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Abstract

The goal of this research study was to explore cultural views that are expressed in,
and transmitted through, four grade six children's writing and their classroom
interactions while writing.

Based on an understanding of language » » =a~ming rdel which individuals use to
research study took place in a classroos whe:: en v gncouraged to interact
while writing and to share their polissms .- = the= peers.

Tape-recorded interviews with W fou: Chicven, tiveir parents and their teachers

The study showed that the clamsweom swilance for children's writing influenced
by classmates.

The classroom audience siso influenced children's views of their social roles within

negotisted roles for the characters in ways that reflected the cor



awareness of the topics, characters and genres which would be received favorably by
their classmates. As well, the children's revisions of their writing reflected a desire to
cor nunicate ideas clearly to their audience.

Though the children were autonomous writers who used writing to construct their
own understandings of their world, they felt that their elementary classroom writing
was not as important as that carried out by adults and secondary students. The children
mbotedﬂutﬂ\eywuddbsesaneofmeirmmnyhsecmdaryschod. as they
would be required to write informational text that would conform closely to their
teachers' standards.
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CHAPTER 1
UNDERSTANDINGS UPON WHICH THE RESEARCH STUDY IS BASED
Introduction
Underlying this research study, as is the case for every research study, is a
complex web of und lings about the research topic, the nature and purpose of
research, and about the environment within which |, the researcher, live and work.
Cmtn:taﬂﬂwmghmymmmhﬂupmpkmdmngsafmymmm,
these understandings represent my interpretations of the world. Wrile these
ings are created through my interactions with others, they aiso serve to
which influence the decisions | make. Thus, in a simultaneous manner, these
mhthmkﬂnshthﬁuﬂyuﬂmymysafmmmm
mwﬁﬂmm.thmmmsbnthnw-ﬂi
cognitive process, as lsamers construct meaning through socisl interaction, sn

hﬁmﬁﬁuﬁ.hﬁh“nhmmﬁmﬁmw
mummbv-mmmmm“afmm



connecting new information, gained through interactions with the people and things %r
their world, to their background knowledge.

Language plays an important role in learning because it allows individuals to
"symbolize reality" (Britton, 1970, p. 20) and thus, to hold an accumulation of
experiences over time. Individuals' representations of experience endure within their
consciousness as "frame([s] of reference” (Britton, 1970, p. 18) which allow them to go
back over their experiences and make sense of them long after the experiences have
prospect and retrospect, because it is only by symbols that distinctions are not merely
made, but fixed in consciousness” (Cassirer, 1946, p. 38 ). Thus, language serves as a
key learning tool because it provides the symbols and structures to represent
mwmhﬂ%mfamﬂeﬁngmaﬂdMth

ﬁmmﬁmmﬁmthemﬁmﬂhymhﬂs Based on
their representations of the worid, individuals create hypotheses, determining how new
mﬂ,aﬂmﬂmbmﬁaﬁrﬁtﬁmﬂﬂpﬁm# (Smith, 1985, p.
199). The notion of a "theory of the world" is further explsined by Smith in the

Such a theory contsins sl our knowledge, beliefs, and expectatio

mﬁMH‘HHMRﬁﬂm w:lncaiund
whenever we encounter an occurrence in the world thet we cannot relste to
wﬂmﬂmmmmmmﬁr

ations . . . The theory was contructed of hypotheses, confirmed or

nfirme mﬁuhﬂﬁummmm’m Where
dﬂﬂum“ﬁm‘? From the theory itseif. Nothing the theory
mﬁtmmhmﬁﬂn&uﬁmﬂwmmm
malke sense of can be made sense

In this way, individusls' "theories of the world" provide a network of

ic expression [that] can yield the possibility
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hypotheses in an effort to make sense of the situstion at hand. As well, it is these

"theories of the world” which enable individuals to make predictions about the outcomes
of future interactions with the peopie and things of their world, and thus, to have some

control over their world and their interactions within it. In this way, "all learning is a
process of contextualization: a building up of expectancies about what will happen next"
(Halliday & Hasan, 1985, p. 49), ss individusis actively construct their own "theories

of the world” in order to make sense of it and to interact within it.

The active construction of meaning occurs within a social context, as individuals
learn through interacting with others (Rowe, 1989; Vygotsky, 1978). However, as
described by Halliday (1975, p. 140), the social system does not serve "so much an
learnt.” Rather than providing a backdrop for learning, the social system (or culture)
within which individusls interact serves as a source of information from which
set of interrelated systems of meaning” (Halliday & Hasan, 1985, p. 4), it follows that
learning involves "a sharing of the culture” (Bruner, 1986, p. 127) as individusis

how to express intentions in congruence with the culture.” Thus, through lsering



culture in order to function within it. McCormick, Waller and Flower (1987, p. 346)
assert that, "All the discourses of a culture envelop its members in a network so total
that people can't express themselves outside it. Language is not a reflection of a non-
linguistic reality—-[individuals'] use of language creates that reality for [them).”
Language, itself, is a set of rules for organizing ideas using sounds, syntactic
structures, and meanings. Thus, the organizational structures of language and of the
social system, itself, give shape and substance to the meanings created by individuals.
ideas, attitudes or emotions exist only through the language available within the culture
which enables individuals to express and transmit those ideas, attitudes or emotions.
Halliday and Hasan (1985, p. 11) explain that "the context in which the text unfolds is

1985, p. 11).ithhmﬂ\:tm;rdmw:ﬂdaﬁﬁdﬁﬂtmybythemﬂ
interactions in which they are embedded, but also by the orgenizational structures and
functions of the lsnguage that is used to express and transmit those meanings.

As individuals use lsnguage to interact with others and to make sense of their
sccomplish their purposes. Hallidey (1978, p. 9) explains:

Language hﬂummmmmmd
are transmitted to [individuals], th M[ﬂwy]b-ntﬁi:t.:g



wun

insignificant in themselves, in which [their] behaviour is guided and

controlied, and in the course of which [they] contract and develop personal

reiationships of all kinds. AN this takes place through the medium of

lsnguage . . . The striking fact is that it is the most ordinary everyday uses

afhrmgi with parents, brothers and sisters, neighbourhood children,

hﬂﬁhumn hﬁmwﬂﬂupﬁhhﬂnmﬁﬂnm:?ﬂm
e essential qualitites o

In summary, the language that individuals learn and use in everyday interactions

83sing and transmitting the system of meanings which constitute a culture.
their world and by which they are defined” (McCormick et al., 1987, p. 35), it is also a
construct personal mesnings in individual experience, as those individusis shape their
1975, p. 140), social interaction provides the context within which individuals
(Halliday, 1975, p. 139). Whenever individusis use language, their unique
transmitted through langusge, in order to create new mesnings for each individual.
depends on the unique placement of the individual in the socisl world.”
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are constructed. In this exchange, Steven and Adam are writing a travel brochure for
tourists travelling to Harbin, China. They sre shaping their understandings about the
interact indirectly with the author of an informational book on China. In addition,
cted meanings, the two boys are also learning the cultural meanings
recorded interaction, and in the countless interactions from which their previously-
S: Wcﬂﬂﬂpﬁﬂh,ﬁﬁiyﬁﬂtsﬂlhbhmthsﬂm
were grown locally.' Put this in our words,

A (writes): Fruits and vegetables hardly came from other perts of

the country.
S (reads): Smell businesses started buying fruit from other . .
A: We can't copy it. We have to change it.
S: Little businesses bring their . . . wait, let's see, bring their

mwmmm NnFmsmedtahig
vegetables into city markets.

A: Did they?
A (wetes whet S detated)

In this exchange, the two boys generated hypotheses sbout the motives and actions
in the book ageinst ther background knowiedge sbout the topic of merketing farm
produce. They siso mede predictions sbout the nature of beheviors of others and of
themseives in order to carry out the task '
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situstion. Hallidsy and Hasan (1985, p. 47) further this idea by explaining that

meaning], and the context [or social situation). This means that part of the environment
for any text is a set of previous texts, texts that are taken for granted as shared among

interactions. Haliday and Hasan (1985, p. 48) summarize this notion by saying that

come].”

interactions, the two boys expected to be sbie to communicate meaningfully with esch
acceptable in a classroom setting, and about the countiess other concepts which are

perspective and thet they represent resiity in the same way (Schutz, 1973, p. 23).
there is not a universal resiity , or "one right wey” of ¢ icting meening thet is
recognized by all members of a culture (Bruner, 1990, p. 30). However, it is this




ication should proceed.” in the cited example, the
mbu;smaﬂatperrymmmkmesuyhmgdﬂnmmm
In summary, this research study is based on an understand: D of learning as both a
ﬁmﬁlmmmuw;mﬂ:wwﬂn:tmﬂ
with others, and at the same time, create personal understands

sense of their experiences.

Wﬂ““ﬂﬁmﬂmmﬂmﬁﬁﬁﬂﬁﬁﬁ
Mmmmﬁmhmmm“hm
Though & s often recognized that writing is an enduring form which sllows our ideas s
permanence that oral language cannot provide, Smith (1985, p. 207) argues thet the
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e8¢ with which written words can be erased and changed renders writing a less

can create worlds, [they] can change them at will. Writing enables [them) to explore
language is a visusi represes stion of individusls' understandings, it provides a forum
for individusls to review and modify their understandings of the world. Thus, the
property of the writing process which is especialy valuable in the construction of
Britton (1970, p. 124) furthers this notion by describing two roles which
social situation. individusis who assume spectator roles use writing to achieve social

\derstandings as they strive to make sense of their experience.
uiwiler & Young, 1982, p. x) further describes the spectator role adopted
(Britton, 1970, p. 19).

According to Moffett (1988, p. 104), an understanding of the notion of inner
speech is necessary in order to comprehend the relstione! p between writing and
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consciousness where material may not be so much verbalized as verbalizable, that is, at

hlstﬁoteﬁthuy:vﬁmmmmﬁmstMﬁmctsmmbnMem
potentially capable of being put into words because it is language-congenial thought
(i:wve)‘:rﬂvbwsﬂnwxmufmmg:sthg'mafmspmh'
(Moffett, 1979, p. 278). Because writing is a process of constructing meaning, when
iﬁvﬁnh;aﬂﬁta:mmmmmmemﬂmm
heve been apparent before they assumed written forms. Moffett (1988, p. 179)
maMWmm:mm“ﬁMﬂgmthe

construct. Em:nmyafpasﬂiiﬁesfmmmemi,mnth
mﬁm.ﬂueﬂuﬁidsmﬁtmmemmdm:m
mmmmwmm-m-mdm
the possibilities of [their) own minds[. As such,] writing can be an extension and
p. 16).
men g S e e e e o

contrary, must explein the situstion fully in order to be inteliigible. The
mmmmmmﬁzuammmm
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mmmmheﬂﬁMtem deliberate

words does contribute to the discovery process. Both Emig (1983) and Moffett (1988)
period of time while writing. Moffett (1988, p. 154-155) states that, "the deliberate
random inner streaming, but sustains the development of a subject beyond whet we have
thought or imegined sbout it before." Emig (1983, p. 112) adds to this notion as she

Mmﬂnmnmmhﬁmﬂmmmm
spesch.
prolonged periods of time and in ways thet communicate mesnings explicitly to
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themseives and to others. mmmmﬂmmmmﬂlm

micati ﬂtmmtaiﬁlmutem:mmbetmm:dmﬂm
individuals to construct meaning from their experience,
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CHAPTER 2

RESEARCH DESIGN
Rxmﬂm:ﬂ&mhmﬂﬁmﬁmﬂsafﬂw:mw
“representations of the universe” (Kelly, 19585, p. 12) by individuals, the children's
understanding ﬂmmmﬁysﬁﬁﬁhﬂﬁyﬁimmaﬁw
With the goal of gaining a better understanding of the cultural views of writing
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teachers about their understandings about writing and by tape-recording the children's
interactions with their peers while writing.

&:Iudwuis‘nmhtohagmedmmmatmﬂm
socislizing process” (Halliday, 1978, p. 215), especially in environments where
mﬂmm:@mmﬁmumnwmw
m&mmmﬁWMﬂMtammMﬁﬂm
and had been in the school for a number of yeers, One of the grade five teachers had

mmﬂn-ﬂﬁhh-hﬁmmmEthm There

hﬁﬁéﬁﬁﬁhiﬁﬂﬁﬁwhﬁmhl-igﬁm




1§
mwmmmmmmmammmmwmm When selecting

thcplnlcip.nu.ldsocmidundtheoenduofthcstudents,theﬁflcﬂkywithwritm
and their mother tongue. My gosl was to reflect, as closely as possible, the nature of the
class. haddtlm.lm.dtonpnwnadv«dtyofmtingabﬂtiesmdconﬁdmce
levels, Aloftlnstudumhmystudymwoﬂcbmhthemofcmukeybwds
medememmdhunM
hdisdmtwoofﬂnllgtdcsixﬁu!mtsmm The mother tongue of
mamltmwmmammmm As a result, |
mmmmmwwmmmwm.mmdmmm
lsarned English as a second lenguage. After observing and talking with all of the grade
umwmmmmﬁmmmmmm,lmﬁm
the selection of the four students for my study. The teacher agreed thet these four
mm-whmdmmdmmmhm
writing.
mmdeMMmﬂmmMMMm
writing and writing instruction. No fathers chose to perticipate in the interviews.
lwnmmmmdmmummmu.mm
during their third through sixth years of school. in this school, teachers taught clasees
with combinstions of grades. w.mdmmsnmbmdhﬂhm
MMMamdﬂnMdﬁmhmmmMmd
school. mmmmmamdlamhmmummmm
teacher had taught snother child in her Afth yeer, The grade six tescher had taught one
ammmmmm.nm
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hn’yﬁiﬂvﬁttaﬂneanﬁngdm;ﬁvaﬁﬁxﬂﬁﬁmitw:selaarthit
thatu:hr‘shstruetbmlstmtegias.lﬁlt confident that the children in this classroom

in blocks of six. Thers was one extra desk for a student whose difficul
E@ﬁmk@mﬂmﬂﬂumummﬁnthSmE Students
from both grades five and six were in each biock, Two of the children in this study were
ﬁ&qhmmgﬂmmwmmmmnem
ﬁﬁmmmnmhﬁﬁhmmmmmiﬁﬁha
printer. nmﬁthmmwQ:MnMsﬁtMWmmm
classes. ﬂﬁlmmmﬁndmuﬂﬁm:mnﬂﬁmﬁm
expiored at the time. it contained pictures, drawings, news articles and books related to
wkhﬁcmmduthummﬁmdmmmhmarhu

mmaﬂmmmmnmﬁmmm
Chert 1 asked the question, "WHl you publish or shere?” Chert 2 described the
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writing and art work. In addition, there were bookshelves which held children's

published stories, together with trade books and informational books.

mmmmammmmm@m'sm@nﬂw
mm.a:mummnm:amwnmwm The many
mm«mmmwawmwmmﬂwsmnm
interacted with each other and with their teacher.

| talked informally with the teachers and children who participated in the study
mmmdwnwmmmmhmmmm
purposes. haddtimlmmmmionbmrtailﬁmﬁﬂudaﬁﬁ'm
in which the information would be used. This letter included a form for parents to sign,
indicating their wilingness to have their children participate in the study and their
Mtomwmmmmmnmﬂhyam
qQuestions in an interview (Appendix A).

Mutkbcmmmmmmmmwmmﬂthm:tmy

wwhmmmﬂmmﬁybluMMIm
%0 recognize the wealth of information thet is to be geined through plecing children in
p 10). WMMMMMMMWMEMI
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mnuayefﬁw:uﬁnuwmmuﬂ:dﬁﬁadufm 30 that | would be able to

pwid::mghﬂbtiemd:rstuﬂngﬂ:hﬁm:undumafwmm
Consequently, tﬁsnﬁ-ﬁﬂmtmdymed!um;mdyfﬁ:memme
exploration of four children's perceptions of writing.
Asmiismﬁngmmhmm:ﬁruafhﬁuﬂnmﬂﬁgbmm
research methodo _;eadﬂhibmm:mtlﬂmoftﬁsmthnuq
mﬂlmnﬁyww&dmmhcmhmmMmhmm
for gathering and analyzing data. For example, through my work with the grade five
ltud-nt;lhccmmfm:bhhcﬂryhgmﬂnrdaof:mkmm:rwhﬂ
Mﬂwhﬂmﬂuﬂlﬁahmwdﬁm:ﬁw in addition, | gained
experience in analyzing the abundance of data that are derived from classroom
teacher through my work in the pilot study.

1986, p. x). Though | recognized the impossibi i '

mmﬂmm-ﬂnmhmmmmah
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nuﬂnchﬂ-suﬂ(z)nnﬂnﬂthfm:dﬁm'ihﬁ:mmm

Intarvis
d—gmmwmwmmmrmammzﬂnmw
on Tuesdays and Thursdays from 2:20 p.m. until 3:20 p.m. As the students sat around
with two or three students in each writing class.

related to this question. In addition, by transcribing the interviews immediately after
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Agreeing with Hansen (1987, p. 98) when she asserts that "a teacher's own

definition of a good writer frames her instruction and assessment in writing,” and that
ﬁnw;mﬁmmmm:mmﬂwn ' '
of the children as writers, | conducted four informal interviews, one every two weeks,
with the children's teacher. These tape-recorded, haif-hour interviews took place in

the classroom before moming classes began. | also met each of the four teachers who had
taught the children in grades three through six once for 30-50 minutes before or after

place at the school during or sfter school hours. One of the mothers asked me to talk with
many memories of her formal writing instruction in elementary school. She hed not
my questions to gather more informetion sbout the ares in which she felt comfortable.
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When exploring children's language learning with the goal of informing theory and
curriculum, it is necessary to observe language users in "functional real natural
lenguage settings, where all systems are sllowed to transact” (Harste, Burke &
Woodward, 1984, p. 204). With this in mind, | recorded my observations of the
8:40 a.m. until 10:15 s.m. These were not the only times when the children had
writing, reading and social studies Classes, but they were the longest uninterrupted
times for these clesses.
in the claseroom. In this wey, | would be able to "collect and elicit the native view(s) of
(Spindier & Spindier, 1987, p. 154).

