry
or too lazy, and Fred because hé seemed content fo have
it finished. Fred did make decisions before he started
to write, as in his story, "Tpe Mud Pit" (Appendix 1I), -
and he did make a few changes as he wrote his limerick;

~but in both cases he seemed to want to set his pieces

aside, considering them finished.

6. What is writing to these children?

Tim

"I don't know what writing is.”

That is what Tim said to his teacher when he first
started to revise his writing at the beginning of the

school year, in September. Tim told me &hat he had

angered Mrs. Piquard, at the time, because, instead of
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simply circling his mistakes, he had circled all the
capitals in his writing, thus resulting in the
statement, "I don't know what writing is." to expiate
himself of his mistake.

Some six months later, after this incident, Tim
could probably;have given Mrs. Piquard a good account of
what writing was, for he had certainly been able to give
me a fairly profound description of the purpose of
writing. "Writing is used," Tim said, "so that people
can exéress themselves.” Tim said that he used writing
to expresé what he liked doing -- writing ghost stories.

Not only was Tim able to give an accurate
definition of the purpose of writing, he was also able
to give valid- ideas as to how writing wouldlbe
incorporated into an author's life. Tim talked about
how an author would write a lot during the dhy; how‘if
an author had to wait for a bus, he would probably use
that time to work on an unfinished piece, and how an
author wéulé send his story to publishers when the story
was finished. |

"Writing is for fun,”™ Tim told me, and that {s what
"writing" was for Tim.. He was constantly telling me how
much he "loved" writing, and how he thought it would be
fun to be ah aué%or. Writing Qas particularly fun for
Tim when he was able to creatﬁ‘and to Qrite a story of

his own choice. He seemed td‘really value story writing

because he valued good literature, which he said was
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able to withstand the test of time. This concept of
good literature was brought“Fut in the following
discussion in which Tim was tomparing story writing to
personal writing. He Wég\bKZparing his story, "The
Voice" to his personal piece, "My Bike" (see Appendix
E).

Like this "Voice" story, it's good for many

years, but not this (referring to his personal

piece called, "My Bike"). They'll say, Can I

see your bike? Can I see your bike? And some

parents will say, Aren't you too old to be on

a BMX bike?
On occasions such a this it was apparent that Tim seemed
to view good writing as the use of the imagination -
where he was in control of the material being written.

Tim also said that "writing is for learning®", and
he gave an example of paleontologists who rwrite books
about, um dinosaurs, what they studied.”

There was a time when writing was not enjoyable for
Tim, and that time was during math periods. Writing was
not fun during math time "because you have to do all
these equations and stuffi... you”know if wouldn't be
fun‘because you'can't make up your own story."” Again
reflecting Tim's emphasis onbthe value oéykgg
imagination in writing.

Writing for Tim, seemed to be an activity largely

relegated to the confines of the school. He said



writing was fun "when you're supposed to" and that he
didn't like to write at home because, if he did write at
home, he would be writing alone and he liked the company
of his classmates when writing: they gave him ideas.
Moreover, 1if he were to write at home, he explained, it
would probably be at night, in his bedroom which was in
the basement and this, he thought, was too scary a place
to write.

In the end, he said that he was usually too busy to

write at home. )

Fred

Fred seemed to think that there were two kinds of
writing: one kind being the kind that he made up, such
as story writing and journal writing; the other kind
being the kind that he didn't make up such as copied
science and social studies notes. Story writing was fun
for hin'f and for most kids, Fred said. Whereas "when
it's notes most all of us hate it." At the root of

¢

these statements seemed to be Fred's desire to control
his writing or to be the "author"™ of his writing, the
upper level of Moffett's (1979) five levels of writing.
At this higher level the writer is using his own
thoughts; he is controlling and revising his ideas.

Writing for Fred, was something that helped him

anchor his ideas. He explained that writing a story was

better for him than telling a “story because his memory

13-



might fail him if he told a story. However, he felt
that telling a story would be more interesting to an
\Hdience. At times, Freq was not too certain aboutmtﬁa\
pd\pose of writing. Of journal writing, he said, "I~
thihk it helps us to write, I don't really know. I
really don't know why we are writing it."'

Fred seemed to have an interesting notion of what
good writing was. A good piece of writing, for Fred,
was one which had length and humor, with length being
‘more important. 1Indeed, he had mentioned this length
factor when he stipulated that he was "getting better
at"™ his journal writing because he was "writing more".

When asked what teachers considered good writing to
be, Fred initially’replied that they would be looking
primafily for length. He went on to say that they would
also be looking for good words and structure. Finally
when asked to put these in order of importance to
teachers, he cited structure as being most important,
then good words and length. Structure, Fred said, meant
"how you puﬁ it in paragraphs, how your person talks, if
you use words over and over again so that it gets
boring ... ™ Good words meant "long words that I find
in the dictionary ... words that people don't use in
every day langquage.”

Fred cited some of these criteria and others when
specifying the strengths in one of his own stories,

"It's funny, I think, in some parts; um lots of
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talking, um in some things I used good words 1ike they
whispered and answered.

Fred seemed to relate good writing to intell igence,
reading ability, and imagination, as apparent in the
following conversation:

I Who in the class would you say were good

writers?
“WFred: Jonathén and Monique.
I: Why would you say that Jonathan and
Monique's writing is pretty good?"

Fred: Well, they're the smartest kids in the

class.
I: O0.K. (pause)
Fred: They're the best readers.
I: O0.K. for what other reason is their

writing pretty good?
Fred: Well they have, at least 1 think tuaey
have, a good imagination.
Imagination was also mentioned when I asked Fred if he
had any idea how people became good writers. "By having
good imaginations, travelling." he replied. This
answer seemed somewhat at d%ds with his reply to where
he thought an author got his ideas from. Fred did not
mention imagination, he simply replied, "From his own
life experiences." Fred later added that he 1liked
Jonathan and Monique's writing because they sometimes

put comedy into it.



Not only did Fred seem to relate writing to
intelligence and lreading ability, he seemed to relate it
to spelling and penmanship, as apparent in his
comparison of reading and writing: "Reading's a lot more
fun and writing's kinda bofing. Anyways, [ have a lot
of spelling mistakes, and messy handwriting." Here Fred
seemed to be concerned with the conventions of writing.
He seemed to be concerned with the packaging and not the
ideas within that packaging.

In Fred's home, Fred's mother also stated that
spelling and handwriting were significant factors in
successful writing. She felt that spelling and
handwriting prohibited Fred from writing down his many

ideas, and from enjoying writing.

Laura

"There really isn't no fun way to teach kids to
write."

When Laura made this statement, I felt I had before
me a’child who considered writing an activity that was
totally disdained by everyone. However, when I asked
her to expand upon this statement, she said, "Well,
cause kids get so used to printing."” After clarifying
what I meant by writipg, she suggested that there were
two xinds of writing. Writing where you had a choice of
what to write, and writing that was prescribed by the

teacher. She explained that when children had a choice
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of what to write, they enjoyed wrsting., This ability o
choose was Tmportant to Lauta whether ghe wao wr it 1
reports or stories.  When teachers requestoed wiiting tog
which she had no chotce, Laura reacted ta 1t an thy o
manner , "They want me to do it 50 1 do b0 Laur g weoe
one of the first to admint that, in these Situations of

cholce restriction, her writing was *xldlly t oo short
s

and not very well done. "Othorwise ggﬁﬁwouldn'r do 1"
) - P

Y +
Y P #
! ol 1

In order to give Laura time to think about

I asked her. *

"writing", and what it meant to her, [ wrote the
following statement in bt notebook: Why T write. I
asked her to think about this statement over the
week-end and to write a list of reasons why she wrote,
The following Monday she returned with her written list
and read 1t to me: "Good exercise and fun." She quickly
added, "That's the only thing I could think of." The
idea of fun was easy for me to understand becaﬁsu Laura
had referred to this concept often. She had said that
writing was a fun activity when she had a choice of what
to write, when she wrote stories and plays, and when she
did research projects. She had also referred to this
aspect of fun when she hypothesized that being an author
would sometimes be fun because authors wrote stories and
perhaps, "depending what they're doing they could do
research ... " This statement seemed to reflect Laura's

own concept of fun. She loved to do research projects
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in order to learn.