WhMlm.an).lﬁﬁﬂﬁmmgﬁlbﬂﬁMd
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Further to this, Moffett (1988, p. 97) expiasins that, “writing throws out to

society samples of the cosmology that any individusl has to be making for himself all the
Wtowwﬁzoarﬂﬂﬂa“ﬁfthimﬂ.ﬁfﬂawnhﬂheiﬁngﬁ

sttempting to explain™ (Harste, Woodward & Burke, 1984, p. 53), | kept a journal
I..heoh.1981.9.122).!@!&3&:1&3&:&:@%&,,:iifl,fii' '
credibility of my study.

context as the perticipants in the situation experienced k" (Owen, 1982, p. 8).
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Using the research questions as a starting point, | conducted an ongoing analysis of
for further dsta collection and analysis.
Recognizing that "the perceptual system of the observer is the first tool used by
of reference, and abilities” (Evertson & Green, 1986, p. 164), it seems that the
exploration of children's understandings of writing requires a sensitivity to their

in addition, a perception check was carried out, ss a fellow doctoral student
mmam.mmdm influenced the methods used to
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were highlighted in the same color. Because certain m '

Before writing the report of my findings, | drew two webs for each child, using the
mameIMﬂ-ﬁhmmmﬂﬁMd
interviews with each teacher and each mother in order to organize the categories and to




two additionsl topics: (l)ﬁﬁﬁﬁlﬁﬁyRHSSWﬁtﬁﬂ(Z)Vﬁwséﬁth;!

time as an ongoing orientation to this world” (Moffett, 1988, p. 97), | siso exsmined the
children's writing. My anelysis of the writing invoived determining the ways in which
transmitted through their classroom writing. In addition, | reread my journal, noting

um/ 7 _
ssentations of resiity using the possible reslities avalisble to them in their culture,
ﬁmhﬂﬁhmhmmﬂmhm As a member of the
mlm:mﬂmmmmmmﬁhwm
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reslity to me in ways that | will understand. However, | also recognize that | am

mmwmawmm'mmmammymmm
nmmmmmmmmamm Because of these differences,
amobwwdmmm;lmmm&”wmnﬂnmm
more and less than what [was] seen by [the participents]” (Schutz, 1973, p. 26).
Mlmmwummwmmdmunm
thhmﬁmammamuuqsmmmuwm
pacdwﬂnmldmctylstmmkm:hmysmdydomlhwemed
the world in different ways than they have.

The transferability of the results of my study wil be imited because of the
complex nature of interactions between individusls. R is impossible for researchers to
mm'-nwdamdmwmmmmmm
m:mﬂmnnbvmtoﬂnmm'smmmw
(Schutz, 1973, p. 36). in this way, | will not be able to make genersiizations about
M'SMMMMﬂMmdMMNWMm
wben, middie-class grade six classroom. In order to make those generalizations, |
MM&M“WWMMOOWMMM“
unique to the situations of the children in this study. Thus, in recognition of the unique
Mamwmmmmmemnmmm
transferability of the results of my study will be limited.

m.cmusaz.u)mmwmmmmm
wmmhmmmmmuuwwmmmm
other children will take.” in this way, the understandings gained in my study sbout the
Mdﬁm'swﬂmwdmn-ym.hmkhm
exploration of other children’s understandings about writing.



introduction
while writing, is outlined in the first section of the literature review. Following this,
ﬁWﬁfﬂﬁlﬂﬂMhﬂiﬁﬁMkMﬂbﬂﬂﬁ
exploring cultural understandings of writing, and exploring writing development.

mmmmhmm—m An Affective
Model of Writing Instruction

Josyncratic. Rb“ﬁﬁﬁhh:hﬁcmdwﬁmum
mmm-nw:m(m 1975, p. 237). These
differences arise because, “st any given point in a writing episode, many verisbles, most

1975, p. 237).
providing oppe hdﬁmtﬁﬂdﬂﬁmmmm-ﬂ
mhﬂﬁmmmﬁEHm_mQth




While many teachers provide opportunities for the students to select thei topics
dramatics. Grossman (1983, p. 54-55), one such educator, asserts that “crestive
dramatics encourages crestive writing by getting children emotionally involved in the
topic and by heightening

mﬁmmhmmmmfwm(ﬁlﬂ 1991).
hhﬂm.hﬁhtamdﬁmhmmmmmmm
nmmfammmmmmm
mﬂﬁhﬂmnﬂhm Because it "contributes to a senee of
sudience” (Graves, 1983, p. 9).hmdmmmmw
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revise the content of their writing, "continually circifing] back, reviewing and

rewriting” (Berthoff, 1981, p. 3). By attempting to communicate their thoughts and
mnmmﬂwmmwmmdi&mmww
opportunities to shape their ideas through continuous revision,
Thommachﬂdrm'smwdmemmmcmentommmm
Mmﬂnmmdmmmntmmm*\gofﬂwm&s
communicated to their readers. However, it is not only the publishing of their writing,
but siso the frequency of their writing that contributes to children's growth in using
writing conventions. As Calkins (1986, p. 197) asserts, "The single most important
thing we can do for students’ syntax, speliing, penmenship, and use of mechenics is to
have them write often and with confidence.” Thus, children's correct use of writing
mn«mummmmmwmw
producing pieces of writing which use conventional spefling, syntax and punctuation.
mmmmnmmmmmdwm\gmm
are encouraged to take risks within a supportive classroom environment where
m[bmmulmwmmmtoumw(m
mwaamumammmmdmmy
(Langer & Appiebee, 1987, p. 6-7). The supportive environment for taking risks and
accepting errors as 8 pert of learning is created by inviting sil writers in the
mmmm.tomwmmmmmmmy
made while writing. In this way, the classroom becomes a writing community where its
members “learn to help and model for each other” (Graves, 1983, p. 51), snd
consequently, sl members develop a closer interpersonal relstionship with esch other
(Hansen, 1987, p. 16).
hm.mmmwnummbww
MMU'WM&MMWM
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m;nﬂstylawﬁhniﬁmmchmogﬁzuthew: dialectical

processes of writing. They are invited to discover more about their world and

Using Word Processors in Writing Classrooms
m.ﬂnmgfcmmmmbwdtMMﬂmmtuhﬁ
classroom. hﬂnmmnfmnﬁummmhﬂw
mwmﬂdmmﬂﬁthm

aspect of the writing process. Weizenbeum (1976, p. 18) suggested thet tools are not
Im-ﬂ-mmﬁmmhmmﬁhmﬂmms
the most significant factor in dete nining these students’ views of writing. In their




research study, Cochran-Smith, Paris and Kshn (1990, p. 240) observe that "thGBH;'us
of the paper stressed slignment, the relative immutability of the hard-marking pencil
stressed first-round precision, and the dexterity required to properly manipulate the
slender writing utensil stressed that writing was Isborious physical work.”

In contrast, students who wrote using word processors found that "many of the
mmammmdm[md,aaw.ﬂ:y]
could concentrate on producing text rather than drawing letters” (Cochran-Smith, Kshn
& Peris, 1990, p. 238). In this way, the computer is a "facilitator” and an "equalizer"
(Cochran-Smith, Kahn & Paris, 1988, p. 64-65) in that it frees all students from the
mmnyandfocuusmmonﬂnMpmcm. As a result,
m:munmdmmmmgmaawmo*upmcmﬂmni
physically demanding process.

Freed from the drudgery of recopying texts, students take greater risks in
expressing their ideas and play with language, as well as the features availabie on the
word processing softwere. Deiute (1985, p. 191) recognizes that children have a
fascinetion with the pressing of keys and with the graphic images on the screen and notes
mmmmmmm«mammamm
the writing tool. She cautions that the novelty of the writing tool mey draw some
students’ sttention away from the writing task, however.

mmdm'smdsmdnmmm:md
Mmmum'ams]mmmmtmmm
composition” (Cochran-Smith, Kshn & Paris, 1990, p. 240). The notion of the
computer 8s 8 writing tool which interacts with the writer is furthered by Deiute
(1”S.n“)mmdm'dnmsm“wmdmm
mtopvm.mmdmm~amﬁmlynddmm
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for writing. This environment certainly does not replace real readers and editors, but it

can make the individual steps in writing a kttle more lively.”

A study by Bridwell, Sirc, and Brooke (1985, p. 174) also shows that
postsecondary students who use word processors feel that the quality of their written
products is improved because of the time saved and because they are able to "think sbout
more substantive textual and rhetorical problems” while "'tinkering' with the text.”
Daiute (1985, p. 75) echoes this observaticn as she states that computers facilitate the
"freewriting” of ideas. This, in turn, sliows writers to develop their ideas and "then
move on to discover and express more ideas.” As observed by Repman, Cothern and
Cothern (1992, p. 214), when students view writing as a process of discovery,
“feslings of kinship with successful suthors emerged, and with this kinship came a great
sense of importance and accomplishment. Students began to take themseives, as well as
their writing, seriously.”

in addition, the polished look of their writing stirs students’ pride in their work
and motivates them to revise their papers. indeed, Daiute (1985, p. 66) asserts that "a

computers redirects children's attention from the physical process to the composing

process.
However, Cochran-Smith, Paris and Kahn (1988, p. 72) caution that:

children will not revise their writing simply because word processing
makes it easy to reviss. Nor will they use early drafts to discover what
mmwmmmmduuamm

word processing will not creste them. ¥, however, these strategies are
(or are coming to be) parts of children's writing, then word
can enhence them and make it easier for children to use them within their

Cochran-Smith (1991, p. 129) states that "because they have well-developed
revising sidiis, experienced writers tend to utilize the capacities of word processing to



support revision more effectively than inexperienced writers do.” Thcr-m:fni?ﬂy
by Bridwell, Sirc, and Brooke (1985) reinforce this notion, as they show that
chenges to their writing when using word processors. However, not all students

ways in which students view writing are influenced by the use of computers as writing
tools, but there are other factors, such as the writing task, the nature of the writing
instruction they receive, the teacher's gosls, and the student's background experiences
and knowledge, which contribute to students' views of writing and their writing
processes. hmm.mmﬂvmds-mmﬂm:mm
the “social processes of classrooms ~ with the cultures of teaching snd schools, people,
conditions of learning, and teachers' and children's goals over time” (Cochran-Smith,
1991, p. 109).

Deiute (1985, p. 19) asserts that "writing on a computer is more public than the
mtoummw.cmmmﬁmnmaa)mm
“children psused ss they paseed the computer to resd the work-in-progress® snd
occurTing on an ongoing basis.

in addition to encouraging peer conferencing, Larter (1987, p. 81) found thet in

(1) Teachers engaged in more one-to-one conferencing to improve

wesknesees in the children's writing; (2) Tﬁﬁu‘mm ' to
Mmmummmnmm::



and (3) Teachers were more likely to acknow 3
nﬂmnwmsmmwﬂwﬂnm'mmmm

hm.mmﬂcmmmhww:mmmm
students and teachers to read the writing of others. Once another student's or the
m:mmmmmﬂum«mmmmmmmm
writing on the screen. Asnm!t.ﬂuundwdwmhwﬁﬁwmum

ige pupils’ writing by

MMQEWMMmﬂm'(FMGMIBBIn
366) have attempted to gein a better understanding of the processes involved in writing
classroom. These researchers (Emig, 1971; Mischel, 1974; Stallard, 1974; Nolan,
1978; Perl, 1979; Pienko, 1979; Flower & Hayes, 1980s; Nistler, 1989) asked
is a complex "goel-direct d thinking process” (Flower & Hayes, 1981, p. 266) within
and reviewing" (Flower & Hayes, 1980s, p. 12). In addition, they showed thet the
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dmmmmmmmmmmmmmm

Mmmmmmdmwmmmﬁum(rm&
Hayes, 1981, p. 377).

The writers in these stuc~s aiso showed thet the act of writing requires them to
ummmwamm«mwm&
Hayes, 1980b, p. 33). These constraints are imposed by the writers' abilities to
mmmwbm,tommmmdmu\dm
MMmmM(FM&HOyu.IQOOb.p.W). This notion is
Mmmbym(lsao.p.oz)mmmmmmuwu
mmmmmmmammmhm
todowmorduskllstocmbltOm,awﬂnmﬁonofﬂn
mam&nmhadutommtumdmhnw
mastered.

ﬂnmtydﬂanprmbWodbym(M 1979;
rmamlsu)mmmmmummmm
identifieble stages: prewriting, writing (or transcribing) and editing (or postwriting).
m.mmmmmmmmmmammy
the writing forwerd in a linesr fashion. Rather, these writers carried out “s process of
'mmmmw;[hﬁid\]mmwmalymwmm
mdndh-d.mumwwm“hammdm“mm
90" (Perl, 1979, p. 331). The recursive neture of the writing process allows for the
mmwmam-munwmmm
they mean only after having written it (Peri, 1979, p. 331).

m.mmmmwvmmmm
reformed” (BerthofY, 1981, p. 71), writers must be abie to tolerate the ambiguity thet
accompenies this discovery process. Thirtean-yeer oid Steve, a skilled writer,
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Wthomtmoftmm“houys.'lmwmam

thinking | knew it al and then finding that | knew nothing sbout it . . . So therefore every
mamm.m...[ﬁmmmmmﬂm]ammm
bmldofodlgotmtoitﬁﬂrwuyprojoctmdpieceofwk”(wo'kcy.
Newton, & Parker, 1976, p. 128-129).

hm.hMuMthommm:mm
MMMW&W«:’MMWO&M
mmmmwmmmmumunmmmm
hmmmwwmmu*(rm.ammmw.
McCormick, & Peck, 1990, p. 24S).

Exploring Cuitural Understendings of Writing

Researchers, (Stallard, 1974; Watkins, 1985; Griffiths & Wells, 1983:
Nistler, 1989; Marx, 1991) who have explored how writers construct cultural
understandings of writing heve either conducted interviews with students outside the
classroom or distributed questionneires to perticipents in an effort to determine their
sttitudes towerd writing.

Rogardiess of the methods used to gather the data, these studies indicate thet "good”
m'wwmmwmmumam;m
and mechanics, and the number of words in the piecs, rather than with the
Mdm&htomamudmm«mmm“a
leaming tool.

m.mnmmm'bwmm-wmw
spprehensive”, varied in their understanding of "good writing.” it was found thet "low
M'mmmmwmmimnmdmwm
their intended meanings than were "high apprehensive” writers. Thus, heving grester
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emﬁéumhﬁwﬂﬁsmmmﬂnmmmmhﬂ*mdm

icating their thoughts and feelings (Watkins, 1985, p. 138).
ﬂmhMMMﬁWtaMmdﬂﬂwmm
Ammweﬁfﬁmmmmmmmmnom
ﬂnnﬁsﬁyﬂpuﬁ:,'ﬂﬂﬁtkbnﬁm:smmﬁimd-hppyﬁfw
some people (Griffiths & Wells, 1985, p. 150). in spite of this, the resesrchers found
hmmhﬁﬂmhwﬁq’ﬂmmhmd
their gender. musso.p.d)mmmwdﬂmhmm
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mm-mmmmmmmmm

»good writing.”
Edwards (1985, p. 2) proposes that chidren's language behavior is shaped by the

writers.

Newton, & Parker, 1976) explored the influence of teachers’ responses to and

tions for children's writing. Though the resesrchers of these studies expected to
find thet children in schools were writing primarily to express their thoughts and
feslings, they discovered that the children were not frequently encouraged to write in
ways thet would sllow them to look at their world subjectively. Instead, they found thet
means of testing and not as a mesns of leaming,” with this emphasis becoming stronger
8 someone interested in being communicated with® (Martin, D"Arcy, Newton, & Parker
1976, p. 29). Through the students' writing experience within the school setting, they
had come to understand writing as 8 means of evalusting their sbilities to conform to a
themeeives s individuals who were attempting to make sense of their world. Thus, it




mmﬁmﬁnﬂmﬂﬁmmmmﬂming
Newton & Parker, 1976, p. 22).
This was not the only study which ilustrated schook-aged writers’ views of writing

a3 a means of evaluatin

perticipents (Britton, Burgess, Martin, McLeod, & Rosen, 1975; Applebee, 1984;
Plenko, 1979; Gay, 1983; Marx, 1991). For the most pert, these resesrchers found
and perticular topics” (Applebee, 1984, p. 186).

Thus, these students wrote in ways thet used writing to please an externel
world. They did not show an understanding of how writing contributes to their
avaliable, ik changes the development and shape of the ideas themseives” (Langer &
Applebee, 1987, p. 3).

With the exception of studies conducted by Graves (1975) and Daiute (1990), the
while writing. Thus, the critical role of social interaction in the development of one's
recognized in their studies. |
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observational studies (Read, 1975; Ferreiro & Teberosky, 1979; Bissex, 1980;
Herste, Woodwerd & Burke, 1984; Clay, 1975; McConaghy, 1988). These studies
sxploration and can be rewarding in itself” (Clay, 1988, p. 265). Thus, before formel
in new writings they encountered. Furth (1970, p. 41-42) describes this systematic
process of growth by saying that "development is not a matter of cumulative taking in

ways to make language serve a brosder range of sociel purposes.
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writing samples to determine their growth in areas such as the functions or purposes of

subject matter, and the level of reflection upon their writing.

For example, Moffett (1968, p. 55) asserts that growth occurs as young language
lived and literary world and accommodating their own understandings to fit more closely
general disposition that is of a higher level of complexity than the content itself”
(Moffett, 1983, p. 153). This language growth becomes evident in children's writing as

children to experiment with their store of knowledge sbout language and the world in

writers as they assume a spectator’s role, generating hypotheses and constructin
Burgess, Martin, McLeod & Rose, 1983, p. 79-83).
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CHAPTER 4

CULTURAL UNDERSTANDINGS OF WRITING:
THE CHILDREN AND THEIR PARENTS
introduction

mmdmm'smmmwmmmm
ﬂroummuviews,lmtoklmthefaxcfﬂ&enasumm. Though they
uumwmmmmmmmmmmmmmm
nﬁeadthiumm“wdndndﬂ«mmmm
environments they experienced.

hﬂisdnm«,lhvcwmddnvbwsduchcmmm/mmm
turn, FM.Wfduuipﬁmofﬂncﬂdrm’sfmﬂyﬁfcmduﬂy:dndml
mmmmnwmofunmmmmmmmm
anummmmmmdmmmmm

Ruben
Getting to Know Ruben
Ruben is the youngest of three boys in his family, though this was not to be the case
fuw“hbmmdnwm.hbyhmmddnm. Ruben's family
immigrated to Canada from the Middie East when he wes a toddier. He was a confident
spesker of English, though it wes not the language spoken in his home.
m'smﬁmwmmmmmmmwmm
ummmmm:mmdmm As a young
child, Ruben wes eager to go to school to leamn to read and write. Ruben said thet he did
MbmmmmWMMMhMm He went to
whmmmmmay.mmmmwmmm
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Mﬁhnﬁmmmthm-mﬁgﬂnxhﬂﬂ,wcw.mmﬂ

ﬁﬂhMrWMMMMMMM(Mm:

addition, Ruben spent a lot of time outside school hours reading. Each night, he read
hmammhmmmmdutumwm:
his life. He said, “I would write at home when I'm older if | had nothing to do . . . don't

judging the report to be a poorly written one wes thet the report had received only haif
said, ") | was stifl at that time and | knew | was going to get this [mark), | would try to
single ares in which his writing needed improvement.
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the world kkes it. And | write because ! just like to." Ruben greatly enjoyed writing,
mmw:mmwmudmmﬁdmhmmmmm
mhtywm&mmmm:hmmhsmtmm
writers’ workshop time. This year, the classes were scheduled during French classes
for 45 minutes each day.

Ruben valued his writing. Though he threw away his school work at the end of each
m,hhaﬁﬂwsteﬁadmhhidwﬁumﬁﬂmhemjdmmmthﬁnue
Hmcm.hﬁteﬁhswafmﬂmﬂhﬁédmtmaﬂﬁdaﬂm

mﬂunhm,mgfwﬂm:mmytam He eagerly
opened his "Chicken of the Night" file. He was a persevering writer who wrote steadily
readily talked about his writing with others and carried interested listeners off into

While writing, Ruben would attempt to draw the attention of his peers to his
byMMmmwbmnlmﬂHsm For example, one day
events of his story. Another time, Ruben walked over to anather child's computer and
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ssked, "Guess who is the bad guy in Chicken Man H?" It was an invitation the other child

could not refuse and soon there was a group of children huddied around Ruben's computer
reading and discussing his story. His enthusiasm for his stories was infectious and often
other children asked him about characters and events in his story, even when he did not
invite their attention. It seemed that the whole class knew about Ruben's "Chicken Man"
cheracter and that "chicken menia” had infected the class. Ruben even chanted "Chicken
of the night” in a sing-song voice as he wrote.

The many steps that Ruben took to protect his work demonstrated the value he
placed in having control over his writing. He was very concerned that other chiidren
mmmmﬂamwmmmmmﬂcwmw He
did not want others to change his stories in any way. Also, he copyrighted his story
under “Chicken of the Night incorporated™. As a result of the grest pride which Ruben
took in his writing, he was considered by his classmates to be sn entertaining writer.
m.uwmm'smmmwmmwmmmd
that they occasionslly mocked his passion for writing by imitating his words and actions
and by attempting to erase what he hed written.

Ruben's voice in his writing resonated with the richness of the literature he had
read and the television shows and movies he had watched. In the following excerpt from
mmmmm«.wmmmmmammmu
“the second head boss™ echo a story by Brisn Jacques entitied, "Redwood”, thet was resd
to the students by their teacher’s husband for fifteen minutes at the beginning of each
day. hdﬁm.amduiumeyamﬁo—lbmdm One
MM.M.MMwMMMhm
offorts to become second in rank to the gang leader.



The Chicken Man il Junior

Chapter 2
The Conversation

A fat middie aged man came in "Yes Squeak!” he squeaked.
“Don'tcalmthtormcyourtmwmboonmydog'sdirmr
piste." threatened the Radical Mouse Machine. “Now get me a big piece of

chesse, NOWI" commanded the Radical Mouse Machine.

"Yes sir.” said Bowling Ball as he saluted. Then he marched out like an
army officer.

An hour later Bowling Ball came in. He had S bags of cheese. "Here's
your cheese sir, chief sir, captain sir.”

“Zip it up now or eise you'll get the bath.” said the Radical Mouse

'No.mnotthobodvmooooooooo,'buuedmnbdhw.

'Mydm'tng;t‘mmymtomymmmauﬁeh... Chief.”
*Thet's a grest idea B.B.," yelied the Radical Mouse Machine.
Bowiing ball

“B.B., sir?
a code name Bowling Ball, if you want to keep it you'd
better go with it, okay B.B.," stormed the Radical Mouse Machine

i

get out of here but leave the cheese THE YUMMY IN MY TUMMY
CHEESE HERE AND LEAVE YUM." scresmed the Radical Mouse Machine.

242
i
:
i
;
:
i
;

Mutmm‘l(mywmmlm'sddﬂnw
Machine.

1 get to be the second heed boss,” said Spy men.”
get to get information from the cops, okay?" ssid the Radical

SINSHAONO." ssid Spy man.
your job right or this time | will personally shoot you right in
my new machine gun, . . . Is that clear?" stormed the Radical

.'Spymhomnduhcbﬂﬂnmwudymw
said. "After | get the stuff from the cops do | get to be the
boss chief sir?” He smiled showing his ugly yellow and black

be an idiot Spy men! You'll never become the second heed boss
urmn#'mmwmmummww
lsughing at man's teeth and request.
odnh:..':dd&ymuhom

atts .

i i

f-!

46
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The exchenge between the Radical Mouse Machine and his gang members is similar

to thet between the villsin and his cohorts in Brian Jacques' novel, "Redwood”. Ruben

with casties and history.” He was referring to a wise old character named Jackie White,
higher then you'll get to the boss.” In addition, Ruben claimed that the idess for his
and | wrote it." However, he conceded thet sometimes his ideas came from something

he would shendon. When he had an ides thet he felt would make & good story, he showed
However, he hed no quaims about dropping a story i he did not feel committed to it. He
8 story he had started but no longer liked.

satisfy himeelf as a reader. He felt comfortable in meking decisions sbout topics and
imagination” because "you can put snything you want.” He appesred to enjoy the power
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to create and change events as he wished. &MWWMMMM

Mﬂnmhmlfothonhhischaddmtlikemmm. He asserted, "i
ﬂtocamdymmalﬂnpenonboddcmikuhormboobathcmonmy
left likes serious books. | ke comedy and that's how | am.”

Asdmhthofolowhgcxcuptfrun&ben’sﬁm'cwckmum'stay.the
vdcethatmdushwh%n‘smhgmbemmedammvdco.twn
bmwwmmwtotmmdﬁsmg For example,
hmm.mwmwwdtmmmmmupmm
mmndmmmmmsammmmmm
chucides from his classmates.

THE CHICKEN MAN
My neme is Ruben and 'm a cop. I'm gonna tell ya a story about
mmam”m And how 1 man can chenge the course of

Chapter 1

!
¢
]
3
3
2
|
¥
i

: Suddenly
faces. Mmmdmtommmm-dowdnymm
scared. ﬂanpdmﬂnyhd&mdwﬂnm They were
screaming but nobody peid any attention to them. By the time we, the
MMmﬁnmmmmewmamhm
hends &t resd: Hey boys in biue | got these crooks for yal Take good care of
them in the Slsmmer. And at the bottom it read: From the
%hwdbwmhamwmmumm

This story continues for five chapters. Kk wes the first and only story thet Ruben
ummummmmmmdu Ouring my time in his clessroom,



Ruben worked on s sequel to this story, "Chicken Man I", Rubmhdwurhedwtm49
ending for this story before he finished writing it. He described how he would leave
mﬁm.mh'ammnW.Mhammm:bﬂmh
left grade six: "I pian to make thet at the end, basically, that the Radical Mouse Machine
Ruben's classmates also heerd revisions of the ending thet Ruben had described to me. It
mmdwmdmm:msm He described his own
what happens after and after.” As shown in the following excerpt of a story written by
mmmmaﬂummmmmwsm

_ After Mike Moose Badabing lilled the giant the people were happy by

Ruben explained that he had adopted this "style” of sequencing stories because thet



MMMMMﬂtWNMWEMMMfHﬂE?
removed from his immediate experience. in agreement with Britton (1970, p. 45), it
mmmm&mmmmma:mﬂmmh

once had as a writer.

things to myseif. L&ommmltdmymhnﬁdhdm:tﬂndl
tell my parents.” Wmmmhnnslnfwmfﬁmmhhdm
mmmmmMMn-mszmmm

hammy.kwmmawmmmmmmﬁ-mm
mwmmmﬂndwgtmhtﬁm The voice with which his
books he read and his interactions with others. Ruben was conscious of the ways in
mmmmwwﬁ-mmmmmmm-ﬂu

'Ewymlmlmlgltnb:nhmtgmhmw-
mmmummnm shways ses that you did make
m.l‘t:.uim:‘:. lmhﬂnhhﬂ:;ﬁqﬁmyg:\gh
right and 30 are the sentences, something missing from
book. mmmnhmmmm-ﬁm-mm



mm«mmmmmmmhmfawmmm:;
Momdmdncmmofmmm Though he was unable to
articulate what that "something that is just missing™ might be, it appears that he was
mmmmunmdsmmmhadartommm. He also
mmummmmmmmﬂmmmmm
Stories they have written.

MMMMMW.MMMMMM:'WW.
mm'lm'tmwmmmmmmrwm | do call

mwmwu-'mrmnmmnmmmmm
was not “resl” writing.

Ruben identified himself as a writer. mmmwmm«:w
saying that they, too, made decisions which satisfied their own interests as resders and
MMWNWMMWMMM in this way, as a
m.mwmwmmmmmmmmm
social environment snd influsnced the feelings and behavior of others. Ruben expisined,
mm&mmumwfamu'sm. They write about
things they ike." M\l.tlldﬂgﬁthm.mmtobowmmhbvhwson
mm«-m.ummﬂmmmmmbmm
msmmmmmumwmmm-MMmm
Wkes, then it's stil a story, isn't it? No one might ke it, but thet's their own interests
'mlMMnWMW.mMMM‘tM‘ However, as he
toyed with these idess, he ended with the comment, “Authors have to write o story that at
hutmmﬂm.'tmmmmdfwmmm“
thM'sMiumdam.
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story was "good” in Ruben's opinion. According to Ruben, good books, "get you into the
events, action and setting together and of the need for a purpose for writing. He

Mdmﬂﬁ&ibymmmlmhm-‘ﬁm&ﬁl'mm
express these idess: "Staying around mobsters and drug deslers is a bed ides snd there

Mduutﬂﬁuprmh“mhmmimhtﬁ;w%

traveiod 30uth wih o 0roup of Negiv pacole. They



when you write, "you let it all out on paper.” Hcmﬂsdmlﬁﬁnﬂﬂbydlmﬁggﬂu
someone eise takes their research, puts a bit more research and writes it down. So, it's

When Ruben spoke of his own writing, he concen sted on fiction, which he
“usually it's something fiction thet a kid my age writes.” He said that it is difficult to
write fiction because " have to think what will happen next.

bright person because of the imegination.” However, when given assignments to read or

mnﬁﬂm%ﬁmcﬂhmﬁgﬂwmﬁa“ﬁ

hbvhwafﬁquundﬂhﬁﬂq.gtm&nﬁmhﬁ
hmhﬁnmmhnﬁunlmmm



ﬁm‘smﬂﬁ-ﬁdﬂmﬁmm&mtnﬂtmnmm
hhﬁﬁﬁmdwmﬁﬁﬂmmmmhMQMﬁ

m:uﬂrmmm-ﬁtuhrMMMMﬁpﬂ
tongue.
o lmﬂmhhtﬁﬁihmmmmm' R appears thet she




hﬁmuﬂcquyﬁohvcpmtopiym‘ She first heard this assessment of
0N 83 8 writer.

the ticle and sbout this title we wrote two or three pages.” She said thet she had not
thought about the kinds of writing she would ike to see Ruben doing in cless, but thet she
Was satiefied with all aspects of his writing instruction, except for the lack of homework
thet Ruben had. She expleined, " ke my chidren to heve homewark 30 they have
something to do. ¥ they don't have any homework, [they] just play all the time. When |
Was in my country, we heve lots of homework to have to do and lots of lessons we heve to
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nmmﬁﬂuhﬂﬁgﬂmmnm:ﬁdga

productive way to accupy children's time. htﬁmﬁm:dﬁmaﬁﬁnaﬂ
mmmanmmmmm—m-ﬂummmm
children do in school.” ﬂn@ﬁﬁnWMM'sma
writer through communi with his teacher, she would have liked more

hm.ﬂﬁm‘sm:mﬁ:mmmugs: ation tool
which wes learned in school. Humn‘smshﬂndmhmtahﬁ.nn
mﬁnmh:'ﬁ#mhmﬂﬂnmrsmgum

writer.

Josy is the eldest of two boys in his famdly. Unfike his brother, who had been
mm'mmnﬁﬁmmmﬁmrﬂﬁunm-ymmym
8ctive, pretty essy-going, quiet type of cheracter.”
mother. mwmmmmmmmmh
mhmdnnmmmmmmmmm
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hyuphﬁndﬂmhlﬂdmhhhlhgl laftsvcr"whcnoﬂm:mdm

with whom to work. mum:ammﬁmmmmmmmbﬁ
Mcmwﬁsm.bqhmdﬁsﬁ:tmaﬁdﬁdmhmhﬂmm
m:ﬂﬁmmﬂymhMMhmﬂmMm:ﬂ
Hmnmmmmsmmmfmmmm
show, “Sesame Street.” Josy said that he hes hed writing "as a subject” since he moved
‘hdtﬁhintoﬁiﬂlﬁutnwﬁnhbtmhhf iti i
knowledge of "how to write things down,” b-yﬁﬂ."lm‘:mtuwtaw-
(stories).”
mmﬁhﬁrﬂwwmﬂimnﬂrmmmlﬁm However,
ﬁnmhgzd-ﬂmtaﬂn:ﬂiﬁhﬁiehhmmmmm
Mnmﬁmm“i“whm:huﬂhlmmw
ﬁmmmwsmhmmmmmmmby




S8
WMmMofidoutomo, mmwmmmummah

writing.

m.ctionthtJoeyvohodhmstoﬁesmdsoprmmhthesciemeﬁctbn
boobuﬂmmumhedmtorudwm. in addition, many of the
dmctmmdmhﬁsstoﬁnw«uhwnfromhisrndmmdviewm. The
MMdﬂanMhmmechWchh
besed on a comic book about 8 cheracter named ice Man.

Mwﬂnmvﬂuﬁumm&ntmmmumem
MMWMM“MMMTVM&&
iu'oulfwohnnﬂnmmwﬁvydon'tmuan?'

mmﬁwdnymmwmmmmmha

;Siuumﬂnymubokm&owrymdu"lmyou'r

mw*&gmumﬁmuﬂnpthom

normal.”

dmw‘?' lMdrMthofdrms"‘l’MMwﬂmm
*Duhi® 'mmchmwmwd'memm

america 30 we can easlly meke it to Edmonton.”

*1 guess your right.” *So whet
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After revising and adding five pages to this story, Joey went on to publish it. The

ﬁrstdnftof"dekimandlcoMan"tookubmamonthtowrlte,asJoeywodtcdaﬁit
every other week, finding other stories to work on in the interim. Joey did not like to
write for long periods of time. in his view, an hour a day would be "just enough time" to
spend on writing. He liked to work on different pieces from week to week, explaini
u-:mmwmmm«-www.mm.