The idea of writing bé&ng good exercige for her
"whole armqrseemed like, perhaps, a facetious, flippant
ahéwer. However, Laura later referred to this idea in
various discussions. The first time was during a |
discussion aboﬁt one of her journal entries. 1 asked
her what we{e the good parts about this writing. "I get
to put some mﬁscles in my body." she replied. .The
sécond time she mentioned ekercise'Was when I asked her
why she thought an author wfote. One of the reasons,

. she then conjectureé, was."because he‘gets strength in
his arm." Perhaps Laura was misinterpretating her
teachers' use of "exercise", as in "..,; we'll do
exercise number two on’'page fﬁa}¥... "

Before stating that an author Wfoﬁe’to get sfrength
iﬁ his arm, Laura had mentioned other reasons why an
author wrote: "So he can teach things."™ This statement
seemed to fit in well with her percéiveé role as a
learner. She loved learning; and, she often talked
about her preferefAce for reading over writing for that
very reason -- becauée-she learned more‘when she read.

yOne of Laura's most insightful comments on the
nature of writing came when she was talking about
reading; "Reading is when you get to write stories."
Here, Laura was explaining that when she wrote she was Wes

ey

N . . )f?:h
also reading, because as she wrote she read what she had %@

written. This was exactly what Lucy Calkins (1983) had

-



said in her book, Lessons from a Child. Calkins stated

that, while composing, children read continually: as
much as 30% of children's writing time was spent on
reading. There was therefore no way, Calkins explained,
that she could watch writing without watching reading.
To Laura, reading her ow; stories was fun. Here
writing seemed to take on an entertainment aspect.
Indeed, along .this same line, she had 6nce stated that
authors could write for their children. Realistically
though, it must be mentioned that Laura did say that
writing was something that she did in her QSpare time",

meaning when she "didn't have anything‘to do. No chores

left."” | 1‘-’«

_ Synthes1s
| For%Tlm wrltlng was something that allowed him to
‘expréss hlmself“‘ For Fred writing waf something that
allowed h1m to record his thoughts fgr future .,use; and
for Laura wrltlng seemed tgQ ‘be something that could be
used to teach. or entértain. Both Tim and Laura thought
:wrltlng cq;ld be used to iearn, however Laura stlpulated
7that shegzaaoyed reading more than writing because she
.learned more when she read.

Fred concluded that length was most important in
defining good writing, next came humour. He felt that

teachers, on the other hand, were most concerned with

structure, good words and léngth, in‘that order. It is
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interesting that neither ideas nor voice yerevmentioned
as criteria focused upon by teachers. It was important,
Frea said, to ﬂave a good imagination in order to
produce a good piece of writing, although he mentioned
that authors_probably wrote from their own‘iife's,
experiences. In the end, Fred and his mother expressed
their belief that spelling and penmanship were important
aspects of writing. They were important, Fred's mother
said, in that they prevented Fred from expressing his
ideas, thus sometimes hampering his enjoyment of
writing. ‘

For all three chiidren, there were two kinds of
writing. Firsfly, there was a kind of writing that gll
of them.enjoyed. This was writing that allowed them to
. [

"make up things”™ or to create. All of them, therefore,
enjoyed writing stories. Story writing allowed them to
use kheir imaginations, to create. On the other side of .
the coin, théfe was writing that was not fun. For T;;,
writing was not fun in math. For fred writing was not

fun when it wasn't his own, as ip science or sscial when °
he copied notes, For Laura, writing was not

particularly enjoyable wh%n it wés simply dictated by a

teacher -- she did it bat‘sometimes the only positive

wéy she could justify it was to say it was good exercise
‘ ) . .

for her arm.



CHAPTER SIX

THEMES, CONCLUSIONS AND IMPLICATIONS

Overview
In this chapter, themes and conclusions which

emerged from the categorized data af chapter five are
PO

[ —

presented. Mﬂ@ﬂ“}(“
Conclusions are presented in relation to the six
research questions.

Implications for educational practice, and

suggestions for future research are discussed.

1. Do these avid readers/poor writers value

writing?

2. Where do these children get their ideas for
their writing?

3. What kind of writing do these children like and
dislike?

4. What is their perception of audience?

5. What strategies do these writers use in the
writing.process?

6. What is "writing™ to these children?

As the data was categorized and synthesized, the

5 140
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following themes emerged: expectations of good writing,

authorship, choice, and audience.
{

Expectations of good writing
Kelly (19?2) and Britton (1970) suggest that we a?e
. i
affected by our surroundings; that our experiences lead
us to expect certain happenings. Such was the case for
Laura, Fred and Tim. These children read avidly, and
what they read seemed to give them certain‘expectations
of what their own writing should resemble. 1In other
words these children read avidly and were therefore gobd
audiénces; they knew what an audience wants and h w an
audience reacts to a book. Laura liked to read for\
information and she was challenged byrencountering new
ideas and finding out new things. She expected to learn.
something when she read and it seemed that she expecééd
her own writing to teach, but her writing did not always
do this for her. 1In her mind, workbook pages cértainly
didh't seem to teach her anything. She considered this
kind of writing boring. Even report writing could be
boring‘for Laura if she did not have a wide choice of
topicé. If she was not interested in learning about a
topic then her writing was not performing the task of
teaching; and consequently she didn't want to do the
writing. "This was evident in her discussion abouither
report on "Chief Maskepetoon" (appendix K). Laura

.

stated that she was not the least interested in doing a



report on Indians. This report was indeed very short
and received a very mediocré mark from her teacher. At
times, though, Laura's writing did teach her. Aan
example‘of this occurred when she had written a report,
at home and 'on her own volition, on the lunar eclipse.
Laura and her mother showed me this report while I was
at their home interviewing Laura's mother. The report
was on a piece of railboard approximately three feet by
two feet. On this she had pasted pictures, drawn a

.
lunar eclipse, and written numerous facts about such an
clipse. Laura said that this kind_of writing was her
favorite kind of writing. 1Indeed, report writing was
"tops" on a "Writing Preference Scale"Ashe had devised
for herself -- "tops" that is, when she had a choice of
topics. When she had a wide choice of topics her mind

)

seemed open to learniég. Because it was important for
Laura to learn she did not view writing her
autobiography as worthwhile. There was nothing for her
fo learn there.

Fred and Tim enjoyed reading adventure stories and
they, in turn, wanted their own writing to attain this
level of high entertainmenq. For Fred, a written
account ébout a "little"™ school fire and a missing shoe
did not‘qualify as interesting‘writing because he felt
that people were not interested in‘reaéing it, " A

5

missing shoe during a small school fire did not compare

to aliens from other planets. 1In other words, because
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of the material Fred read, he felt that writing should
be very exciting to read. He also knew that good
writing is technically correct, and in this aréa he felt
his writing fell short. On many occasions he referred
to His poor spelling, and he spoke about this spelling
difficulty in relation to his abilities as a writer.
Like Fred, Tim also equated good writing with high
.adventure. Tim was convinced that stories which
contained episodes of people being trapped in cages by
ghosts such as in his story "The Voice" (Appendix E)
would appeal to many audiences; whereas writing which
.described such personal things as his bicycle would not
appeal to.readers. Both Ti@ and Fred wanted clear,
poetic writing from the very beginning and they were not
satisfied to begin with expressive writing.