Joeyfw\dtmtiduscametol*nquterudﬂylndexphhodthatwﬁting“is
pretty easy. You just write down what you think. | think of stories and stuff like that.”
mcwmodumw”nbcuytommuit'shardtoﬁrmn'cmifyau‘r’g
doing a story and it's not done, you keep on adding on to it.” | observed his difficulties in
finishing stories on many occasions. Though he was always occupied at the computer, |
wmmmmmmmmammtomuwmam
writing class. Even when he had only one or two peragraphs written, he read over his
work many times before adding or making changes to it. Many of the changes involved
dmmm“dzodﬂnprht.ummm&‘gonﬂnm.

n-mmmwtommmmmmmm However,
mmmmwsmmmm.mmmmmm
me. instead, he agreed to voice his thoughts while writing. The following quotation is
taken from Josy's verbsiized thoughts:

mvr&%mmw&’mw" orizad s X

Factor and as soon as they there, they were still there. | put down in

Wi bo i of o becaces et el oy oo

He wouldn't get there in 2 second. it takes 12 hours to get thers.

mmmmmmmmma&mmw
easy to follow for his audience. One of the ressons he geve for describing himee!f as »
9o0d writer wes because he “meds [his stories] easier to understand.® As he voiced the
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thoughts transcribed above, Joey carried out proposed changes that reflected his

awareness of the need to provide sufficient information for readers to make sense of his
story. For example, he changed the title because "there were too many 'ands.'”
Jaqmﬁﬂmh&ﬂ“mdmm[ﬁntﬂ]ﬁtnﬁt“ﬁmhe
finished writing. mspdﬁngmtmfﬁcusofﬁseﬁtiﬁgaﬁms,hym-n
mofthenndta:ﬁctm:meffmmﬁrdﬂammgmghsm
as he #iso looked for "words that aren't supposed to be there." It is these concerns with
chmhnﬁﬂmhhﬂmmdﬁamummmmmmwcn
he wrote “stories that are two or three peges” now. In addition, he had learned "stuff
he “r{an] out of idess.” In grade six, when a story "[didn't] sound that much finished,”
R&Tuﬁm':mNﬂithMmﬂbehewnﬁsmﬁm "He doesn't
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brother.” Thuﬂi.baymsmblnoexphinmmimntby“th:ﬂw“d;"h

saidthathisopcﬁiﬂgmugoodéxinﬂcéf"uﬁigtheﬁghtw&ds“bgmit“telsymi
what the whole beginning is about. It has lots of character. it tells you what it's about.”
mymtovhwhnmcﬁnimmumfgwwdsmmmmmh
information needed by readers.
Jocyhnmcanfmaﬂemﬁmlbauttmmhmhhgmvefyﬁnﬂhr
including personal experiences and fantasy or science fiction stories that he had read. He
dascribedastorytha’tlﬂwauidliketamite,Michwmjdbasinihrtasﬁnnkcqu:s‘
story, "Redwall™: "I'd put maybe a castle, swords, weapons. Maybe the time and place
would be different. Maybe | would put it in Canada or the US because I'm more used to
know it.” nappqrstrntbgthdﬂim#ﬂimwﬂmhmdlﬁw His
uwymmmitlﬁndmﬁr'sfﬁiﬁﬁtymhthtmﬂngﬂ\cnhmmhsh

mmmm'ﬂmmymh-nmm-mmmmhm
certain day. R's boring kind of. It's the same thing every dey.” | observed Joey's

desk, or in his storage tub st the side of the room. Upon locating the appropriate book,
mdmm*m:mmahmmmmm-mhm
me&mhdﬁm“lﬁﬂnmﬂﬂﬂagﬁhm
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Mﬁnmtuﬂumthmmﬂmwuﬁedafﬂwmmitm
After these preliminary activities, Joey did write something in his journal. The
following excerpt is representative of his journal entries:

, March the 2, 1993, Wedensday
relays and then (--)
at lunch (=) recess
(=) | played
when we came in
ruben got beat up by
mawizimﬂmmmﬁmmw;ﬂmﬂm:nh
lsbored over the formation of the letters. In addition, his writing was difficult to read,
aMmmmmmﬁhmuﬁmzmﬁdmdﬁm
hcywﬁknﬁ-mtlumthyhldditﬂumermdwdmmm
hjlnﬁgﬁmﬁdﬁmimﬁmmmmmﬂ%
mamhﬂwhmimﬁdﬁtﬁuMMﬂntﬂthm

W.W.MMEﬁcmumuhcm'm
COMPURers are easy to write with. | know simost everything about them.” The burden of
familier to him. indeed, when Josy was using a pen and paper, he did not choose to edit
his writing. The following tanks is one that was written as s cless sssi
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mcﬂismw*amdmnottomn.wmﬂwlnmmetmnddmt

follow the rules of tanks writing (e.g., five lines with the following pattern of syilables:
5,7,5,7,7).

cool derk round o gt

can be found s s

R,

can be found.
nmmmmnnthewmmmmnhemdtofwmmmtm
n’thapenandhemmtﬂntotaketheeffmmrmiteﬁspieces. In addition,
mammmuamtommmammmmmmtm
and genres for his writing.

hamy,Jooymowm.rmhodeformmwMto

write on topics of his own choice. The action stories he wrote peralielied those of the
Super-heroes in the books he read and movies he viewed. Joey labored over the physical
mdﬂm:ﬂm.mdﬂdtmwmmw«ndm

mmwdmitscomem.mnmacm«towﬁu.

Understandinas of Writing and Writers

mmmmmm'mmmmmmmnm...
people ike to read them.” Hoﬂucod&bm,mofﬂnd\l&mhtﬂssmdy.m&hn
mm&udmmmmwfymmmmm. Josy
mmmmm'nnmwwmmmdmmm
they] are not boring or anything.”

w.mammmmmmmamm
detalls with the context of the story. When he discuseed what he liked sbo:# Rrien
Jecques’ novel, "Redwell”, he seid, "it's ke in the 16th century where there's casties

Winter
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and kings and wars; stuff like that. it does take place in the past but it's an animal book.

lfitmshthemture.theywoddhavelikeelectricity.buttheydan't,. They use fire,
candles, suniight.” His statement shows an awareness of the need to communi ate clearly
wmmmWWcmmmmwﬂﬁnﬂm
mmwmm*m"mmmam He defined
"realistic” by giving an example: ”Wel.mygndemstorieswuid&ab:ﬂybeﬁmtn
frog. This is about people.” The character to which he referred is “ice Man", a comic
book character. Wherewiudthamhuoeswemrﬁm‘hgyﬁnit
Was more realistic to write about human-like characters than to write sbout animals.
mmmmmdehmmﬁ:mdm
storyd!oplay.domhbcy’sdcfﬁtbnohgoodstay. He claimed that J. R R.
Toﬂden'sboobnﬁxbcbaintommmwmwlm&mﬂmf
stuff that you can't reslly understand. You have to be like a teenager to understand it."
hmwmmwm'booksmmmm‘hmm-
story so that everybody understands it." nmsdmw:cmmhgmdmng
included the ease with which readers were able to make sense of what was written. This
is consistent with his goals for his own writing, as he attempted to write stories that
made sense to his readers.
wsmammmmmmwmmmn
interconnected activities. Hcdcﬁndwﬂdngnammwﬁds'mﬂw
ideas on paper 50 they can keep their idess. [Nywddmm].ym'dfugnﬂmym
were going to say. hwsm.nmmnmmamam
NWMMMMhonMMMhhﬂ
others. mmmmummmw»-nmm@ﬂ-w
mmmmmmmmmﬁmmmgdm




mammammmmwmm-m-mugg
to finish books. However, he did not think that published writers took as long as he did to
complete their books and estimated that Brian Jacques kikely wrote "Redwal®! in "sbout a
the struggles he experienced in writing with the efforts of published authors.

When asked what he lesrned when writing, Joey ssid that he improved as a speller
and that he learned "different ways of writing.” He defined "different ways of writing" as
“different fonts, different sentences, different ways you write.” Joey said that the
process of writing also heiped him to build his imagination and aliowed him to share his
mmnmsmmmm;unnqnjmmm.m\g
heve to make bigger stories and get it really good.” In addition, he anticipated that what
he has leaned as a writer in elementary school might be helpful when he has to write
exams in high school. hymndwﬂmatohim'm‘mhm
meet his teachers’ expectations. In contrast, it appears thet Josy viewed writing in
OF Rewspaper men or something,” but did not intend to take up these vocations.

hﬁnﬂmmmm;uﬂ_hmiukhﬁdﬁnm
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information like facts, normal stuff.” The following social studies report, which was an

mmm:mwmmm:mmme.mm

Josy synthesized those facts he had recorded:
Jauques Cartier

His first voyage was in april 30th 1534,

in July cartier landed in the gaspe
penincula.

R eoms, in this report, thet Josy hed seized on the trading idea and provided many
detalls to develop that ides. In this way, he provided “the facts” for his readers.

hm.mwmm”amhnmmatomm
readers. h&mhmﬁmdmmhmum&tm’mod'
writing. M'Mnmmmmmmmmbymumm
thet "make sense” and entertain their readers.

Joey's Mother
wsmbmmmmbmaucm.m
in English in the Depertment of Secondary Education. She met with me in my office at
the university following one of her clesses.
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Wﬁuumdimysﬁiyﬂlﬁgiﬁcmmhhﬂnweofm;mhr in the
mﬁwymulmmﬂmtﬂuhdmeﬁmplmmmmm
wwtamchm“wmknp:hwmm

When spesking of her childhood, Joey's mother said, " just loved to sit in my
room and shut the door snd write in my journsl” She had siways been an avid resder
who “could read just about anything they set in front of [her] before [she) started
ﬂmnhﬂ};ﬂmlmmﬁnﬂ-ﬂlﬁ‘tmmhﬁﬂh:ﬁﬁnr She
lﬁhﬁﬁtugmﬂnnﬂmmhdfuhcmﬂnmmmm
mmmm hq'immmmmmﬂmlm
wes lsarning. Nﬂnimnﬁhhwhihﬂmmm You lock st the
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WMNR%:MMMR@HMW‘ The satisfaction

voice in her writing.
writing is an expression of the writer. Joey's mother found it satisfying "to actually
of herseif in her written creations.
mmwmmmmﬂuhsmmm
M'ﬂh’smmultfmmmw.lﬁdﬁﬂfymwm
easy. Mmahnuw:ﬁmﬂakmgm.lﬁdﬂutmmm&gﬁu'
she did not have the time to write in it on a consistent basis. However, she valued
Journal writing as a means to "sort things out.” Finding the act of cresting something to
be very satisfying, Josy’s mother would have liked to have the time to write stories or
her writing were not necessary in order for her to improve as a writer and looked
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"evaluate how much you've picked up on what you've read, how well you've been able to
analyze it.” mmmmummﬁﬂmmﬂm-m
mﬂhﬂqtﬁmﬁhmm&mmmﬂwﬁw Though she
snticipeted judgment takes away from the enjoyment” of writing.

gaining insight about what it is to be human, Joey's mother liked to be entertsined when

mmmhﬁmmmmmmmmmnmmh
work world. Thus, Josy's mother valued writing as a vehicle for ¢ '
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her own experiences in this way: "I find that when | write, it's s really different

thought process then if | were to just sit and think about something. The things [that you
write] have been quite processed to get there. You can't write about something you
really don't understand or have not thought about.” When writing, she mad: connections
between ideas in order to understand them better. In addition, the organization of
thoughts and feefings while writing heiped her to form new connections so that she
learned something new when she wrote. As a process which highlights connections
MMMMMWMMWsmuimmdm
83 a vehicle for communicating thoughts and feelings.

Yiews of Her Son As a Writer

and writing when she was a child. She explsined that "it's not his favorite pastime. He
hes probebly written a few letters but he doesn’t spend lots of time writing.” She
Wmmmmmmmomnm.mw-tm She
was certain thet, though the boys initiated the project on their own, it was "school-
wmwnmm.mamm~

She had observed thet Josy found writing to be an arduous activity because of the
Mhommﬁnmmmmmmuﬁ:fﬁm
periods of time. As a result, he was not a prolific writer and tried to finish written
tasks quickly in order to move on to less onerous tasks. She explained, "He is not &
Joyful writer." However, she also observed thet “he thinks he's a pretty good little
writer.® Josy's mother attributed his positive feslings sbout himeelf as s writer to the
encouragement thet he received at school and & home. She cited meny exs nples where
Josy had published his writing or hed been ssked to read his writing to ancther cless.
She fok thet thess experiences greatly contributed to his feslings of success as 8 writer.




Joey's mother had read many of his stories. Shdsscrﬁad.h:y’ssturhs:s“v:]y
crestive. [They are] about things he likes, like super-heroes and monsters and bugs.”
She observed thet Joey enjoyed entertaining his audience and appreciated her lsughter at
the humorous parts of his stories.

Believing that the personal qualities of writers are embedded within their writing,
Joey's mother felt that the gosl of writing instruction should be to make children feel
good sbout themselves as writers. She focused on the role of evaluation of children's
writing in encouraging positive attitudes toward writing and in improving their writing.

success in wriking experienced by university students to "too much negative feedback.
mmﬂﬁ[ﬁ]mlﬁn‘:hm‘tﬁﬁymﬂhﬂnpﬁﬂm
Though she accepted thet all writers nesd to leem the convention of writing, she did not
mdﬁmwﬁemm‘ﬁhiﬁhud[ﬂbMprmr
mm-mwmmmmw-md

to




strategies to improve chidren's writing. Thaqhﬂncllimdtahiwmadbowhze
In sun *’,",hy‘smﬁemdwﬁﬂng;samafcxgﬁsmgmdfMﬂ
discovering more about one's world. Asarenit,slufenﬂutthefocmofwﬁthg
Mnmbnduﬁbemmm:M'svmdUmwesasmm:@tm
ﬂwmmﬁdmthgxmthmmhthewm

Shefbi is the eldest of three girls. She enjoyed many interests, includin playing
the piano, reading and horse riding. A large part of Shelbi's life involved riding snd
ﬁnﬂﬁ“ﬁwmmm indeed, her mother explained
M'ﬁmwMMﬂn‘lm&hmma’@hﬁmm
she does it." hmﬂnﬁﬁﬂuﬁ'xMhﬂMﬁﬂﬁ




"somebody eise in a different world.” At a younger age, Sheibi and her friends siso &
created their own "Snee” language. Using her imagination to create had aiways been a
part of Shelbi's life.

As a reader, Shelbi had "three or four books on the go." She would "pick up which
m“mﬂuﬂm'ﬁitannhtﬂnﬁayhmnﬁehimmﬁﬂmbﬂng
track of who's in what book or where she was.”

She had been writing since she attended play school st the age of four. Shelb
WmmmnmmtwwQOwgdmd
her mother to write the stories she dictated, as a part of her play. Later, she would read
mmwh«mmmﬂnhsmﬂmM“nmn'tMthmnm
observed her father engaged in writing his doctoral dissertation, "sat down and she wrote
M.mnm'twthg.kmjmm:ndthmhmmtomyww
Mkam.ljmﬁiMwﬂnﬂ;ﬂﬁmlytmkmmMmdhnm’u
been doing it for three years!*™
carried out in her early years of school, as she said, "First we leamed our A, B, C's snd

Nmﬂmmwmwmmmomhm%'t.'It‘.ymm.m
reading since her infancy. She said, "We even have pictures of her reading to her littie
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School has been a comfortable, inviting environment for Shelbi since the day she

entered its doors. Her mother explained that though Shelbi "was a little one who
wouldn't be left anywhere . . . she literally walked into the classroom [in the pisyschool
st the age of four] and tumned to me and said, 'You can go.! And that was it." Successful in
sil subject areas, Shelbi enjoyed school work and set high standards for herself in both
city's university for girls interested in the sciences.

Having set goals for herself, Sheibi had been striving to improve her spelling and
"to learn to do more on the computer.” To that end, | observed her tenacity in exploring
the possible uses of Hypercard to fulfill a class assignment in social studies. She
labelled the process "fooling around™ and said she had made a "fool-around file." In many
respects, it seems that Sheibi took a playful view of learing and did not find it at all
boring or arduous.

Of the four students in this study, Shelbi was the only one who chose to attend a
her interest in animails had led to ambitions to pursue a career as a veterinarian, Shelbi
to be very entertaining.

As an autonomous writer, Shelbi enjoyed the freedom provided in her writing class
to write on topics of her choice and to use her imagination. She declared, "I enjoy being

imaginetion st all because you're just writing what heppened.” However, she wrote in
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relaxed, conversational manner in her journal and rarely engaged in a stark retelling of

the day's events, though one of her journal entries was prefaced with the regret, "| have
found that every time | try to relate my whole day | get interuped, and | belive | will be
mmmum.mwmwmsmmwmw
this aftrnoon.”

Shelbi was proud of her writing and enjoyed sharing it with individusis outside the
classroom, including her riding instructor. In addition, she had published a piece in the
children's magazine, Magpie. Having taken this first step as a published writer, Shelbi
had aspirations to publish her writing for a wider sudience in the future.

She differentiated between writing at home and writing at school by saying, "W ren
| write at home, | just write because | want to. When | write at school, | write because |
heve to. it's one of the subject areas. | enjoy writing and I'm sure that if | was allowed
to do whatever | wanted at school, | would do some writing, but well, | write because |
enjoy k and because | have to.” She went on to state that "it kin of depends what mood
Pm in. If | feel kke writing, then I'd write all day if | could. But, . . . if I'm extremely
hyper (which happens sometimes), then I'd rather go to gym.” it seems that having the
sutonomy to determine when to write was an important condition which enabled Shelbi to
write.

Shelbi preferred to write when she was alone snd hed no distractions. However,
because of the many other interests in her life, Shelbi thought the ides! location snd time
for writing would be "at a huge horse bem in the city where [there is) a whole bunch of
mm...rdlkoto[mc]hthomnhg[mdhthommgo]m
fiding. And then | could take care of sl my horses.” In addition, recognizing the esse
mmnmmmmuumm.mmwm.ﬂ
definitely would have a computer [to write).”
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Whonnkodaboutthemccofherideasforwmhg.Mrepﬁed. "I have a lot

of ideas and | get ideas from different places and | just kind of think, well, that would
meke a good story. And it's sort of like a story | would like to read myself and so | don't
Wke forgetting my ideas, so | write them down. ‘Cause it's easier to have an ides if it's
Mforyouﬂmifyoujmthvetoknpmmninmmnd.' it seems that
Mfammhutobcowocmuhchhobodhertoagadumdnukcvmm
multitude of ideas in her head. Once her ideas were on the page, it was easier for her to
think about and make sense of them.