These three children all seemed to be struggling
with high expectations for their writing. Their avid
reading had given them criteria or models for good
writing, but they were as yet unable to attain this

. . . s o
guality in their own writing. All three ~hildren were

sometimes frustrated by classroom constra. s which
prevented them from achieving what they v: v as good
writing. That is to say, they were frustr : 7

workbook writing, fill-in-the-blanks, and tc
directed pieces. Journal writing and other expressive
pieces seemed to be especially frustrating to these

children because they did not seem to understand the



purpose of this kind of writing in a writer's life. 1t
éppeared as though they had not been explicitly taught
the.value of expressive writing: that one pgcomes a more
effective writer of poetic and transactioﬁél works

through the use of expressive writing (Britton, 1970).

Authorship
An author must write from within his own
experiences, both real and imagined.

(The World Book Encyclopedia)

What all three informants had.in éommon was a
strong desire to create their own pie¢es of writing.
This was a theme that emerged so ;trongly from each of
the children, that, although they were iﬁ different
schools, it appeared as if they had talked to each other
or collaborated in their many statements about wanting
to write about what they had in their own heads, and
about wanting to "make up things™ themselves. They all
wanted to be the "one who begins or originétes; a
creator: an author" (Funk & Wagnalls Standard College

Dictionary, 1982).

i

The idea of being the one who began or originated,
which defines the word author, was often mentioned by
Tim, Fred, and Laura. All three children expressed a

desire to be involved in self-directed writing: they
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wanted control of ideas and material. Tim stated it
this way, "I want to write stuff onlmy own” and "I want
to use my own ideas." Fred also talked about enjoying
wfiting which he categorized as his "own"; this was
writing in which he felt he was able to "make up"
whatever he wanted. Laura constantly talked about
enjoying writing when she wrote on her "own"; she
mentioned the ability to write a great deal on her own
because her head was full of stories. 1In addition to
this, she'loved doing research projects when she was
able to address her own interests. |

Story writing was mentioned by all three informants
as a genre of writing that they enjoyéd. Story writing
seemed to provide these children with the opportunity ﬁv
use their imaginations. Story writing also seemed to
saEisfy their desire to be the originators, the creators
of their writing; for as Fred so succinctly stated "you
can _make up anything you like"™ when you write a story.

This concept of enjoying something that they could
create seemed to explain somewhat why all three children
were not too keen on reporting events of their lives,
either in the form of an autobiography as in Laura's
case, in the form of a journal as in Fred's case, or in
the form of "personal writing" as in Tim's case. This
kind of writing seemed to have %ﬁ sense of purpose for
these children: it was simply writing which was required

by the teacher. 1In other words, this kind of personal

4
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writing seemed to lack the flavor of creativeness -- it
was simply reporting, a low level thought process
(Bloom, 1956). Writing an autobiography is "boring",
said Laura. Ffed considered most of his journal entries
boring, and Tim hated personal writing. 'All three
children seemed to want to get out of this reporting
stage: they wanted to attain a higher level of writing
-—- a level which Moffett (1979) calls "revising inner
speech”. At this level of writing, writers are using
their own ideas. They are "rendering thought into

-writing", and during this process writers are revising
their inner speech. This is the stage of true
authorship, says Moffett.

As well as personal writiny, there were other types
of writing disliked by Tim, Fred and Laura. They
disliked workbook sheets, copying.notes, and answering
comprehension questions. All of these writing
activities were lower level activities and were at the
opposite end to creativity in Bloom's (1956) taxonomy
-— creativity being a high level process skill, a skill
that is associated with authorship (Moffett, 1979).

When these children were placed in a position of
authorship, whereby they were able to create and
originate such as in the story writing situations which
they liked, interesting things began to happen. For one
thing their writing behavior seemed to differ from the

writing behavior they exhibited when writing in areas



147
they disliked. They began writing almost immediately,
they wrote more, and they were more committed to their
piece, in that they only interrupted their writing for
activities that were related to the writing task at-
hand. Such activities included asking how a word was
spelled or reading each other's writing.

Of the three children, Tim was the one who found
himself most in a position of authorship: his classroon
was set up so that he was able to write daily. e was
able to write on his 'own' topics at least once a week,
and he had the opportunity to share his writing with an
audience other than his teacher -- his classmates,
Within this atmosphere, Tim's attitude towards writing
was quite distinctive from the other two informants: he
valued writing more than the two other children. He
'"loved' it, he said. He saw himself as a potential
author although he struggled with penmanship,
punctuation, organizational skills, and sometimes
fluency, since details were sometimes lacking in his
writing. Writing, to Tim, was something that could be
preserved, eventually going into a museum, or it was
something to be treasured as in his wish to inherit his
great-grandfather's writing.

Fred and Laura, unlike Tim, did not think of
themselves as potential authors. Fred generally thought
"writing was not that much fun" and it certainly

wouldn't be fun being an author, he said, because
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authors have to sell their writing. Laura thought
writing was fun sometimes but she valued it less than
reading because she learned more, she said, when she
read. 1In other words, these children, unlike bona fide
authors, did not value writing for its own sake, but for
what writing could éo -- elther by helping you to learn,
or by being a means of earning a living. They did not
focus on the intrinsic value of writing as an aesthetic
object to be valued for its own sake.

Within his daily creative writing milieu, Tim was
the one who seemed to‘be most acutely aware of his
sources of ideas, more so than Fred and Laura who did
not do creative writing on a daily basis in their
classrooms. Tim mentioned primary life experiences as
sources of ideas: visits to a zoo, a school janitor's
actions, friends. He also mentioned secondary
experiences as sources of ideas: books, movies,
television. Just as authors, who are involved in their
craft, search for ideas or topics (Murray, 1968), so did
Tim:’"I'm going to watch 'The Boy Who Could Fly' ...
that'll give me ideas."

Laura seemed to have a more ephemeral, mystical
notion of where her ideas originated from -- her head.
"Where else would they come from?" she quipped. Unlike
Tim, Laura did not talk about her sources of ideas
unlesé specifically querried; then she would divulge

quite an interestingly detailed description of where her
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ideas originated from -- such as when asked where her
ideas came from for her "Snowflake" poem and story.
Fred seemed least certain of where his ideas came
from, and he also scemed to be the most disinterested.
Yet Fred did seem to have a strong notion of quality
literature, what an audience looks for in a story. He
seemed to be able to objectively manipulate his ideas
with aud;gnce in mind. For example, he deliberately
crossed out a part in his journal entry which mentioned
looking for his shoe during the school fire. People, her
thought, are not interested'in reading about such

trivial things as a lost shoe during a fire.

Al

-

With regard to what function writing had, it was
Tim again, of the three children, who seemed most abie
to verbalize why people wrote. He stated that people
wrote to express themselves, or to express what they
liked. 1In his own case he said he liked ghost stories,
and writing allowed him to express that. Neither Tim's
teacher, Mrs. Piquard, nor his mother, nor Tim ﬁimself,
knew where he had acquired the term "to express
themselves”.

Fred had more difficulty than Tim verbalizing why
people wrote. He did not seem to know why he was

writing his journal, "I really don't know why we are

writing it," he said; again, reflecting a lack of selfé&
felt purpose for the writing. L A
At times, Laura also seemed to have difficulty lﬂl*@f}

S



explaining the functions of writing, "Writing i1 for
exercising your arm and for tun. That's all I can think
of", she nonchalantly stated,

Laura did however seem better able to describe the
purpose of writing when I asked her the hypothetical
question, "Why do you suppose an author writes?"  To
this, she replied, "To teach™ or "to write for his
children"”, which again went back to Laura's very
functional and prgﬁtical view of what writing can be
used for. She did not view writing as a work in itself,
as an art®% Writing seemed to have no aesthetic value
for her, which in part explained why she did not save

very much of her writing. . L

P ’
i

Choick,

Choice was very closely related to authorship, in
thaﬁ as soon as they shad made a choice, their writing
became’ their own, something that they could do whatever
the wished with, something they rould mold, create.

Choice was frequently mentioned by all three
children: they wanted their own input into their
writing.

Tim referred to choice when he made statements such
as the following: "I wanted to write it. She must have
read my mind"; "I donat want to do anymore flying
stoFieg", "I want to write stories with my own ideas."

;'F%ed referred to choice when he said that he liked

150
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writing when "you can write whatever you want", and for
this reason story writing was Fred's favorite kind -of
writing, and secondly came Jjournal writing.

Choice was mentioned by Laura when she stated thét
children enjoyed writing wheﬁ they were able to write on.
topics of their own choice. ;She, p%rticularly, seemed
to need a great deal of choice:.it was not enough, for
Her,zo be able to choose from a number of writing
activities or topics, if the main topic didn's appeal to
her. An example of this occurred when she“explained why
she didn't choose any of the free time writing '
activiti;s on her classroom w;ll, "It's‘all on
potatoes!" she said. She did not like the idea of
writing\ébout potatoes.

JAnother example of Laura requiring a great deai of
dhdicevqcéurred when she talked about not having enjoyed
writing her sociél studies report on an Indian chief.
Althoudﬁvshe had had a choice of various Indians to
ch@ose'from, this choice was too limiting for Laura -
she was not interested in Indians-at‘the time. "What's
so important about it? It happeneéja long time ago,

it's past."  she explained.

Audience
Audiedcy arcse s~ a theme primarily because of
Ea
: , )
Tim's stri;ing dedication to his perceived audience, a

dedication that affected his writing behavior; and,



)
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secondly, because of the impact an outside addf%nqé,

T ARy

a researcher, had on the writing behavior of the three
children. | i

Tim often referred to his readers -- his audic‘
it was because of his readers that he wanted to spell
correctly and it was because of tﬁem that he made
certain changes in his stories, such as changing ™a
pond" to "a wishing pond"” in order to make it more
interesting.

Tim's topic seleétion was also affected by
audience. Hé was certain that his ghost story, "The
Voice" (Appendix E), would appeal to many children,
especially around Halloweén time. Tim was totally

: : . ¢
committed to this story.

Tim also considered himself a worthwhile audience
for hié writing, as‘wés the‘caSe when he wrdte, "The
Empire‘gtrikes Back", a story in which he became the
main char%ﬁter of an already published bqok. In this
case he thought that most beople wouldn't enjoy that

kind of a story, so he was writing it for himself.

Fred and Laura seemed to know what audiences wanted

M -

to read and this knowledge seemed to come from tﬁgir own
reading. Fred, because he read adventure stories,
seemed to think that audiences were looking for
thrilling adventures. The;eforé writing abédt such (

topics as a "small" school fire and a lost shoe was not

very exciting for him. Nor could he imagine that agyone

]
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else would find it interesting. 1In Laura's case wriging

her autobiography was boring; it did not seem to measure

up to what she was accustomed to reading, and she
therefore seemed unable to imagine that anyone else
would be interested in reading it. Although Frgd and
Laura seemed to possess this knowledge of what audiences
wanted to read, it seemed to be largely a tacit )
knowledge. That is to say, they seemed to have
difficulty expressing their thoughts on this topic:

their replies to questions on audience were usually

~short and quite unsure.

The impact of audience on writing was also noted in

relation to my interaction with the children and their

writing. Even though I had tried to leave the writing

setting as inta%t as‘possihle, in the end, the
children's writing was somewhat affected. Even though I
had explained to. the children and their parents before
the "study began that they should act normally, cerﬁ}%ns
changes in wr1t1ng behav1or, nevertheless, seemed to
occur. When most of the data had been collected, I
asked teachers and parents if they had noticed any
changes in the writingbbehavior of the informants.
Tim's two teachers indicated that they had, lndeed,
notlced a dlfference in his writing behav1or. For
example, Mrs. Piquard, Tim's language arts teacher,

explained the effect my presence had 6n Tim's writing in

this way: : //

s
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So he's really started writing a lot more, and

I think that,vas a matter of fact, it's largely

because he knows that you're there to watch

him write. So he wripes.
Tim's science teacher stated that the science writing
session that I had observed was not representative of
Tim's normal writihg behavior. She explained that
usually Tim wrote almost nothing during the science

‘period, whereas the day I was theré he had completed a

L)

‘'sheet of answers to questions. Tim's mother also

menticoned that his writing had "sped up" since 1 had

come.

\Mr;ACassidy, Fred's homeroom»teacher; mentioned
that since I had arrived, Fred was taking more care and
pride inhhis stories.

" The children had also written in their notebooks
for me (see Appendix D for sampleé of Tim's writingfdone
'in%this notebook). These notebooks had been given to
them during my initial visit'to their homes. Tt was
explained that if they did an. writing at home that T .
would appreciate them putting it in the notebook; but,
again, reminding them that I didn' t want them toswrite
any more than they usually did 51mply becausi théy were
participating in thlS study. 1If they didn® ﬁ%put
anything in the notebooks, T told them, that would be

r

fine. Shortly after the study began, I discovered'p%Ft
2 “\,

vy

the two boys normally did not do any unassigned wiiting
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at home; however, one day, Fred brought in his notebook
and showed;me that he had written a list of books that
he had reagy

As weli; auriﬁg the final interview, which took
place in Tim'§ home, Tim brought me his notebook in
which he had written two sﬁories and started a third
(see Appendix D). At this point, his mother had just
finished telling me that Tim had been "working on things
at home" whereas before I came he hadn't done that. She
talked about how he had éaggn the notebook into his room
downstairs and that shé hadn't seen what he had writtiﬁ.
"He's saved it for you." she chucklea.

Laura also wrote a poem and a story, "The
Snowflakes" (see Appendix F), in her notebook. PSQe told
me that she had written it for me and that she wodld
like to make a good copy for me(in the form of a book.

I was amazed at herventhusiaéh which was evident, not
only in her intention to present her story in the form
of ‘a book, but‘also with the length of her "Snowflake"
story. This story‘was much longer than any of her other
writing I had seen.

Audience did,;indeed,'seem to affect the children's

writing.

Conclusions

The small number of subjects used in this study,

and the inherent differences in the subjects limit



generalizability. However within these confines
conclusions can be reached accordingly. These
conclusions are thus presented in relation to the six

research questions.

—
3

Do these avid,effective readers/poor writers value

writing?

One of the informants, Tim, seemed to value writing
most: he thought of himself as a future author of
children's stories and he talked about his stories being
preser;éd in a museum. He coﬁstantly talked about
loving to write. He seemed to have ‘an appreciation of
tge aesthetic and lasting value of good literature.

Fred and Laura, the other two children who
participated in the study, did not seem to value writing

<::fg,phe same way as Tim. This difference between Tim and
the other two éhildren might partly be explained by
looking at the children's environment. Tim's classroom
offered daily creative writing opportunities and weekly
sharing of writing, whereas Fred's and Laura's
classrooms were more traditionally orientated whereby
daily Writing%usually involved the traditional workbook
page format. Writing was generally used tq teach

something else, rather than being a means of self

expression.

£y

0

As well, it became evident throughout tﬁﬁ-spudy

that Tim's relatives had actively engaged in Wi




For instance, Tim's uncle,
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as a child, had corresponded

[

- LS SR
“with Charles Shultz, thn’ﬁﬁ%toonist; and Tim had

t

gfandpajents who were published autho;s. His
Qrandféfher had sﬁblished engineering books and his
grandmother had published survival manuals. This
writing environment was not apparént in Laura's and
Fred's backgrounds.

Environment was therefore deemed important if these
children were to value writing, and the kind of writing
the children were encouraged to engage in was also seen

as ilmportant.

2. Where do these avid,effective readers/poor writers

get their ideas for their writing?

It was apparent from the collected data that all
three children d4id, indeed, have ideas for their
creative writing. For all three children ideas céme 3
‘from their primary and secondary life experiences --
primary beihg lived exberiences, secondary being from
such secondary sources as books, movies or T.V. shows.

"Tim, the only participant who experienced daily
creative writing and weefly §haring of writing in the
classroom( was-fhe only one who Seeme&%&s be actively
collecting ideas for his story writing.