She wes a voracious reader who had read a variety of genves. Her favorite books
mwrlttenbdeterForlcy.ma:ﬂwofstoﬂcswfmchorusuothprougaﬁsts.
Shelbi claimed that many of her ideas were drawn from the books she read. She
explained the origin of the story she had been working on throughout the school year in
this way: "A little bit [is] from Black Beauty 'cause it's told by the horse's point of
view. I've read that one a couple of times. And | got the idea for the mystery pert from a
series of books that | was reading. They're sbout race horses and there's ke murders
and people and more people who kil more people and they get richer and then they lose
their money and then they get killed . . ." Shelbi's rich store of idess for writing appears
to have as its source the literature she had read. Here is an excerpt of the 50-page and
still-growing story:



was dry. | glanced at my long thin legs and then st my mother standing
near by, who nickered her encouragement. | put one leg out in front of me
There | stood in the centre of the stall. | tried to fift a foot, nope down |
front of me. | gazed around, the stall looked the same, down st my leg
Long ever 30 long. | tumed my head and nickered st my mother standing
appeared at the door of the stall. They were smalier then my mother, |
mention a short neck. | went to my mother but she had gone over to the
or the creatures thet lived in it. They came over to me talking in soft

The story from which this excerpt is taken was one of Shelbi's favorites. She felt

Ihﬂﬂymlﬁf'mlhw!htdm-ﬂlhta
person who is reading to see them just as well as | can. | meen, | don't

expected to end the story when the horse “retired st the age of ssven becsuse o7 & bowed
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tendon." However, in spite of her planning, Sheibi found it difficult to bring the story

to an end. Shilmmhfdfﬁcdthhm:tarhshtth
et BT e e
o 3 S e e
s and lengthened her story. Though she believed that, "a story is really an idea
put down, 30 when your idea ends, the story should end,” her dilemma lay in keeping the
ﬁ-m:ﬁﬂﬁwmcwﬁﬁmm One of Shebbi's fears as a
readers. Tmmwﬂwvﬁthmm&daadﬁtndﬂuﬂhpthnﬂ
ﬁﬂgﬂtmbywvﬁhﬁ.'ﬁhcmﬁud“ﬂmmw:m:aﬂnnwy
Fiﬂ*gﬂwhmmnpnbﬁnhstynrfwﬂnﬁhum'ﬂthiwﬁtw
that we did ended up being an assignment. We had to finish it or we would get a 2ero and
everything.” WMﬂuShﬁwhdmmmtﬁwmmh
m&mwmmmmmmm&nﬂnmm:dﬁn
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find writing difficuit, but stated that "it doesn't need to be.” Shelbi was aware that

others struggled with writing, but she, herself, was a confident writer for whom the
ideas flowed when she sat at the computer. indeed, she found that "it's easier to find ideas
now because when I'm in grade six, you learn more and then you know more, so then you
can write about more things." Because writing was becoming easier and it "didn't take
[her] as long [to write her stories],” Sheibi feit that she was becoming a better writer.

in summary, Shelbi was an autonomous, confident writer who thrived on the
freedom to create stories which drew on the vast store of experience and ideas gained
through extensive reading and exploring a variety of interests.

Understandings of Writing and Writers

Defining authors as "people that write,” Shelbi declared herself an author. When
compering and contrasting her writing processes to those of published authors, she
indicated that the most significant difference was the audience for their writing, in that
published authors "get peid to write,. . . [s0] if they're going to publish their book, they
have to use appropriste langusge and they heve to kind of fit in with what the demand is.”
in contrast, though she hoped thet others would enjoy her writing, Shelbi cleimed that,
for the most pert, she wrote to please herself. However, because she inte «ded to publish
her story and make it available for the class to read, she attempted "to plesse as meny
people as possible (in order to] have as many people as possible enjoying it." She
invited “crestive criticism™ because “if [her readers) didn't say what they didn't like,
then [she] wouldn't know what to fix and it wouldn't be as good as it could be.” Thus,
Shelbi weicomed others’ opinions of her writing and wes anxious to find out whether |
considered her story boring or not. She wes concerned thet the length might make the
story tedious to read and coneciously guarded against "going on and on sbout one thing
because then &t gets reslly boring.”
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When describing the processes of writers, Shelbi described the process that she

carried out. Shoidentmodcemhconddcntionsmchauthorsmbﬁslingfﬂfgm
sudience would have by saying, "They have to kind of fit in with what the demand is. So,
ifalotofm«ynwebweaﬂk;gandhwdymmcs,whi:hlthﬁbprm
ﬂnmykdmldbo.thnlﬂ**thy’dhvetodw.‘ in contrast, because she was
nﬂdhgfaachwmaud«m,d\efdtgruterﬁeedanhwﬁtigtam
herseif because "nobody will care because I'm not writing to publish it.”
Shbidehd'oood'%hghtmofthevhwsofﬂnaﬁmﬂfﬁﬂnﬁecgd
to enjoy it in order for the writing to be published. When asked to talk about "good”
writing, she addressed specific features of fiction to describe a book that she had
borrowed recently from her mother: " ke the way it ended. it was really freaky. [The
suthor] develops the characters really well. She creates a really good mood. If you have
mm(whkhmbodydoes).dnnnkunmlynsytopiemﬁm‘sm
on. " The importance of providing details which heip readers to create visusl images was
mdM’smasam«mmdMMMMﬂﬁm
of other authors’ work.
you read a reslly good book, you kind of get into it? it's the same when you're writing
hmmwwmnﬁwhm“tmm&“ymmﬁ
however you want it. lfyou'nhmmmofmstory.it'snﬂymuhgm
write.” nmmmmmnm.mwsmﬁhbawﬁ
reader and writer being actively involved in the story.
writing. She explsined, “As | write, ik comes. So | have the ides, | write it snd as | see
R, k kind of comes.” She elsborated on this notion of writing-as-thinking by positing
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that the recursive writing process in which she engaged was "kind of iike organizing

ideas.” She feit that the process of organizing ideas when writing an informational piece
“"mekes you remember. You have to think sbout it 30 much that you remember it." in the

following research report, which was assigned as a social studies project, Shelbi shows
Mdumdmmwmmtommmmmmgmm
and experience with the information gathered through her reading.

Report on Samuel de Champlain

Samuel de Champlain was a french explorer. He was also a
mapmaker, Champisin was one of the frist people to set up trading posts
mwam:m in Canada. mmcmwsﬂnmivopeaﬁth

voyages. He explored sround t. Lawrence river.

Ssmuel de Chemplain made his first exploritory trip to Canada in
1603. He traveled with people who were to set up a new
furtrading post. Just as Jack Cartier had done sailed up the St.
Lawrence but decided not to stay there, instead he sailed back up to the
:Mmmwm-mmmmmmauyof

Samuel de Champlain explored the coast but became more interested i
the St. Lawrence. In the year 1608 he agein sailed down the river. He
Mammmmmwdﬁmmmmamm
post. mwwmmmammmm(uﬁn
the river narrows). There was a lot of good soil near by and a good supply
of furs. These were nesded to pay for the settiement and some of

many explorations. Samuel de Chemplain made friends with

the and Montagnies peaples, he wanted their help to transport
furs to the trading post. They said they would help only if he heiped them

Chemplain wes looking for the Northwest Passage. He founded Lake
Chemplain and in 1615 he came to lake Huron snd Lake Ontario. He was
dissapointed thet he didn’t find whet he was looking for. , ,

Mmmmdnthuiﬁ\thuwhdtododﬁhm
Y TMMMM.MWMMMMM&H:!H
the land being deserted. He could have run into ice burgs or got lost in &
storm. There are many other things that could have happened.

MW'WMIM%WWM are very good st sitting and
mmw...mmdmmmmmmiﬂmm

forget it all.” She talked about writing as a process where she used informati
then simply "pack[ing] it in [her) head.” Consequently, Sheibi viewed writing as a
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thinking process. She expisined, "it's very easy to take the information, say it says,

"Samuel de Champlain sailed around Australia three times.' And you could just say, 'The
quchcxplw«.SumddeChmplﬁnsﬂeduamdﬂncmMofAmtnhbetmn
two and four times.' You'nnotruﬂywritingit.you’rejustd\mmtﬂnbook
says.” Thn.toShewadthgismthanﬂnphydcdactoffomﬁ\gchuactmon
the page. hstud.nbaprmmchfacmesherthimmtheorgﬂutionof
her ideas.

in summary, Shelbi identified with published writers in ai respects except that
they wrote for a wider audience. She defined "good" writing in terms of the specific
characteristics which draw her interest in stories that she reads. The writing process
is a thinking process in Sheibi's view. Shefeelstlntsholeummeabomhertopicm

what she wants to say through writing.

Shelbi's Mother
Shelbi's mother is a physiotherapist. She agreed to meet with me at the school just
m!ﬂnuﬂdﬂnsdndbynthtdnwﬁpi&mwﬂneddsmdmm
home following the interview.

Shelbi's Mother a5 a Writer

mwwmmmmhmmumm
mmmuwmmmmmammws
mother’s adult ife. Writing wes a larger pert of her husbend's life because of the
demands of his work as a university professor.

MM:M&NMWMmehMa
mmnmamummammummmm
svid readers and writers. Like Shelbi, she hed "just enjoy{ed] school right from the



very beginning and it wasn't a lot of work for [her]. [Shc]emlddaobywiﬂulittsa
effort.” She expisined that English was a su ject in which she had excelled in school.
Hm-w.mmwwhﬁmlm.&ehsmhvﬂdmwﬂ;ﬂ
heving an imposed structure. She preferred to “just sit down and write a poem” and gave
mmﬁmwnﬁmmmmnm-ﬁamm-m

m;mmmmﬂtntm:anﬁM' For this reason, Shelbi's
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WS _ Ot _fier Uaughter a3 a2 Writer

Sheibi's mother had collected Sheibi's writing samples since her preschool years.
Stnhdobuvadﬂuh‘smmbem:tmm:mmarmdprm
feedback on her writing. Shee!phhedtlﬁtSlElbi“reﬂylikgsmtarnd[m
Writing] but she doesn't like me to change it. So she doesn't really ask for a lot of input.
m'u'smmhmm.mwm.'mmdmmmsmusm

M‘smmsnmmmhm'smwm
years. She said, "they have changed from being sort of beginnir , middle, end all-on-
W.m*mmﬁmmm-nmmumnmm- As
md&ﬂumhnmnmﬂmmmmwhmm
mm-am:ﬁmmﬁmhmmm-ﬁnmﬁﬁm
M'Wmmhnmnmmﬁﬁﬂumﬂhnﬁ-tﬂmm
finished.”

To assist Shelbl in her writing, her mother did not feel that Sheibi needed "s lot of
nunmm[ﬁm]-m.nmmtmmmm




m:dtmwsmﬁni@tmtmhﬂthgdeﬂimmfammﬂngsﬁ
could be heipful in encouraging her to finish h~- story.

Sheibi's mother viewed her daughter as an "imaginative and verbose” writer who
mddpubnﬁymhtntqmahhrmmm&ﬂnymmnfm
she had heard her deughter express a desire to write a series of children's books sbout
horses. Because Shelbi was such a self-motivated writer, her mother felt confident that

Shelbi's mother cautioned that Sheibi's interest in writing lay in the freedom to
“let her imagination take over” and to kve "in a whole different world.” As an
sutonomous writer who did not appreciate a great number of limitatios or suggestions
from others, Shelbi experienced difficuity in her grade five class because of the
deadiines and structures that were imposed on her writing. Her mother expisined,
foreign to all of us. She did wel, but it wes more of a fight to get her to do what needed to
be done.”
sither going to be an imaginary world, which she really likes, or horses.” Shelbi's
horse vet, 30 she got her horses in thers, snyhow.” She expisined that Shelbi drew from
M'm“hﬂﬂmmumwlnml@-tmmﬁru
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mother attributed Shelbi's penchant for writing fantasy stories to her reading interests,

since many of the books she read were of the fantasy gerve.

M‘:m“ned:mmmmdumemﬁsmdmuf
individusls were accommodated. Shexﬁhnd,‘ldm‘ttlﬂmc;ﬁt:kcldnhd
m&ﬁmlﬁdm\:ﬁﬁtw&ybody,hecmitmﬂt Some kids will be better

For students who w.:e expemmmdﬁmﬁysherecm‘mthem
mcfan;“mdfgrm%am.mmmm.ﬁfeﬁﬂm
"coming around in the back door and saying, *How sbout this, this and this?"™ would be
more efficacious in improving their writing.

Msmmmmm nstruction provided in the school had
bmvuycﬁc:hhwm:m:nm She thought it was

ﬂngﬂﬂnﬁq“tﬁhswsmsﬁdiﬁmdaht@‘m
children just to express themselves.” She feit that an emphasis on the correct use of
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"your work doesn't really tell you anything"” if readers are not able to decipher the

words. Because the communication of the individual's ideas was the most significant
aspect of writing, she thought it was important to consider spelling, grammar and
sentence structure "if something was going to be posted outside.” However, she
explained, "if a child has a zillion spelling mistakes, | prefer to see half of them
corrected, rather than a zillion of them corrected because that's hard for (the
children).” Shelbi's mother felt that the use of computers in writing classrooms
facilitated the students’ editing of their writing. She also applauded the teachers in her
children'’s school for providing positive feedback to students, so they would be
encouraged to express their ideas.

in summary, Shelbi's mother feit that writing instruction should focus on the
needs of individual children in order tn encourage all children to express their ideas
effectively.

Adam
Getting to Know Adam

When asked to find a partner for a group project, the boys in Adam's class looked
first to Adam. Adamwcsthemnmtlikelytoiritiateaconversationwithg’dshhs
class. With his easy-going, fun-loving nature, Adam appeared comfortable in any social
situstion within the classroom. He had readily assumed a leadership role as one of the
class representatives on student council, As the captain of the school's safety patrol
MMMMModtoMtoOttmfaaMMcw«mW
outstanding students who had worked on their school’s safety patrol. The gosls that Adem
set for himseif at the beginning of the school yesr reflected the vaiue he placed on social
relationships, as they included "mak{ing] friends with others in school [snd] do{ing]
well on my petrol test.” His academic gosl was to "improve my division.”
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Adam is the youngest child in a family of eight. Four of his siblings are of school

age and living with their parents. Adam visited the home of one of his older brothers
over the Christmas vacation and returned with a desire to pursue a career as a lawyer,
the vocation of his brother. He recognized that writing would play a part in his law
career, but did not feel that writing would assume a role in any other aspect of his kife.
When Adam was assigned writing tasks to complete at home, he fulfilled the expectations.
However, he did not initiate writing projects at home. Instead, Adam described how

some time spent inside playing Nintendo.

Adam's love of stories was evident in the variety and numbers of books that he had
read. His favorite genre was fantasy. The Brian Jacques' "Redwall” series, which was
introduced to him when his grade six teacher's husband began reading it to the class, was
the subject of many conversations between Adam and his friends during writing time.
While listening to this story, Adam responded overtly on many occasions. One incident in
the "Redwall” story amused him enough to send him sprawling out of his chair with
lsughter. The stories he had read and the movies he had viewed became the starting
points for much of his writing. He loved to tefl these stories to his peers and often the
questions | asked him during the course of this research study were answered with, "You
know the movie about . . ." as an introduction to his retellings from these movies and

Adam's mother said that he has siways enjoyed reading and having stories read to
learned “"how to print and knew how to spell.”
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Adam g5 @ Writer
When asked about his writing style, Adam described himself as a writer who
included "talking and describing and then talking™ in his stories. He explained that his
stories often began with dialogue and then included a part "where there's many

travelling through all this place and then | go back to talking, so my whole story isn't
just taking." He provided the following story as an example of this "style” of writing:

The [his fimlly name] Family

"Timmy, stop that,” Lisa sheaked running up to the bathroom and
slamming it on Timmy's face.

The bathroom is the only place where you can lock the door in the
[Adam's family name] house-hold, except for the study which is down in
the basement. Timmy was smacking Lisa on the rear with a wet wash
cloth, and by now Lindsays butt is as read as a Chili Pepper.

Timmy snuck away behind the door in the laundry room while Lisa
uniocked the door and siowly opened it. She steped onto the hallway rug
with her hands up and ready for action. Timmy snuck up behind her, and
thtamcdtalistm_

AU 7 h 'Lisnyeﬂedmswshlsthecloth
streaked across her rear end.

The sound of foot steps came down the stairs while Lisa, and Timmy
stood up straight.

"I know | heard soemthing dow here, so whats the problem,” Mrs.
(family name] said in a quiet voice looking at the two trouble makers.

memﬂmmwmmm*Tms
smacking me on the butt with a wet cloth.”

" Well, she was throwing water at me in the kitchen.”

Down the haliway | was giggling while watching the action.
Thunyrmﬂuwnﬂrehllmﬂomkmbut"m[fmlym]
stopped him and told him and Lisa to go and do something instead of laughing
st everything | see. | went to sit in front of the tube while Lisa and timmy

went to their rooms to study for their tests the next day.

This excerpt from his story shows Adem's refaxed style of writing, which is very
similar to the essy flow of conversation in which he engaged with both adults snd his
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writing better. He explained that this was because "l had his writing in my head." As a

resuit, Adam's stories were very similar to those of Brian Jacques. in the following
excerpt from Adam's story, there are many shades of Brian Jacques' stories. The plot is
similar, in that a group of maicontents attempts to take over the home of a peaceful
group. In addition, the dialogue between the characters in Adam's story is similar to that

between the villains in Brian Jacques' stories.

invasion

From The
Planet

ZORKON

PROLOGUE

The morning dew dripped off the winter icicles, snow diamonds
fludered in the air on the planet Zorkon. The zorkons have been at war
with earth for many years until pollution on Zorkon planet had started to
shrivel up and die. They found a planet to dump it on. Now the war was
over and the zorkors had won and taken over the planet. Army recruits are
sent to the planet every moon to take a ton of garbege down to the planet
earth, and only one team can save the earth from terrible destruction, are
Zorkbusters!. The Zorkbusters were once zorks but now that the they have
taken over the planet earth they vowed to protect the humens. They are
armed with lasers, gas masks, and shoes the only thing that can harm a
zorkon. The Zorkbusters live on the planet Marsber. The planet Marsber
is hot, cold, and chewable. The Zorkbusters are the only things that can
survive on Marsber, of course, their are anteaters.