In cohclusion,‘it(appéared as thotigh -all three
children had ideas for their crgativeﬁggi;ing bﬁ%ﬁthe L
child, wﬁé was enc&fiaged,to éondéilyagféativéswfiginé:‘A. |

?
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and to share it on a regular basis, became a conscious
and active collector of ideas for writing.
Writing milieu was therefore considered to be an
important factor influencing children's conscious

collecting and valuing of ideas.

3. What kinds of writing do these active,effective

readers/poor writers like or dislike?

Two of the children, Laura and Fred, mentioned
disliking writing in social studies. Fred disliked it
because it involved copying notes and Laura disliked it
becaus% it involved answering questions to passages read
by the teacher. As well, both Laura and Fred stated
that they disliked the sheets ~- workbook pages in
language arts. All three children found little interest
in writing about their personal lives. They did not
appear to view this kind of witing as true authoring.
There was no sense of purpose, little author control
over the writing. Their in-class writing activities
remained largely at Moffett's (1979) lower levels of
wbiiing and thus the children did not actively engage
~with these writing tasks.

All three children enjoyed story writing, and the
"data strongly indicated that "choice" was a predominant
; faétbr'which affected all three par;icipants' writing
léhjoymént in this area. Tim referred to this when he

said that he wanted to write his "own" stories with his
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"own" ideas; and Fred said that he enjoyed creative

(

wiiting because he considered it his

own" and he could
"make up things". Finally, Laura said, "I love writing
stories when we get a choice of what we want to write."
It was concluded that the three children in this

study preferred writing pieces which they felt they had
initiated or created -- pieces to which they felt a
sense of authorship. These writing tasks involved a
self-felt purpose, ownership on the part of the

children, and a sense of empowerment when they could

draw on their own ideas and imaginations.

4. What perception of audience do these children have?-

One of the children, Tim, had a very keen sense of
audience. This keen sense of audience influenced his’
writing: he constantly talked about trying to please
‘various audiences by using good words, good spelling and .
good plots., .The other two children, Fred and Laura,
seemed to have acquired a more tacit sense of whdt an
audience requires in a piece of writing through their
avid reading: théy talked less specifically about

audience and they seemed to make fewer changes in their S

writing because of intended audience. It was therefore

concluded that a keen perception of audience can
influence writing behavior.
Considering the impact my presence had on the three

children's writing behavior, it was concluded that
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writing is positively affected if childrén have)

audiences, other than theit own tedchers, for thgvr
writing. 1In the case of all three children, tea?;érs
were usually not named as intended audience for LLiping

\
that the three children enjoyed doing; ;b audience t&(

children usually named themselves, a comtest, the class,

:

\

5. What strategies do these avid,effectiQe

other children, or this researcher.

readers/poor writers use in the writing process?

With all th;ee children, there was no evidence of
any reflective pre~thinking. None of the children
formally organized their ideas with paper and pencil.

With regard to revision, Tim was the one who did
the most ;évisiﬁg. ;Not only did he correct his spelling
and punctuation as requested by his teacher, but he alsd
made revisions regarding ideas and vocabulary, either
for himself or for his intended readers. Fred and Laura
were not as sensitive to their readers' reactions, and
they seemed to do little revising. They were generally
content to set their first draft piece% aside,
considering them finished.
| All three children postboned the beginning of that
writing which they disliked, such as workbook pages.
Once they had begun this "disliked" writing, they
disrupted the writing with many off-task interruptions.

All three children, however, exhibited different
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strategies when they were in a writing situation which
they enjoyed, such as in creative writing situations
which offered a fair amount of choice. Under these
circumstances, the children began their writing almost
immediately. 'They were very committed to these self
selected topics; they wrote longer pieces and they only
interrupted their writing for on-task interruptions such
as having someone read what they had written or by
searching for the correct spelling of words.

It was therefore concluded that, for all three
children, writing strategies varied depending on whether
they were involved in writing which they liked or in
writing which they disliked. Writ&ng behavior was
positively affected if children were involved in writing

with which they felt a sense of authorship.

6. What is writing to these children?

Writing was perceived as having somewhat of a
different function by each of the three children. For
Tim, writing was something that allowed people to
express themselves. For Fred, writing served as an
anchor holding down his ideas so that he could
incorporate them into stories, etc. Fred also seemed to
equate writing with spelling and penmanship -- two areas
in which he had difficulty. For Laura, writing was
something which was done for exercise and for fun; it

was also used to teach and to entertain.
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All three children agreed that ®'here were two kinds

>

of writing: there was a kind of writing which allowed
them to create something of their "own", as in story
writing; and there was another kind of writing which
they felt was not their "own", as in workbook pages or
math writing.

To Tim, writing also meant writing two copies -- a
rough copy and a good copy. Tim insisted that no more
than two copies could be written. He was convinced that
his language arts teacher would be angry if he wrote
more than two copies.

The term "revising" to Tim meant that he circled
all punctuation and épelling mistakes as requested by
his language arts teacher. Tim said he hated this part
of writing because he saw no need to circle his
mistakes, and he sarcastically admitted to doing this
kind of revising to please the teacher. 1Interestingly
eruch, Tim did another kind gf revising which he didqd
not call "revising". He, in fact, changed details,
added words, and chose topics because of his perception
of audience. He seemed to do this kind of revising
quite enthusiastically. 1In these instances, Tim seemed
to accept revision as a necessary part of writing. FPged
seemed to do less revising than Tim and when he did
revise he did not seem to be very interested in talking
about it. I had to ask him many quesgions in order for

him to explain any changes in his writing. There was
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also little evidence of Laura doing any revision, In

fact, she seemed to refuse to do any type of revision or

recopying. She, at one point, spoke of her anger at not

having a piece of writing éccepted by her tecacher, Mrs.
Cadman because part of the piece was written in pencil
and another part in ink. Rather than revise the piece,
she threw it away. It was therefore concluded that for
Laura, as well as for Fred, revision was not an integral

part of writing.

Summary of Conclusions

The analysis of the data as it pertéined to each
research question revealed & -eral conclusions. However
one must be careful not to generalize these conclusions
to all avid,effective readers/poor writers. Just as the
three subjects in this study exhibited particular
differences in their personalities, their attitudes,
their writing styles and abilities, etc., so do most
children. Tt is generally quite impossible to apply a
"quick fix" to anyone's writing. Good writing is
frequently hard work -- it is a process in which many
constraints or writing conventions must be dealt with at
the same time (Bereiter, 1980; Collins & Gentner, 1980;
Flower & Hayes, 1980). Many factors or variables can
influence writing. Nevertheless this study sets forth
certain conclusions which may contribute to a better

understanding, not only of avid, effecéive readers/poor
N ’ 5 ’
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writers, but of other writers as well.,

The three children in this study had acquiced high
criteria for good writing through their own reading.
Their reading Héd thus influyenced their expectations for
their own writing. They wanted their writing to be
highlv —»nter-aining or highly informative. At times,
all thres children exporﬁgnced frustration at not being

able o att: n these high expcctations of good writing

in

er

fholr owrn writing. Many c§nstraints were regponsible
for this inability to produce good writing: in some
cases poot spellfng,npeﬁmanship, and organizational
skills were involved;‘in other instances it was the
teacher assigned topics %hich were negati@ely affecting
the children's writingJ‘{Andfher constraint or areca of
frustration for ;hééé children was their negative view
of personal writing; They all seemed:.to think that
writing abogt their Personal lives was uninteresting to
a reader. Nor d;é»tﬂeé seem to realize a.punpose for
this kind of wriﬁiné. Workbook pages were also disliked
by these éhildrén‘and they did not do this kind of work
well.