CHAPTER 1
The morning sun beam bounced off the sparkling crystals on the
army base of Zorkon while the mid afternoon sun broke threw the
shaddered Ozone layer on the filthy garbage laying on what used to be earth.
Earth was going threw a big crisis while the Zorkons sst on their rear ends
drinking lemonade. School kids were learning how to laurch garbage, and

use pollution guns.

"Butterfingers, how could you be so stupid”, a voice said in a loud
shreek that could aimost be heard all around the planet Marsber, the voice
was smack he siways took a bite out of the planet that is why he has the
name smack becauss he keeps on smecking away.

"I can't help it smack, every thing keeps sipping”.

“Now | know why they nemed him Butterfingers because he's such a
goof-up”, said Zack the smartest and the leader of the Zorkbusters.

The Zoribusters are a team made up of kiutzes, fat heads, and brains.
These three heted the poliution on the their planet but they though it wes
bad to just go and find s planet with living crestures or just any planet and
just dump it all on it.
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This story began as an assigned narrative fiction which was to be handwritten and

compieted within a one-hour time frame. The assignment was used as a diagnostic tool
and as preparation for an upcoming provincial achievement test. Adam explained; "|
continued [the assigned story] on the computer because we didn't have time. It turned
out that my fiction in here is only the prologue for the story.” Adam appeared to find it
difficuit to write within a designated time frame and expressed his appreciation of the
freedom from deadlines that was provided in writers' workshop.

Another way in which Adam hoped to improve as a writer was to receive specific
feedback from his peers during authors' groups with his peers and his teacher. He
explained that he wanted his peers "to say what parts they like about it and not just
say,’l like it' . . . what was good about that part, or if they didn't like a part, I'd have to
fix it up. | like them to tell me what's wrong.” It appears that Adam placed great faith in
his peers' and teacher's abilities to discern the needed changes in his stories. He viewea
his writing as something that could be right or wrong, as a response to a test question
might be.

Adam was siways wiling to talk with me about his writing. He had many ideas for
stories and showed great enthusiasm when starting to write a story. However, often
plagued by "writer's block”, Adam found it difficult to follow through on them and was
often looking for a diversio~ Adam described ways in which he had tried to get past the
block, including “writ[ing] out the ingredients for writer's block™. Though he “really
Wice[d] writing™, Adam "was not reslly into it." He explained, "if | work on it too much,
| get bored and 90 | just leave the story and then | never get around to it again." As a
result, his file held meny openings for stories. He did complete the two stories included
in this study, but they did not meet the length requirements for published stories in this
cless, 30 he hed not published any stories by the end of April in this school yesr. in the
past, however, Adem had published a number of stories.



To assist Adam in following through on his ideas, his teachers have provided %2
suggestions for using webs or for jotting down ideas to plan his writing. Adam explained
that he found these planning procedures "took up most of [his] time, so [he] just
think(s] about it in [his] mind instead of writing it all down.” He stated that he usually
did not know how his stories would end when he started them and expressed frustration
that he could "never get [his ideas] down on paper 'cause they never tumn out right.” It
appears that Adam compared the literature that he read with the stories which he was
writing and was rarely satisfied with his efforts. This may ~ave fisen one reason for his
inablity to complete stories this year.

Adam found that his most successful storiec we- - et srew fairly heavily
from literature that he had read. Though he wai smex: ~gom *rom deadlines in
writers' workshop, he struggled with the freede - sncs becguse he found it
difficult to "get on the computer and start weiting.” In addition, Adam stated that he did
not enjoy journal writing because he had notiimg ¢ say 't appamrs that Adam needed
more of a focus for his ideas in order to camy through with Wem. Adam spoke with
pride sbout a story he had written with a pssr m the previaus year. As part of a unit on
ancient Greece, he had been asked to write an “sridgbiter™ myth that was based on Greek
myths. indeed, Adam claimed that he "started really writing stories” in grade four when

Adem spoke enthusiastically about all that he had leamed through Ed's writing
And we lsarned how to do similes snd metaphors in our stories, how to do description.”
Adam stated thet he aiso leamed s lot when his teacher sent home a tape with his
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with me and we talked about the story and my mom would tak about my spelling and all

that.”

Adam's teachers were not the only individuals who helped him to become a better
writer. Adam claimed that, through reading the writing of Brian Jacques, he learned
"about what the personalities of a character should be like [and) how to make [his)
characters ~ome alive.” In addition, Adam feit that one of his peers "taught [him] how to
start off a story good.” Adam felt that he had become a better writer because the stories
he was writing in grade six were about many imaginative topics, while the writing he did
in his early school years were strings of events based on patterns provided by his
teachers.

As an author, Adam hoped that his readers would "want to have an adventure like
the one in the story” that he had written. He described this vicarious experiencing of the
story’s adventures as "getting into the story”, something that he did when reading
stories. He feit it was important to achieve his audience's expectations for all the
writing he did. When thinking about the sudience for his writing, Adam sppeared to
determine how he wanted his readers to respond and then attempted to draw that response
through the tone and details of his writing.

When Adam resd his stories to me, he often corrected spelling errors that he
encountered. The correction of spelling errors and the inclusion of words that were
missed were his purposes for rereading his work. When using a pen to write a piece of
nerrative fiction for disgnostic assessment purposes, Adam used a great amount of
white-out to correct spelling errors, and to chenge words.

Though Adam felt thet interacting with his peers heiped him in his writing, he did
not enjoy sharing his writing with others when they criticized his writing. It appears
that Adam’s classmates’ responses to his writing were of great significance to him. Asa
result, evitical reactions greatly influenced his concept of himself as a writer. Adem
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described one such experience as follows: "Jim was trying to bug me . . . | got one word

wrong and he couldn't read it. He'd yell at me and bother me about it and so | didn't
bother publishing it.” It sppears that the fear of receiving negative feedback from his
peers contributed to Adam's difficulty in finishing his stories in order to publish and

In summary, Adam was a writer who brought his love of literature to his writing.
He drew on stories and movies he had read and viewed for the ideas of his writing, and set
by comparing it to that which he had read by published

high expectations for his writing
authors. Wanting his audience to enjoy his writing as much as he enjoyed the published
stories, he was rarely satisfied with his efforts and often experienced "writer's block".
In addition, he was very conscious of his audience’s reaction to his writing and feared
negative feedback. As a result, he had published no stories in grade six, but had many

Adam described himseif as a good writer in terms of mechanics, saying, "l am a
with [his] story” and thus, was not a good writer. He speculated that published authors
never become a "resl” writer in these words: "It takes a resl writer a long time to write
@ story [because] you don't have encugh idess. You have to plen sheed for a long time.” in
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get all the ideas but | can’t write them down.” In addition, he feit that "getting new ideas

for a book” is difficult because a million books have been written in the world and [the
new ideas] have been used up, aimost.”

Adam's description of "good™ writing reflected the things he learned about writing
from his grade four and five teacher. Writing descriptively played a large role, as did
the use of "good verbs,” characteristics of the "ankiebiter myth” which Adam composed
with his peer the previous yesr. Adam used "description” and "the expressions” as
criteria for judging Natalie Babbitt's story, Tuck Eve ing, as an example of "good"
writing. He said, "You could just listen to it.” in addition, Adam commented that good

writing "hes to have humor in it. it can't be dull, just carrying on and on. It has to have
adventure, fighting and good and evil. * Adam appears to judge "good” writing based on

good stories were reflective of that which would be found in fantasy stories. He felt that
Brian Jacques was a good writer because of his imaginative ideas, the details he included
brought to the story.

According to Adam, writing in the subject areas involved "doing a lot of describing”
in order to mest the assignment requirements. Once he had written the informati
Adam feit that there was no need to dwell further on it because, as he explained, "thet's
" He found it heipful to talk and read about subject area topics, but stated, " | don't
think you learn anything by writing it.” However, Adam did feel that writing helped him
to remember information about which he hed talked or read.

that Adam fek that the power for determining the focus of his learning was in his
teacher’s hands.
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Martin Frobisher
Frobisher was from England, his first voyage was in the year of 1576
in the summer. He salled around North America, and explored the coast of
Labrador, he discovered an isiand which he called Baffin island, he named
Frobisher bay after himseif which was discovered on the island. At first he

thought it was the Northwest Fassage. Frobisher and some crew men went
ashore with gifts for the inuit, the inuit traded furs with the crew men for

many falubles. Frobisher used sign language so the inuit could guide him

and his crew threw the Northwest Passage. The Inuit were called the Inuk.

Frobisher took back a rock to England thinking it contained goid.

Frobishers second voyage was in 1577, he collected many of those

biack rocks. He wanted to know what happened to the five missing sailors.

When frobisher and his men started to leave the inuk started to follow them.

They chased the sailors back to their boat with bows and arrows, one of the

arrows hit Frobisher. Only a few of the inuit were killed. By then

Frobisher and his crew hed fifteen ships. They landed on an unknown

island. Frobisher and his crew took back meny of those black rocks finding

they were worthiess. His crew found out that the rock was fools gold, and

iron pyrite. This voyage was Frobishers last.

Adam feit that the only reason for writing non-fiction books was to eam money.
These books were written, in his view, for students to read in fulfiling school
requirements. Adam, himself, decisred that he would not write informational books
“uniess | was reslly bored and an old man and didn't have snything to do in my life.” It

appears that Adam associated thess books with school tasks and saw little value for them
outside this reaim.

Meany of Adam’s ressons for writing related to school tasks, as well. Though he feit
that writing "helps to bulld your imagination,” he aiso fekt that writing was an
important subject in school because it "heips you with your education, . . . it helps with
& lot of other subjects, (including spefiing], and heips you get used to the computer
because the computer is used a lot with work." Schooling wes valued by Adam for
preparing students for the work world and writing was one of the tools thet he felt were
neceseary for success in the work world,

The process of writing, in Adam's view, was similar to that which he carried out
whils reading, as he commented that “idess pop into your head” because "you ask ‘whet's
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going to happen next?’ . . . and then you just think, 'Oh this might happen and this might

happen.'™ In addition, Adam feit that reading and writing were similar in that they drew
the reader and writer into the story. “4e explained, "When | read, if it's an interesting
story, | get into it. And when I'm writing and it's an interesting story, | really get into
it." He went on to say that Brian Jacques "would probably get into his writing because
his stories are exciting.” According to Adam, if he were the one writing Brian Jacques'
stories, “l just couldn't wait until the next part happened, even though | was the one
writing it."

Though Adam felt that he wrote "kiddie stuff,” in elementary school, he felt that he
would heve to improve as a writer in junior high school and become a more descriptive
writer. In this respect, he feit that his writing would more closely resemble that of
published writers which he had read and enjoyed.

in summary, Adem viewed fictional and non-fictional writing as serving two
different purposes. In his view, fictional writing was meant to entertain and to engage
the resder and the writer. The purpose of non-fiction writing was to record information
that had been gathered through reading or discussion. He feit that published writers
carried out writing processes which were similar to his own. However, he
differentiated between himself and published writers by saying that they were
successful in meeting his criteria for good writing, whereas he had difficuity in meeting
those expectations.

Adam’s Mother
Adam’s mother, a former teacher, met with me at the end of one school day. Adam
joined our meeting in the school library from time to time, as he was waiting for his
mother to take him home.
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Adam's mothe: and father were both English majors who used writing in their
daily lives as a vehicle for communication and for carrying out work-reiated tasks in
professional writing with each other. However, apart from writing essays, letters and
reports, Adam's mother stated, "I'm not a writer [because] | don't write stories. I'm not
really interested in doing that.” Instead, she enjoyed writing in her journal.
portance of writing, in Adam's mother's personal life, lay in its capacity to
a result, she valued her children's writing and kept samples of all seven children's

family project. Adam's mother expisined, "We try to encourage our children to write in
journsis, they'll say, ‘Oh, that's where | come from. That's why | do that. My grandma
did thet. She liked that or feit thet way.™ All members of Adam's family wrote in
family would set aside time for writing in their journals as a family. To Adam's
mother's knowledge, journal writing continued to be a part of her children's lives.
Describing the writing she did as a high school student, Adem's mother explained,

1ot." In spite of her confidence in her informational writing and the encouragement she
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because, in her stories, the "pecple and characters didn't do anything too dramatic or too

wild.”
in summary, Adam's mother viewed herself as a good writer who communicated

her family, she observed that she was less creative than others and, as a resuit,
preferred informational over fictional writing.

When describing her views on good writing, Adam's mother related an incident
where one of her English professors provided an outline for his students which showed

wiote, "You owe me 25 merks for having to read that.” Adam's mother related her
hnrrw:tmedvhgﬂismpannmmth:th:fvmmgmdmmcmgdaﬁﬁ
because "what that does is focus you. You don't ramble, you don't run on. | liked it much
that structure gives you freedom because you then are in charge.” She explained, "if |
writer's purpose to be "good™ writing. Thus, in her view, to succeed as a writer,
individuals would need to have a clesr ides of the purpose and direction for their writing.

Shﬁizdtmnnsm:mytom:stmtwemhermmm
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Easy times, you don't learn anything sbout yourself. You don't grow
ﬁhcamﬁmyaum Muﬂmymhlvldfﬁcdtmm:mﬂ

write, dewmdn,ntﬂ:yaumymm w-hv:mamnrmynf

knowing. Other people can teil us who we are, who they think we are, but

they don't imow. We're the only ones who can tell who we are and one of

ﬂiwhﬂtmyshbygxmsﬂmmhsinmmy Writmisthe

nliug.

it appears that the primary functions of writing, in Adam's mother's view, are
facilitated through the thought processes that are involved in writing, as individuals are

When Adem'’s mother described Adam as a writer, she compered his style of writing

to hers by saying, "I'm not as dramatically creative as Adem is. I'm more a ‘Dick and
Jane' kind of writer and | write about things that | know sbout, but Adam writes about

meet." Adem’s mother cbeerved thet fantasy was his favorite genre when reading, as
well, as he reslly enjoyed reading J.R.R. Tolkien's and Brian Jacques' books.

Adam's mother felt that Adam’s easy-going personsiity was expreseed in his
written assignments at home, Adam rarely requested assistance from his parents. Like




101
there. We don't do well in maths and sciences as much without a lot of hard work, but we

can simost write an essay in our sieep.”

Yiews on Writing Instruction

identifying self-expression as a significant function for writing, Adam's mother
felt that the primary goel for Adam's writing instruction should be to enable him "to
express the person that's in there readily and easily . . . because inside there is a
marvelous human being that we're only seeing the very tip of. And the only way we see
snything eise is to communicate it." In her view, students had to trust those who were
reading their work and feel confident in their own abilities in order to take the risk of
expressing themselves in writing. Recognizing that "it's a tremendous responsibility
when you read something that someone eise has done because you're going to influence
their whole life. You're talking about their values and their feelings and perceptions,”
Adam’s mother feit it was important that students’ writing not be "censored.” She
explained, "This is the tragedy in the school situstion. Your feslings are read by someone
else who says you shouldn't fesl thet way." Adam's mother fesred thet "a lot of people are
closed up because of their experience” in having low grades snd negative comments on
their writing. As a result, she sppleuded Adem's teachers for encouraging and praising
Adem 30 that he feit comfortable in expressing whet was important to him.

With self-expression as the gosl, Adam's mother feit thet writing instruction
should include a “this is how formet.” She explained thet students "need to know exactly
where they're going. There are pethweys to follow. Rt's like we used to be taught, and |
munmmum-m A paragraph consists of these things.
i you have thess things, you heve 8 good peragraph. And thet's your way of checking
back, otherwise you have no parameters to judgs & by.” indeed, Adem's mother
attributed individusls’ fallure to writs 8 "good” peragraph to a lack of swareness of those




perameters. Wrnwmnﬁhtmdmmm&ofmdhmttnh:1oz
variety of genres so that students could "break [them] down to see how the author got her
story across in an organized way.” In this way, with teachers providing an outline which
pointed out the structure of the literature, students would be made aware of the
structures they could use in their own writing. Thus, Adam's mother feit that direct
instruction which described the expectations and conventions of good writing provided
student writers with the confidence needed to write well. These expectations provided a
structure for the students’ writing and a means of determining how successful they were

as writers.

Recognizing that it was not possible for schools "to be all things to all people,”
Adam'’s mother advocated a "retum to the basics.” She explained, "I think school was
be integrated into o subject sreas.

in summary, Adem's mother appears to view writing as an important
communication tool. Because of its key role in seif-expression and in the communicati
writing.
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Chapter 5
CULTURAL UNDERSTANDINGS OF WRITING: THE CHILDREN'S
TEACHERS

influential factors in shaping the children's views of writing included the ways in
which their teachers viewed writing and themseives as writers, together with their
views on how writing instruction should be organized. The views of the children's grades
three through six teachers are presented in tum, beginning with those of Gabrielle, in
whose classroom the resserch study took place.

Gabrielle
Throughout the duration of the study, Gabrielle met with me four times in her
Three of the students in this study were new to Gabrielle's classroom. Only Ruben

There was never enough time in Gabrielle's life for writing. She said that she did
[she) needed to work out.” However, she pointed out thet reading played a lerger role in
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During my stay in her classroom, Gabrielle applied to be in a "pool of writers” for

previously taught, Gabrielle had gained confidence in herself as a writer and wanted to

nurture her interest in writing. She described her experience as a member of the

fledgeling writer. We were all fledgeling writers.” She appreciated the "exploring and
'n spite of her growing confidence in herself as a writer, Gabriell

don’t have thet extra little bit. When | read someone like Len Deighton, who is 80 clever
that Gabrielle's views of herself as a writer were besed on a comparison of her writing
can't craft the way some of the authors thet | reed can craft, but | can pettem.”

of others’ writing to be a “crutch” thet faciitated her own writing.
Gabrielle feit thet her apprehension of writing hed its roots in her experiences as a
writing conventions were paramount in the evaluation of writing in schools, She fekt
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spelling with the use of a word processor. With the use of a Spell Check, Gabrielle feit

“quite comfortable” in writing.