This study found that these three children did
indeed \éve ideas for their writing and these ideas éame
from their primary and{éecondary experiences. They
eagerly wanted the opportunity to use these ideas in
their own way. They wanted top write on topics of their

own choice. They wanted to create, to be the -
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originators. It was interesﬁin@ to note that these
children did not usualiy mentién their teachers as
intended audignces tor\writing that they enjoyed doing.
Wriéing environmeﬁt was.deemed to be‘fmporkant in
the growtg‘of a writet. One of the children in this
study found himself in an environment where he
experiénced daily creative writing, wéekly sharinngf -
writiné& and weekly self selected topics. ~This child
thrived inAthis=mi£ieu. iQmspite of problems with)
organizational‘skills and penmangkip, it was he who
expressed the best unaersténding of thé purpose of

writing. It was he who valued writing most, and it was

also he who was most conscious of collecting 1de JuNm
his writing. Of the three chiidren,'he poSsess
greatest sense of audience awareness. This keen sense
of audience had an egfect on his writing: he selected
his topics and revised his writing with his audlenpe in
mind. | . ' o .
. X . i ¥

It was concluded that writing was positively
affected when’thesé children.had audiences other than.
their 6wﬁ teachers #r their writing. Writing was also ™
positively affected‘when these children wa;edinyblved in
w!iting piecg§ to which they. felt a sendge of authorship;

{

or ‘ownership.

7
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Implications and Suggestions for Educational Practice

The following suggestions”for educational practice
are put forth based on the results of this study. The
suggestions are not made, however, as fool-proof
remedies for improving the writing of avid, effective
readers/poor‘writers. I do not presume to imply that
teachers can absolutely improve children‘s writing ‘ "
through these suggestlons Indeed, recently I have beén » ,,
unable to motlvate “an avid reader to write. Even though

my classroom was stsuctured to allow for daily writing
, ;

“and sharlng of self selected toplcs, thls child was not e

.8 W

motlvated to wrlte.' Talking to h1m on many occasions
abOut his wrltlng dld not seem to produce any

significant change 1n his writing ability or behavior.
,At a time like this,.words such as conferenc1ng and

v P j
"ownership". (Graves, 198&% appear to p&ﬁ&dealxstlc,. gﬁ

'

very difficult

. »
i¥ting. A great

" panacean terms. It is 1n%§ed sometlﬁ-

for Beachers to assist children with ¥

dealﬂdﬁrtime and petience*is often required since many
. ‘
_factors can be_at play: perhaps the right combinqticn 05
teacher—student relatiqgnship is requiréd, perhaps'ﬁn
outsid:r~as audience is crucial for these children, or h

“perhaps”these children have developed a negative - -
attitude towards wrltlng because'of their 1n5b111ty tor

attaln 1n theLr own wr1t1ng what they pe@celve ‘to be :
- ~ %
good writing in the books that they read. We;\as _ 4

a

educators, must nevertheless continue to gearch for a
. , v .

W o -
& L]



"individual &Tfferences, and ‘therefore realize that what
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means of helping children grow as writers: We must look
to researchers and most importantly te ourselves and'our
phllOSOphl¢$ of education. 'In other words, it is not
enough to 1mp1ement suggestions of researchers,-we must
understand the reasons behind the practices or models we
adopt. For instance; if we do not know why certain
researchers recommend journal writing, then journals can
beceme a mere reporting of daily schedules -= an
activity which becomes boring for the Qriter as well as
the readef? |

.The following suggestions for educational practice
are, therefore, made witn the understanding that £
teachers will question the "raison d'8tre™ of these
suggestions, that they‘will ask themselves why they are

promoting particular writing models in their classrooms.

It is also gggected that teachers will be sensitive to

works for one child may not necessarily work for
- L

another.
The~suggestions for educational practice are put

forth here based on the definite themes or patterns
-

which emerged from the data analysis. These themes -- -
authorshiﬁa cheoice, audience, expectations of “good

writingfi— indicate that there are certain practices

-

that teachers ‘'should 1mp1ement in order to assist not -

only avid, effectlve readers/poor wrlters but wrlters in
\
geéneral. It appears to be of utmost importance that
, . ’ - . -

iR
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teachers mediate children's environment so that children
are placed in a position of authorship, whereby they
create their own writing, select their own topics
Placing children ih a position of" authorshlp enhanc
thelr writing. They are more committed to their writing
when' they are creating their own writing They write
longer pieces and Ehey exhibit an "on-task"™ behavior
whlle writing these pieces., This commitment to writing
was most sayiéntly evident in one of the children in
this st 0’; Tlm. Indeed, i£ was this child who was in a
milieu whlch paralleled somewhat t%p%ﬂ

A';.ro
experienced da}1§ creatlve wr1t1n4 p

“ﬁf an autho;'s: he

weekly sharing

of writing. Tim thrived in thls*atmosphere. Even
4 Y e

though he was.con31dered to be such a poor writer that
he was receiving speciél attention i:flanguage arts by
being pullea from his homeroom and élaced in a small
homogéeneous éroup, it was in the end he who valued_f
writing the most. It was geﬁwho was most able and \
willing to verbalize the purpose d? wrlfmngfand it was j
he who had the greatest'stfse of audience awareness.

Indeed he chose his topics'and revised his writing

%

because of his perceived audgnces. He was also the one
who most copsciously seérched‘fdr ideas to incorporete
¥into his stories. Being in an atmosphere which allowed
him to act somewhat like anp ;Ethor seemed to liberate

this child -- he did not seem to let writing conventians

such as his poor penmanship hamper his desire E9/W?1te.



Although he was only able tb work on a "free choice"
topic ;pproximately once per week, this seemed to
stimulate him considerably. He loved this free writing
time and looked forward‘to continuing his favorite
stories. 1If one free writing session per week had éuch
dramatic results, what would happen to this child's
writingjébility and attitude had he been given more
opbortunity to write on topics of his own choice? é&g

4

Indeed,Britto,nﬁ?O), Calkins (1986), Graves (1975,
8), and ﬁbsen (1969) have referred to

1983),‘Murray (1

. . T
the importance of allowing children tw write on

I
unassigned topics. <Children, they saﬁ;“myst write about

o

their own experiences, their own thoughts and their oWn

ndbinions. Constant use of workbooks and copying notes

from the board is not conducive to helping child%en
- : ¥
become more-effective writers. -
\ :
*- Further recommendations for educational practices

~ y -
are made based on the impa€% that "audience" had on the
‘) .
44
writing of the three children, but most ngtiCUlarly on

the wfiting of the child who found himsell in.B
classroom which-Supported‘more 5;éSUent writiﬁg on self

selected topics, and more sharing of writing. It was

this child who chose topics with various audiences in -
w» . 9

,mind. At times he considered certain pieces of his

writing as appealing primarily to himself, at other

~times his writing was meant sto entertain the childﬁgn«in
‘ -

“ the classroom, and in some instances it was completed

169
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mainly for the teacher. This child changed words in his
compositions and searched {or the correct spelling of
words because he wanted to appear as a competent writer
to his readers. Since it was obsetvedﬂ}hat a keen sense
of audience positively influenced the’@riting behavior

of this child, it follows that teaché{s should promote o

audience awareness by providing their students with

various audiences. Teacherswyshould also discuss

expectations of'va%iousi‘udie&ces with

In other words, teachers should make sb,;“
kA

they are writing for an audience and Fip¥Y
§ Lo

their writing to different audiences. #% ° . .

The i@tan;e vf audience was also evidenced in
;_,},,

*

_ the impact I, as an outsider, had on the writing of the
L

three children. By talking to these children abmaiﬁh
their writing, by being interested in their writ&n%,

became an audience for them. Consequently, the children
) / £

took more ?flde in their writing, theyxwrote 1onger

pleces and a few of them also wrote at home for me.
. vk,". &y 4\@
\ ¢ Hav1ng audlegces other than their own teachers, as

mentioned by”Britton, Burgess, Martin, McLeod, and Rosen

(1975), Moffett and Wagner (1976), is 1n3eed very b
7 (c\_) .
important.$ Since provfdlng children with audlences for

.

their writing other than thé&! teachefs positively

-

affected the writing of the children in ‘this study, it

~

is agaln suggested that teachers prov1de their students

with as many different kinds of audiences as possible,

P |
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such as peers, younger children, other classes of |
ch;ldren, parents, grandparents, contests, and
publishers. It is also suggested that teachers remove
themselves as an audience whose only role is to evaluate
writing by assigning grades; Rather.than ’rade each

piece 6f writing, it would seem more beneficial to the

., students if teachers became audiences who commented on

their writing by saying (or writing) such remarks as,
"You described that well, you used some great wordiK ?ou
oA

spelled such an#" such a word well, you indented
' ‘ N
correctly, where did you get the idea, gcan you tell me

more #bout ... " This talking or conferencing comld

also help the writer to risk glfferent genres. 'For <§
instance, teachers could say, "I've noticed that you
seem to enjoy writing Halloween stories. Would you like
to try writing a Halloween poem or a report on

Hélloween, or a play, or a song ... ,

Since fiktion or story writing seemed to have a .
N :

~
wide appedl amongst the three children in this study, it

would seem wise to incorporate this kind of writing in
{ .
»

'subjects such as social studies and science.

Furthermore, if educators wish children to value’

‘writing based on pefsonal experiences, which the three

‘,cbxldren 1n thlS study did not, perhaps more of that

« W E
P v

kxnd of wtltlng should be read ‘to them.so that they see y

that personal lives can be interesting to read and write

) 3
about. If children cannot be convinced that writing



about personal events in their lives is interesting,
perhaps, they should be encouraged to keep thought
fgurnals, or journals in which they describe something
“hey have observed, or journals that contain their

questions. In iner words children need to be taught
E :

¥

o the value and purpose of expressive, personal writing

(Britton, 1978% ‘Grives, 1983, 1985; Rosen, 1969). As
“;;il; tf children do not seem intérested in writing
factuél accounts of their own lives, they should be = ..
ehcburaged to use their 1ife‘éxpeqieﬁées éﬁelty,
1983'84) as backgrounds or springboards to story
writing, wVfEh they seem to enjoy so much. Perhaps
teachers can encourage d‘iir studenté to use their/ life
expé;iences in their fiction by réading them accounts of

where authors get their ideas, or by havin ~hors

visit the classroomq?nd asking these author - . Jestions

-

i

erning the sources of their ideas, or by héving the
children view films on authors available from libraries
and from the Canadian Children's Book Centré. |

All t qﬁildren in this study had expectations
“%ﬁi» of what con¥iltutes géod.writing,“and these expectations
were derived from their avid reading. These |
éXpéEtations sometimes produced a feeling of frusfration
in these childreq because they were unabl% to achieve
this level of perfection in their ownvwriting. Tq}s
feeling of frustration sometimes stemmped from

"diffibulties with spelling as in Fred's casé.t'Aftgr

W
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all, the books that he read did not contagfn the spelling

-~
N S ]

mistakes that he made, therefore he coul fﬁbt hope to

write at the level he knew was expected of authors. No

r

one seemed to have taught Fred that the meaning or
purpose of writing/&s ;;tifound in spelling but rather
in the message of/the writing. In Vygotgky's (19§2)
words, "The ptlma;y functxan of speech in both children
andwadulbs”léﬂcommunlcatdon, soc1a1 Contact and writing
helps the chilh rise to quﬂqher level of speech
develop&épt" (5. 19). Aﬁgréﬁid Fred seem to have been

taught that in*the aduitjworld spelllng is often checked

L 4
“~

by Secretarxes, fr1end§, ﬂktors} etc., It would

. )

therefqrtheem to. pe a“nétural'ocqgrréﬁée,xhat teachers
allow:Ch}ldrenxto soigéit-the és;istance of their peers,
their paﬁéntsfbﬂhqir siblings, etc.,‘gg possible
editqrs. of cQuréé by‘dpipé so these "edigﬁ%s&wgiso
become audiences for their writing. There is however a
danger here that these éditors give the author the
impression that the.surface conventions of writing are
of utmost importance. I have found from experience that
éeers, or classroom students, can easily be instructed
to focus on the good points of the piece q% writing
before correcting spelling or punctuatjon mistakes.
Generally speaking, teachers should realize that these
children, based on their av1d reading, posses!#crlterla

for their own writing. At times they may want their

writing to be, hlghly entertaining, Oor at other times

o —
-
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o

they may want their writing to be highly informative,
They may also consider themselves poor writers because
| Y
of their spelling¥ penmanship, lack of details, etc.,
*

From this, it appears that teachers shohld be scnsitive

to the writing aspirations held by their students. Tt

is the teacher's job to help them grow as writers by
"‘intropucing them to various genres of writing, by

aésisting them with the technical skills of writing, by

praising the good qualities of their writing.
Many of the suggestions for educational practice

which have been proposed here have indeed been put forth

s

by several researchers in the field of children's

\\
N

writing. It therefore remains to be said that these
suggested educationgl practices are considered@to be
sound advice not only for avid, effective rea;ers/poor
writers but for{all writers. Again realizing that

perhaps not all children will respond pos%tively to

P “~
AN v N

these educational practices.

Suggestions for Future Research

- It is suggested that research replicating.this
study ‘be conducted in order to ascertain if most
avid,effective readers/poor writers prefer writing
pieces which they feel they have initiated or created
-- pieces which they feel they own. Réplicating this
study will provide a qleargggprofile of the

. +
avid,effective reader/poor writer.



Further studics could be conducted in which the
audience variable 1s controlled. For instance, two
classrooms having similar writing programs could be
selested. Avid, effective readers/poor writers could be
ident;}§ed in each classroom. The children in the
experiméntal group could be paired with a person acting
as audience. Thidaﬁerson could be #peer within the
same ¢lassroom, a younger child, a senior citizen, a
parent, eté.. The writing of the avid,effective

readers/poor writers in the experimental group could

then be compared with the writiné of the avid, effective

£y
3

readers/poor writers i; the control group whojggé no
audience other than their own teacher. This comparing
of writing could take place before and after the
experimental group had hgen given an audience for their
writing.

O

* In the end, several questions still remain ‘

LY

Junangwered for me. And, indeed,wsome of these questions
7

could be the beginning of future research.

1. Are tg:?g‘some agtive, effective readers/poor
writefs waof'even though qgiven a lotlof freedom
of choice regérding wri ing, ¢ 111 do not seem
committed to their writisg? Afé there some who
neither wfite longer nor better in spite of
having a lot of choice? ‘ ]

2. How important is audience to these children?

3. Do these children need more prewriting



stimulation in order to develop personal
intentions to write?

4. What is the role of the teacher in assisting
with prewriting and revising?

It was concluded that all three children liked

(W, ]
.

story writing but I wonder if these children
need to dppreciate other torms of writing. For
instance, would these children be committed to
their writing if they were to use writing to
learn? Can they become their own audiences by
writing their own research papers?

6. How do profiles of avid, effective readers/poor
writers compare wifh profiles of avid,

o

effective readers::ZE}\writers.

id,

7. What percentage of these Y effective
¥ readers/poor writers have Aiff
- spejling or handwriting? What is the'effeet of

these areas of weakness on their attitudes

L -

' toward writing?

Concluding Statements

Although certain themes emerged in, this study and
conclusions were made accordlngly, it must be: emphasiged
.that just as the three children in this study were Qquite
different from one another, so are other children.

Therefore the conclusions of this study cannot and

should not be generalized to all children.

-
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It is hoped that this study has helped in a small
way to understand not only aQid, effective readers/poor
writers, but writers generally. It was discovered that
these children did, indeed, have ideas for their writing
and that they definitely wanted the opportunity to use
these ideas in their ;ritihg. These‘childrén enjoyed
creating their "own" pieces of writing.