A difficuity with spelling was not the only hurdie that Gabrielle had to overcome as
8 writer. She aiso feit that much of the failure she experienced as a student writer was
due to the paucity of good writing models availsble to her in her chiidhood. Gabrielle
relsted an incident from her second yeasr in school where she had been asked to describe a
picture of a clown. She remembered the pride she had feit in writing, "It is a clown. It
has red heir." She aiso recalied her dissppointment in being told by her teacher, "This
isn't a story." Analyzing her experience through a teacher's eyes, Gabrielle said, "There
was no introduction, no example. There was a visual and that was it." Gabrielle feit
thet, as a grade two student, she needed to be nurtured as a writer by being read many
examples of good writing. Because she had had imited previous experience with writing
and with written language modeis at home and at school, Gabrielle explsined that she
“was a late person to reed and so [she) didn't reslly become involved in the world of
print, maybe until university.”

Since that time, however, Gabrielle had been a voracious reader, who was "siways
interested in hearing writers speak” because she was "really fascinated with their
crafting.” As a reader, Gabrielle was interested in the ways in which writers put their
words together and attempted to apply her cbservations in her own writing.

Though Gabrielle did not think she wented to become a professionsl writer and did
not want to write in the "structured”™ manner of profess:.nal writers, she intended to
continue with her expressive and personsl writing because of the plessure she
experienced in writing. She aiso felt that it was important to model for her students of
SoOmMeone an enjoyment of writing, 50 she attempted to write as her students wrote in
cless. However, she explained thet there was little time for her own writing becsuse the
students were in need of her guidence. As 8 resuRt, she lsughingly relsted, "Every
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' ontemporary technology required the use of written language. In her
contributed to its critical role in

individuals ssem to demend "a piece of psper to validate anything.”

for fictional writing, and thet expressive writing would siways be a part of writing
explsined thet writing wes “a resffirmation of what you know” as it sllowed individuals
to "practice” using their knowledge. it seems that Gabrielle viewed the permanence of
writing as heipful in sllowing individuals to take a second look st the understandings t
had written, in order to think further sbout them.

changed the tone and fesling of a piece of writing. She explained, "It's the presentation.
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individuals viewed their writing, as they took greater pride in creating a polished

product.

posts of good writers might be the way they interpret poetry. | know some people who
mwaammﬁmmnm”dumwﬂwnmm
writers.” Shcmstonhtcﬂnkniglnuﬂcmﬁ:m&tﬁtrudarsbﬁvgmpﬁtw
reading with the creativity that is involved in expressive writing.

“Good™ writers, in Gabrielle's view, "throw words around” in interesting ways.
characteristic of good writers, according to Gabrielle, is their ability to evoke an
emotional response in their readers. Margaret Atwood is one such author, as her writing
hes "made [Gabrielle] angry, . . . made me think and re-evaluate.” Gabrielle
MMMmmmmnMﬂtym“ﬁiyﬁmm“mdmhe
“provocative.”

Gabrielle greatly valued writing and had high expectations for her students as
writers. Though she “really fe[lt] the push of curriculum at this level,” she “"guard{ed)
were “outstanding writers™ who were “far better then [Gabrielle] ever hoped to be.” She
explained, "1 know that they wouldn't be if | hed said every Fridey sftemoon, 'This is
your hour for writing.' | know thet they wouldn't.” She hoped thet her students would




mﬂﬂmﬂhwmnﬁnhmmhrnmpnﬂam“ncwl‘g\a
To provide a purpose for students’ writing, Gabrielle aliotted time for students to
share and celebrate their writing with her and their peers. While in authors' groups,
other during formel sharing times and during the writing sessions when they interacted
ormelly. She cbserved, "There's a lot of chatter going on during writers’ workshoy
ideas. Even if it's just talking about the next recess, it just might trigger another
for concentration, but felt that interactions between students were helpful in providing
Having worked with classes where students denigrated each other's writing,

8 lot of peer conferen

plot and “respond™ to the piece by describing what they lked sbout . She explainec
that, “¥ t's a published piecs, Rt's not going to be changed. We're not asking for
reminding students of them before students shared their stories and by modefiing the
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Gabrielle wanted her students "to establish ownership of their learning.” She felt

"basic goal” of her writing program was to encourage students "to express in writing

great but there is voice, then | know there's hope.” When talking about Ruben as a grade
R's something that they're going to be sharing in a formel kind of way.” She felt thet the
use of word proceseors as the primary writing tool in the classroom facilitated the steps
students carried out the steps in the witing process as they composed st the computer,




even though their typed product did not show evidence of their thinking. She expla

*{ think 8 lot of revision is going on. They see the print so immediately and then they
look at it and they evaluste it." in addition, Gabrielle feit thet the formal print of a page
thet has come from a printer "makes your words so important.” Thus, she feit that the
use of the word processor siso encouraged students’ enjoyment of writing, as they placed
grester value in the final product because of its polished appesrance.

but felt thet "we've done children a real disservice because we haven't been able to be
positive feedback which existed in elementary classrooms may "have given kids a faise
ides of where they [we)re and that creste{d] problems later. | think we have to be reslly
concrete sbout it.” She found that when writers’ workshop was first introduced, "it was
‘Give them paper and & pen and let them go."" However, she noted thet students "didn't
have tools” because they were not being taught what writers did to compose “good”

making students sware of effective writing strategies. She explained that it wes
necessary to "point out the things thet happen in iterature 3o students could reflect
[them in their writing]. Someone had to say, ‘Let's have a look st this paragraph. Why
do we ke this peragraph? What is happening in here? Whet are the words doing? How
are the sentences structwred? | meen, the very very besic kinds of things thet you have
to do." Gabrielle weicomed the specific guideiines for writing thet had been provided by
the provincisl department of educsation in the langusge lesming program of studies. She
her students’ writing. She explained, "Before thet it was more of, “Tell me about your
writing.' And then sort of riding by the sest of your pants.” Gabrielle thought that the
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'm&andyukmamdn(mchmimdhghm&)mdmmd
gone down. &ﬂmmwdmhmﬂﬁmmﬁdm@hﬂmﬂﬁ
Program where students took a weekly pre-test and post-test of words from a list of
commonly misspefied words. Shwﬂ-tﬂnﬁﬂmtﬁditmm't@gu
mmwmm.mmmmmﬁhm We're certainly
NMQM&&&:WMMIHM

to sey and explained, "1 don't push for products 30 much because if the kids have
something to say, it will come. nmmmmgy.h'uﬂymﬁm
mmummmmmnnmmuﬂmm' She
m.umwmmm. You get people who are writing to »
writing to meet desdiines did not improve the quality of her writing and caused her to
dread writing.




mmmmmﬁmﬁhmnm'mmnz
siways evolving. Shnﬁhhﬂd.'Ws'niﬁtﬂaﬁﬁlnrdanﬁﬂucmtm“fnrﬁﬂﬁg
her portfolios had evoived from "a collection of work” to a collection which included
She feit that her experience in merking students’ writing on provincial achievement
regretted thet the criteria for selection of students’ work to put in the portfolios was
ARhough we have & menu [of the contents of our portfolios) for our

mmaimﬂ-tﬁmﬂmh s | get s

some junior highs that are looking at portfolios, but when | look at whet
mmu.,«""éu...‘.‘&‘:{‘_“wmﬁ' Wt bt And
ore re doing, | think k hes to be tightened a little bit. An
then ’'m scared to do thet becsuse as teachers we have this
professionaliem. We're supposed to be able to meke these choices.

mnMﬂﬁtﬁMmMmmmﬁdh
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mﬂmdﬁm'swﬁ&ghmyummwwsmﬁftm“
writers, and at the same time, guide them to become more effective in '
their ideas to readers.

nﬂhmmﬁﬂnmﬂmthﬂmﬂtMtomnmt!'
hmndhhmﬁﬁ“mﬂmmﬁduﬁmdum
desl of personsl writing. S-ﬁmmmﬂtahnm.mlhfﬂﬂm
high school or high school at all [except for) esseys.” Rhonds explsined thet methematics
Hdwhnhmﬂmmﬂmm:m

and there’s writing thet | don't particulerly enjoy. Fm not really into it enough to know
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enough fictionel literature to shape her views on "good” writing.

Rhonda feit that written language played a critical role as a vehicle for
communicating understandings in all subject areas. in her classroom, she emphasized
within those subjects.

As wel as being a communication tool, writing siso played a significant role in
learning, in Rhonda's eyes. She expisined,

thoughts might be a bit scattered. Yet, when you have to focus on the

writing, it focuses what your thoughts are and you coordinate your

thoughts until you go through a process where you have to change it from

it seems thet Rhonda viewed writing as a means of making connections between bits

knowledge for them.”

The primary goal of Rhonda's writing instruction was her students’ enjoyment of

environment where all students would experience success as writers. She cited an
mmnum;mwmmmmh
witing to “"use some Netions! Geographic pictures to crests a mystery story on &
hypercerd stack.” This student wes very proud of the writing he hed done and Rhonda hed
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invited him to share his writing with his peers. She expiained the significance of this

incident by saying,
It's just those little things that are very important, you often can't

ok, e, 1 Ko, than you U someto e+ it |

wrcsabout e i wey o tha o 0 o et o v s tht

:oux;‘o‘rmmamammmgwd.yw'ﬂgm

Being sensitive to the needs of her students as writers, Rhonda encouraged their
enjoyment of writing and then built on their enthusiasm by making them aware of
cheracteristics of good writing. She expiained that she often asked students to read the
writing sloud, inviting their peers to “listen and see what kind of neat words this person
hes used.” By asking students to read their writing to their peers, Rhonda weas
sttempting to enhance their views of themseives as writers, and at the same time, was
providing models of good writing for all students.

Together with the use of "exciting vocabulary, one of Rhonda's criteria for good
writing wes its ability to convey a message in ways "which somebody eise can read and
understand.” As a result, she expected her students to use writing conventions
correctly, though she cautioned that the mechanics of writing were "not as important
other things. And yet for a reader, they have to be there.” To make students aware of the
provided opportunities for students to edit their peers’ writing.

in Rhonda's clessroom, as in Gabrislie's claseroom, for four days each week, helf
just sort of running to catch up with whet they're into these days.” She wented to have
more time for writing conferences with individusl students.
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in her classroom by saying, "inside you have to have that faith that you set the situstion
Up properly so thet [students’ growth as writers) will happen. And it ususlly does. It's
just that bit of discomfort in not really being a pert of it." When using writers’
marking it on a daily besis.” However, she asserted that she was "willing to experience
hilhmmmmmwﬁﬁﬁhmm:ﬂ
for children to bring something to it."
wﬁ@ntm.ﬁg:mmmuﬂmn

snd they (hed] a herd time coming to grips with what a story might be." She found thet
the unconstrained flow of ideas did not shways result in a better product. in contrast,
lﬂhﬁﬂ!“HMﬁwﬂmmiﬂﬂwmmﬂﬂ
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she conceded thet the computers did facilitate the physical process of writing.

ﬂmmmmmmm\mﬁ'smdwnM'm
88 writers. They were: "What's good?" and "What could you do better?™ She asked these
two questions of her students during writing conferences. To answer these two
Questions, she used the criteria outlined by Alberta Education for evaluating students’
writing of provincial achievement exams because she thought, "The stuff's out there.
This is the direction things are going. Maybe I'd better have snother look at what I'm
doing.” However, she had modified the criteria because she feit that it could be
“simplified for kids" so that they would be able to use the criteria to assess their own
writing. She explained that one criterion would be, "Does the whole thing meke sense
and fit together?” She added, "I would think the organization or the content would be one
and then another one would be, ‘is willing to take risks snd go for difficult language or
try to express things in a different way', and then the third one might be the
conventions.” She fekt thet these three categories would provide enough informetion so
thet students would be aware of what they were expected to do and would be sbis to set
goels for themseives as writers.

Throughout her teaching career, Rhonde hed attempted to apply what she hed
learned through discussion with collsagues and her observations of students' behevior to
design a writing program thet encouraged students’ enjoyment of writing and their
SUCCESS 88 Writers.

In summary, it appeers that Rhonde viewed a disgnostic approach to writing
instruction as being the most effective. She felt thet teachers should seeist children in
developing their writing skilis by observing what the children were able to do and then
determining how they could become better writers.
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Alice
teacher.

Aics a3 2 Writer

Alice vaiued writing as an effective vehicle for communicat
hﬂcdbcﬁx&maammﬂ.ﬁﬁammwhi
hmnmmnmmm-mmm-m
to give, but not a good writer,” and relied on other writers to assist her in presenting
her idees clearly to her readers.

Heving experienced success as sn adult writer through the publication of her
books, Alice found that “writing [was not anywhere the onerous task it used to be for
writing hed “improved tremendously.”

g her ideas. However,

In Alice’s view, clarity of communication and having a "good flow of idess” were
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The communicative function of writing carried over to the subject areas, as well.
Akomadﬂntwﬁtﬁnm'nimaﬁmhﬂgfﬂnﬂ*ctm[mw
really is a tool to communicate.” in this way, when students wrote, they were
“communicating the subject matter.”
whether those things would be idess for stories or subject area i S
leaming tool.

Alice wanted her students to feel successful as writers. She hoped they would not
Mwhﬁotommm&nhlmﬂﬂwmlm
with and [we)re wiling to present to others to shere.” To encourage students’
was ready to be read to a lerger sudience and then to "publish it, print it out on the leser
printer, coll it, and shere it with others.”
students felt as writers. Mmdhﬁhhm-ﬁﬂmﬁﬂ
abilities in writing “an ides or group of idess thet would be appesiing to someone else, to
writing conventions were important in order for writers to communicate idess thet




would sppesi to their sudience. mmmﬂmmmmuo
others.
writing conferences, she tried to "show them aress thet they [could) improve.” She
explained thet “if we don't do this, it's hard for [students) to know what to do. They need
Woﬂﬂmmm‘[ﬂwﬂt]mmﬂnmdﬂumﬂﬂﬁ
Mudnmmlwcﬂhnﬂ-ymﬂmmm
paragraph as they [we)re writing, but they [did) go back sfter.”

in Alice’s eyes, the influsnce of the word processor in the writing clessroom
mhwnmmmmmmmmmm
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their idess. mwmmmmmmwm

consistently when using word processors. She attributed this consistency to the clarity
ofﬂnmbondncamn«m“fdtﬂmdnphyﬁdwmmmdﬁiﬁt
mm»wmofmtﬂnymnmm More significantly, Alice
noticed thet her students were "much more willing to edit” when writing with word
processors. She explained, "it is stil something that the teacher really has to
encourage, but there's more the willingness to do the editing." Because the students were
rereading what they had written and felt confident in making revisions, Alice feit that
bmwmmmmmmmmmm”mmh
writing with children.”

mmmmmmmmammpmmm
having student teschers and perents "involved in assisting the children one on one.” She
described the “editing perties” she had had in the classroom where 22 parents were
matched with individusls from the class of 35 students. The students read their stories
and then the adus "heiped them to do some editing and bring it to the stage where [the
students] could publish [the stories].” Alice valued the guidence which she and other
adults could provide students, and viewed the writing conferences with individusls s
factors which contributed significantly to her students' growth as writers.

Alice hed observed thet guidance from their teacher and interactions during
mmmmmmmmmmm She
explained thet these ides-generating sessions invoived sl students in the class "because
(she fekt] they stimulsted each other.” Alice was sensitive to her students’ readiness to
MMNWMWM'M&upr“mMgm
their own.® To the other students she often seid, "¥ you're reslly stuck and stil went to
think & through some more, remain on the story carpet snd we can talk some more.” She



' ﬁmmmm-mmmﬁtmﬁm'm1zz
starting to write. Alice recalied the struggie she had had as a student writer in finding
idess for her writing and directed a grest des! of her energy toward assisting students in
that aspect of their writing. When she wanted them to write on specific topics, she drew
the literature piece thet we're looking at st the time. And we'll focus on maybe a
directed, Alice sttempted to assist the students in meking connections between the
ha-ﬂhmﬂﬁﬁﬁhmmmﬂu_ﬂm
mhwﬁgﬂnwﬂmﬁyﬂahﬁmhmm“m

Ed
Hmﬁ“ﬁﬁiﬂmmmhﬁmm

Mﬁ 7'7 ,; _
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needed to work through difficulties in his ife. He feit that he did "a ressonably good job"
when writing informational pieces and expisined that informational writing was easy for
words. It's besically reorganizing, taking something eise and reorganizing it." Ed found
because "it’s safer. Kt's not coming from the heart as much; it's not me. It's not as
threatening.” For this reason, he felt confident in sharing his informationel writing
with others.
hmﬁﬂﬂm'[hm]t@ﬂﬂn‘hmmﬁMHﬂﬁi
with others to find out how they viewed his writing. In addition, Ed wes sware thet
others viewed him as “reslly crestive and quite dramatic™ and as someone who hed “s ot
willing to consider that he did have the potential to be a good writer of fiction.
mwmwmm]miuﬁQWE[hm]umm'
he would heve lled to do. Ed dresmed of & day when he could cast aside those everyday
concemns and “skt st home and write.” He speculsted thet participstion in 8 network of



Ed could not recall meny details sbout his experiences as a student writer. H-E:
mhmhnmmeﬁﬁﬁﬁnmmmmmpi:dm
hmﬁh‘nhhmmmlmmﬁmmﬂmﬂham]
teachers was Ed's goal as » student writer. The rewards of writing wers tied to the

Aﬁﬁhﬁmmm;nﬁt:hmmrwgmof
yeors, Ed fek thet he had become a better writer. it was through his work as a tescher
thet he had come to appreciate the relationship between writing and thinking. In this
ﬂmﬁqnﬂuﬁgﬁhmmm-afﬂumhm rofessional
thoughts in de mEdhdmmmmdﬂ:thm
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suthor. When Ed read their letters, he falt "as if the writer{s) (were] sitting there,"

taking to him.
using “detail and description” to entertain and inform the reader. Ed contrasted

read?” In his opinion, the better opening was that which included descriptive details,
together with adjectives and adverbs, because it was written "non-drearily” and in a
writer, if they have some trsining and discussion, it mekes them a better reader. They
can pick things out and look at things and predict and all thet stuff if they're writing and
just for yourself as you're going through it and going back [over it).” Ed fek that "taking
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we're never learning just for us. it makes us able to contribute this to a conversation

snd thet. We don't just sit down in our room and read and leam, . . . never to share it or
never to use it.” It seems that Ed viewed writing as a leaming tool because of its ability
to shepe and form new understandings in ways thet would facilitate the communication of
the information to others.