It was,discovered that school environment

influenced the perception of writing, held by these

¥
o

children. One of the threc children found himself in a
classroom environment which resembled somewhat that of
an author's and this child valued writing most and he’
became a conscious collector of ideas.

A link was made between the reading and writing of
the three children. Because these children were good
audiences for the writing of others through their avid
reading, they had high criteria for good writing and
they expected to find these high criteria in their own
writiné. All three children experienced a certain

) .
‘am%unt of frustratlon at not being able to~atta1n these

vf»pne;} wrltlng was sometimes due to classroom constraints
. such as laék of choice in topic selection, or to
difficulties with the mechanics of writing such as
spelling and handwriting,,

And finally, the writing of all‘thgeé'childrenagagaﬁﬁ*’




positively affected by having an audience other than
their teachers for their writing.

These findings suggest a need for teachers to place
avid, effective readers/poor writers, and indeed all
children, in a position of authorship. Children should
be encouraged to use their "own" ideas in their writing.
They, therefore, should be explicitly taught the value
of expressive writing as a means of producing good
poetic and transactional pieces of writing. The
findings also suggest that children should be Jiven a

variety of audiences for their writing.
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PURPOSE OF THE STUDY

A
ro observe the writing process of children who ate avid

and cffective readers but whose writing does not reflect
the level or amount of reading that they do.

METHODOLOGY '

This research project will take the form of a case study
of two children. The two children may not, necessarily,
he in the same classroom.

I would like to observe these two children in .their
classrooms two times per week during the writing
process. The focus will be on what the child does,
says, and thinks, etc. before, during and after the

actual writing.

thmge two children
s focal point.
i o~

Ei

As well, 1 would like to intorvng‘
twice a week using their wrirﬁp@“;’

. ) . . s Y , o,

Tt is difficult to determine the efact duratlon'wﬁxgpg?*
study, but I would assume that a minimum of eight w§§4
or maximum of twelve weecks, will be required.

As well, T am considering children at the grade two to
six level.

Of course, consent is required of the teacher, the
children and their parents, the principal, and the
school board.

Sylvia Jackson (graduate student, University of
Alberta.) 459-34655

Attached is a check list which I hope will help describe
the type of child I am interested in observing.

* 186



DEFINITION OF TERMS FOR THE PURPOSE OF
SEFLECTING CHILDREN FOR THE STUDY

THE FOLLOWING ARE STMPLY GENERAL GUIDKLINES WHICH MAY
HELP IDENTTFY CHILDREN WHOSE WRITING DOES NOT REFLECT
THE LEVEL AND AMOUNT OF READING THAT THEY DO,

-

Writing which does not rotlect the amount of
reading done by the student could be weak in
one or more of the following areas:

elaboration.... [deas are sparse, details are
lacking, etc..

coherence. ... Parts of the writing may not
make sense or contribute to
the meaning of the whole
piece.

organization.... Writing may lack a natural
sequencing of ideas.

spelling.... Many words do not adhere to
conventional spelling.

punctuation.... Writing does not adhere to
conventional punctuation.

Avid readers: Children who read a great deal on their
own volition.

will read extra (not assigned by the teacher)
material at school. This could be any type of
material such as joke books, magazines, comics,
unnassigned basal reader stories, etc.

will read extra (not asségned by the teacher or
parents) material at home. As above, this
includes any type of material.

Effective readers: Children who score six months (or
more) beyond their grade level on a
standardized reading test.
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Febiroary 20, tagy

Dear parente, ! :

I oam conducting a4 project tn which Toam secking
information trom students aboant thearr e vding and
wr iting. ’
’i
Participants in this project will be gquaranteed
anonymity and their responses will be treated with
contidentialaty,

ITntormat ion will be gathered primarily throeugh
imterviews and classroom observiations, I oxpect to
visit the school two times per week for eight weeks in
order to collect this tmformation,

should you have any guestions reogarding this
project, please feel free to contact edther myself ot
459-465%, or my university advisor, Dr, Joyce EBEdwards at
412-5102.

Sincerely,

Sylvia Jackson
Graduate Student
University of Alberta

My child, s has my
permission to participate in the above project.

Parent's signature
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FRED'S ADTOBRTOGRAPHY
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APRENDIX D

- SAMPLE OF TIM'S WRITING DONE IN
NOTEBOOK GIVEN TO HIM BY

THE RESEARCHER FOR HOME USE

w
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APPENDIX E

7’

SAMPLE OF TIM'S CLASSROOM WRITING,

"The Voice" and "My Bike"
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APPENDIX F

LAURA'S STORY, "THE SNOWFLAKES"

(Because a photocopy of the story was unavailable, it
was transcribed from an audio tape.)
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The Snowflakes
Once upon a time there were four snowflakes:
mother, father, sister and brother. Sister and brother
are really playful. They both really like each other.
Mother and father are the best cuddlers evor; Every
spare minute, they have a little cuddi% and a kiss,
One day, brother and sister were glaying on the

swing. It is called the star swing. ?hoy love the star

swing. Mother and father had alwayst¥ Qﬁ£gked the star

1\¢

swing so that it was tightly qecured ‘3ut one day they

forgot to make sure that the,é%ﬁrxgwlnq*

f,{ “"*x-:‘. ¥

the star swing was loose. e R

; secure and

So sister and brother went to play on the swing but
luckily the sister said, "Don't forget to ask mom and
dad if it is secure.”

"Oh, yes. Mom, dad, can you please check if the
star swing is secure?”

"oh, yes. We just about forgot to check. We will
be right over." said mother.

"We will be waiting at the star swing."

A couple of hours later...
"Finally! What took you so long?"
"Oh, we just about forgot but we did remember.”
"Thank gosh, you ré;embered.

"You're right, brother (after they checked). Thank

you."
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"Y1l just give it oa tug first. o Mom and dad, this
isn't tignt at all. I just pulled one set down. Do you
know what could happen if brother didn't chedv, mom and

dad?"

”"

"Yo5, we could have lost brother.

(Laura rxplained that this story was not finished.)
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APPENDIX G

TIM'S STORY, "T CAN FLY"
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APPENDIX I

7

FRED'S STORY, "THE MUD PIT"

(Because a photocopy of the story was unavailable, it
was trancribed from an audio tape.)
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The Mud Pit

Once upon a time not so long ago about three or
four years back, me and my friend Tom were in class
when, " Now class don't go in the mud while they are
planting trees. After all it just rained." said our
teacher (the o0ld bat).

Before dismissal, there ié one anouncement, "Don't
go in the mud where they are planting trees. After all
it just rained." said our principal (the old goat).

Tom whispered, "Fred, meet you outside by the mud!"

"Okay." I whispered back.

Ding! School was out.

"Yo, Fred!" Tom yelled out. "Over here!"

"I'm coming, I'm coming." I answered.

"Let's go in the mud pit," Lane said after 1 came.

"Are you nuts? " I yelled.

"Are you?" he asked.

"Yes!" I answered.

"Oh yeah!"™ he yelled'baék. "Well you're also
short, weird, dumb ana weak!"

"So you're shorter, wierder, dumber and weaker.," 1
answered back calmly.

"Oh yeah," he said shyly. "Well come o At
could happen?”

"Well I gquess you're right,” I said.

Then we stepped into the mud pit. ""He:

o
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g0 bad."™ Tom said.

"Oh yeah, then how come we arre up to our necks in

mud?" T replied.
"well there's only one thing I can think of to do

and that's to yell help!

We yelled, "Help!" until we were sick.

I got hold of a stump and pulled myself out.
Finally I got him out. "Thanks a lot, thanks\a lot,"
Tom said quietly.

When we got to my house this is what happened
"you scum, go change and get that nice boy a loan of
clothes!" my mother yelled.

So I did what my mother said, and to this day 1

still haven't got my clothes back.
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APPENDIX J

LAURA'S AUTOBIOGRAPHY
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APPENDIX K

LAURA'S REPORT, "CHIEF MASKEPETOON"
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