Yisws on Writing instruction

Through his experiences as a teacher, and as a resder and writer, Ed hed formed
strong opinions on what he viewed as important goels for his students as writers and
readers. memmnmmm'mmmmmm
w.mWMmmmmmw'mmmM]
& might meke them better resders.” Reading played a significant role in his personal
and professional ife and he hoped thet his students would value reading throughout their
lives, ss well. In addition, Ed spoke with certainty about the qualities he encouraged in
his students’ writing and asserted, *1 believe strongly in something and | go with it and |
push it and | get . | say two yesrs with me is all | want » student to have because I've
oubuddimﬂntfmmfmmmntl-tmdneuudwhm

hwsm.mdmwmmmmwmm
descriptive detalls. To achieve this gosl, Ed found meny opportunities to meke students
sware of the use of description, both in the iterature thet he reed to his students and in
the stories that his students wrote in class. He also gave his own examples of how
writers could enhance their writing by using descriptive language, snd explained, *Often
n-y.mtooum'mnmmmmmmmmmnmw
make & more interesting.” nmmmummm
through direct instruction with the whole class. Ed described one lesson where he seked
mmummuhmmmm“mmhm
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from a calender. m«.mmmx@nmm-naymmmm

hed pictured and described. Valuing description in the kterature that he read, much of
Edsmmummdnctodmdmmhutmrunafdnﬁﬁm
details in their writing.

challenge themselves and feel safe doing thet.” To provide a supportive environment, £
spent a great deal of time, both during class time and at recess, working with individuals
mummmmmmgwmm in addition, he gave students
the author. You have to chooss. None of them migiht be any good. You might want to stay
writing from his students. However, he also explained, "If | don't like [the story), |
can't inspire the kids. And | say to them, 'Iif | don't like your writing, that's my opinion.
mwmlmmmmﬂ‘?hgﬁmmmmhm
writing, | want crestive writing and 30 | structure that. | don't sllow diary, journal
mhmmmm'mﬂmmﬁm[mm




focused on story writing.” mmﬂmumEdmntﬁmthukd“lv;yza
unstructured writing program.” Depending on what he wanted to teach at the time, Ed
orgenized his classroom so that students were either working on topics of their choice,
working on topics he provided them, “brainstorming a whole bunch of plots, settings,
characters and then picking ones they wanted to write about,” or writing in partners on
topics they had chosen. Having observed that students often started many pieces and then
had difficulty in following through on them, Ed asked his students to "build on [their
stories] and to revise [them] and edit [them]" for four to six weeks. He explained,
minutes later, I'm finished.” In Ed's view, writers required extended periods of time to
focus on their writing in order to creste a piece that communicated their intent in

Ed thought it was important to meke students sware of the importance of writing
and “sdverb” when talking sbout students' writing and did not refer to them in genersl
encouraged their use of reference materisls such as dictionaries or thessurl. Ed felt that
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grammar exercises and questions with "an absolute right or wrong answer” as methods

for teaching students the correct use of writing conventions. He explained that it was
lesson on a perticulsr skill. instead, he feit it was necessary to "link it up with
Edm.d,'lbdbuma#yﬂm-mmmsm:wgblbenﬁ
writer.” He supported this assertion by explaining that editing and revising are
conferences with students whose work was written with a computer, Ed found that the

mﬂm-ﬂWMM-ﬂdmmnmmwm

Ed had observed that his assessment of students’ writing was most effective when it
wes used “to meke them awere of what it is that they are doing and things they could be
they did on the comments. The use of grades, in Ed's view, promoted competition between



it's not just every speling mistake circled.” Hchdfmdmtobovwmep:h?io
to this assessment strategy and wanted to continue with this practice, but found it too
time-consuming to do with an entire cless of 27 students.

in summary, Ed's views on the importance of using direct instruction, together
with individusl conferences and smell group work to improve students’ crestive writing,
were shaped through working with university instructors and school administrators who
heiped him to see that "there's so much you can do with [language arts).” He felt that his
experience with student writers and his love of literature also contributed to his views
on the important aspects of good writing, such as detail and description, that he chose to
emphasize in his writing class.

Myrna
Myme taught a combined grades five and six class in another wing of the school.
She was Shebbi's grade five tescher.

Myima s a Writer

Myma found professional writing to be rewarding and viewed writing as one way in
which she would achieve her professional goals. In addition to writing her mester’s
Mnumammmmmmm-mmjm
assist teachers in profiling student growth. She expisined thet her "concrete-
sequential” neture wes reflected in the ease with which she wrote “how-to” manusis and
professional articles explsining teaching practices which she found to be effective.

in spite of her success as a writer of informational text, Myrna did not feel thet she
wes & good writer because she did not write fluently or express her feslings and thoughts
to others in 8 comfortable menner. She feit thet the roots of her negative views of
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herself as 8 writer lay in her public school writing experiences. She remembered one

occasion where her high school teacher "stopped [her] in the haliway and said, ‘Myrma,
you're just not a writer. You just don't have what it takes.”™ She described her
emotional response to this teacher's assessment of her writing abilities as one of being
"devastated.” As a result of this and other experiences of a similsr nature, Myrna
disiiked writing. Indeed, she feit that experiences such as this one expisined "why [she
had] never fekt confident or [why she] feit like [she) struggled with writing." In spite of
the difficulties she experienced, Myma observed that she had become a better writer and
thet she was gaining a facility with writing.

\Understandings of Writing _and Writers

in Myrna's opinion, "writing is communication.” She feit that writing was "like
reading and talking”™ because "you read someone eise's writing and your writing will be
read by someone eise.” She considered oral and written language to be closely related
communication tools and felt that the goal which directed writers' decision-making
processes should always be the effective communication of their intended message.

Writers, in Myrna's view, were bom with "certain gifts." However, she explained
thet "you can teach [writing]. . . [However], someone who is actually talented in that
area can go a lot farther. With appropriate motivation and expectations, the teaching,
the modeiing, the practicing, the application, you can certainly improve.” Thus, though
Myrma felt that good writers possessed a netural talent for communicating their idess
and feelings, she thought thet effective writing instruction meds it possible for most
individuais to become adept at writing.

Myma recognized good writers as those to whom writing came eesily. She
contrasted her own struggles as 8 writer with the comfortabls, effortiess writing of
thoss whom she considered to be good writers by explsining, "Whet [they] can do in halt



an howr probebly would take me a day. mlmmhmﬁﬁyﬁmmﬁz
them. It just flows.” Myma did not consider the products of the writing when defining

to deveiop within her students a "love for reading and writing.” Because she feit that an
factors in determining their success in school. She cited & personal writing activity,
writing” that she had implemented in order to motivate students to reach curriculum
projects aseisted her in "captivat(ing) kids' motivation” and in carrying out her




133
going to use [the writing formats].” She also structured writing assignments so that

mmﬂa.vﬂtyofmmhmthanﬂocudmkhdsdm
that students would be doing in their lives outside the classroom.

Mym'svicwdmuacamuiationtodmnﬂectodhhetwmm
program. She felt that students should use writing conventions correctly in order to
communicate their message. In this way, spelling, handwriting and grammar were
considered by Myrna to be basic to writing. She empathized with individuals who
MMMMMWmmmhMMﬁ
explained, *1 think thet [there were] teachers who did not understand "whole language”,
and they were thrown into the throngs of it and maybe didn't understand the whole
philosophy.” She went on to ssy that the expectations for writing conventions such as
mmmemmmhmtmmﬂnymﬁ
uncertain about how they should teach these conventions. However, in Myrna's view,
“Phonics has its place. You need phonics to spel. But it's how it's taught, because we
used to teach it in isolation, but it can be taught in very much a whole language
spproach.” Myma asserted that she was teaching "the same besics” that she hed taught
for a number of years, "but maybe just in a different spproach.” In her classroom,
Myme put into practice her views on the value of writing conventions by asking her
mmmn'wmtmmmmmmr,mmmu
thet "if your sudience doesn't understand what you have written, all your work and effort
hes been for nought.”

Mymae valued writing as a mesns of reflecting on one's leaming. Her views were
reflacted in the weeldy "Reflections” newsletter which each student wrote to take home
to his/her parents, and to which parents were invited to respond. During the lest period
of each day, students “filed in all the key lesrnings thet had happened throughout the dey
in their "Reflections” letter. They reported whet they did in cless as well a3 whet they



learned (which is not 50 easy to do)." Myrna explsined that it was "a mega time 134
observed that the newsletter provided students with a means of reflecting on and
strengths and wesknesses, fluency, and of course, all the writing skills." She siso used
the newsletter a3 a "tool to teach outlining [and to] reinforce paragraphing skik
important aspects of Myma's writing program. She explained,
| sways tell the kids that pesple who are successful are not successful
hﬂﬂﬂwﬁhmt‘:ﬂﬁﬂwm% Networking is
very important. R's not chesting. Yafwjmgﬁtnnﬁmymﬂu
cﬂﬁ. So my kids do flow charts of every | company or
mm&:iﬂmﬂﬂﬁ.mlﬁmﬂhmm We're

not sl Bustrators, so there will be kids who will get other kids to
ustrate.

students were able to improve the effectiveness of their written communication. In
their views of themesives as writers. She sttempted to achisve thess gosls through
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asserted, “it's far more time-consuming but you see, it's something | believe in and
vaiue, so despite the time commitment, | do it."

Myrma very strongly believed that students should be involved in assessing their
own writing and that of their peers. To assist students in carrying out self-assessments,
the effectiveness of their own and their peers’ writing by providing them with specific

m'smn;mwmwmmmm
activities which would encourage the children to write and to value their writing.
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articipants in this study viewed writing as a purposeful activity which
Though the four children in the study asserted that they enjoyed writing snd wrote
The perticipants in this study hed meny different ways of expressing their views of




’ ﬁmﬁ.ﬁﬁﬂﬁﬂmddﬁMhhmﬂyﬂx
an understanding of writing as a recursive process; one that allowed writers to

a piece of writing on its ability to entertain and sustain the interest of its readers. As s
communication of idess to readers, the pants also thought it was important to

The adult perticipants in this study expressed their awe of the creative talents
thougit that published writers must have an easier time of it or they would be unsble to




Thﬂﬁm‘smsqndﬂmmﬁiyiwmchfmﬁa
children’s self-confidence as writers. All of the adult participants felt that their
teachers’ criticism of their writing had contributed greatly to their apprehension of
interpretations of the adults' views on the role of writing in their lives.

for evaluating their own writing, together with the ways in which they defined their
writing.

Mdﬂﬁwﬁ,ﬂummhﬁmdylﬁﬂﬁmm

mwmwmﬂmmmmm':mhﬁ-



139
teachers in this study went to grest lengths to ensure that all children in their

classrooms fek that they and their writing were accepted by their classmates and
teachers.

My observations of classroom interactions while writing showed that the teachers'
attention to the buiiding of supportive peer networks for writers was necessary in order
todidddﬂhnﬁuntholdndsofuitic&nthtmﬂd“theﬁvkwsof
themseives as writers and as perticipants in the classroom social network. During my
mhmdmmﬂwcmmmsmem“nm
brought to the writing classroom from social situstions outside the classroom, were
overtly played out while writing. For example, Joey expressed the hurtful feelings of
bﬂ\gl'hftmr'mmmdymaaammmmmm& n
addition, Ruben resented the stinging remarks mede by his peers while he was writing,
and threstened to tell his teacher what had been said. This prompted further derision
from his peers, in spite of his attempts to meke them laugh by telling them of the
escapades of the "Chicken Man” in his story. It appears that the children brought to
their writing classes conflicts which hed srisen in past encounters with others, either
within or outside of the classroom environment.

The presence of the conflicts and their influence on the children's confidencs in
their writing were recognized by children and teschers alike, as Gabrielle, the grade six
teacher, cited past experiences where children in her classroom hed denigrated their
peers’ writing and the writers had become ashamed of their writing. The students also
gave examples of incidents where their peers’ negative comments hed demeged their
views of themseives as writers. Adem described one such occurrence as follows: * Jim
Was trying to bug me . . . | got ane word wrong and he couldn’t read it. He'd yell at me and
bother me about &t and 30 | didn’t bother publishing it.”
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As a result, when orgenizing their writing clsssrooms, the teachers considered not

only curriculum and instructionsl matters, but also the ways in which they would
structure interactions among children in the classroom. Sensitive to her students’ views
uMummmmmMWMh«mmm
been criticized, Gabrielle looked for ways to discourage students’ demaging criticism of
their peers’ writing. In her mind, children have a purpose for writing when they know
it will be shared with others. However, when children fesr that their writing will not
umwwmmmmmmmbmwam
which enhances their writing. Thus, Gabrielle spent a lot of time planning ways to guide
her students’ responses to their peers’ writing. By taking pert in the authors' groups,
she modefied positive responses to children's writing. She siso established rules for
mmmmmunmmmmawmm
not going to be changed.” Thus, when the children shered their polished writing with
their peers, only positive responses were allowed. At this time, Gabrielle reprimanded
students who mede suggestions or asked questions, instructing writers to ignore the
comments, as their piece wes finished and no further revisions were needed. it was
evident that Gabrielle hed carefully structured classroom interactions in an effort to
mmmmwmwmmmmm

The ways in which the children’s teachers responded to their writing slso
influenced children’s views of themesives s writers. The adult perticipants in this
MMMW:MM:MMMWM
children’s writing by comparing it to a standard set by the tescher. instead, the
participants fekt that teachers should view children's writing as a source of information
mwmmmmmmnmmahmm
and the areas where teachers could sseist the children in becoming better writers. The
parents of the four children in the study fek thet the teachers’ responses to their
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influenced by their own experiences as student-writers. The participen
their teachers had praised their writing when it conformed to teacher-imposed
and to make sense of new idess in ways that did not match the understandings of their
teachers, their writing received harsh criticism. Unable to achieve their teachers'
expectations, the participents in this study became increasingly apprehensive about
writing and came to view themseives as unsuccessful writers. Smith (1983, p. 79)

1ts' views on effective responses to writing were
ts noted that

participants were unable to enjoy writing for the pleasure of expressing themselves.
In summary, the adult perticipants in this study recognized the significant
result, teachers encouraged the children to support each other in their writing and
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Calkins (1986) and Graves (1983) assert that children who write for an audience
other than their teacher have a purpose for revising and editing their writing because
they want to communicate clearly their ideas to their readers. The participants in this
research study confirmed this understanding. For example, when the children revised
by sl of the children in the class to be the best writer, to Joey, who was the least
confident of the four children in this study, the children's primary concern was the

in addition, the adult participants in this study feit that attention to writing
conventions was important in order to facilitate the communication of their ideas to

having a good flow of ideas is what is really essential. However, that flow

of ideas comes by having some of these other things in place, like being

able to write a sentence and makes it hang together, being able to write a

peragraph and meke it coherent with a theme . . . Being able to really

communicate a message is really pretty basic. Andthidﬁﬂrnﬁn

make thet messags, the better it is, and 30 some of thoss things that we call
mechanics come into play there in order to meke that message cleer.

The aduits’ wishes for their children appear to have been realized, as the children




Check” on their computers, they often ignored the suggestions that were provided. A?ia
result, the spelling errors appeared in their polished stories. it appears that, though
the children were not anxious about writing conventions, they were aware that it was

tant to attend to them in order to facilitate the communication of their idess.

The children in my study evaluated their writing according to different criteria
graded by their teachers (Stallard, 1974; Britton, Burgess, Martin, McLeod, & Rosen,
1975; Applebee, 1984; Pianko, 1979; Gay, 1983; Watkins, 1985; Marx, 1991).
The participants in my study expected that "good” writing would entertain and interest
readers. The four children wrote to please themselves and their peers, though they siso
wrote because it was a requirement in school. In contrast, the participants in previous
studies wrote to "meet the demands of perticular teachers, perticular subject aress and
perticular topics” (Applebee, 1984, p. 186). In addition, the participants in previous
studies made decisions based on their views of what would elicit the desired grade from
participants in this study and those of other studies lay in the anticipated audience for

in summary, the perticipants in this study judged the effectiveness of a piece of
on the content. However, the children did attend to writing conventions to some degree,




144

My observations of the children's interactions while writing, together with their
interview comments, showed that the classroom audience provides a forum for children
to construct their views of themselives as writers and as perticipants in the classroom
to read or to listen to what they had written. It appears to be very important to the
children that their writing should capture their peers' interest and spark their
whole story that nobody llkes it.” It appears thet Adem gauged his success as a writer

himeelf as & humorous and entertaining writer. Because he felt that "good” stories were
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cheracters and topics that they could use in their stories. They showed their awareness
of the cultural ex tions of their classroom by writing many stories using these
peers when they were about super- heroes and television or video game characters.
Joey explained that when he was younger, it was acceptable to write sbout animals.
However, as a grade six student, he was expected to write about more "reslistic”

Their favorable responses to Josy's writing contributed greatly to his feslings of success
88 8 writer and to his sense of belonging in the classroom social group.
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resl life, story writing provided the opportunity for the children to explore everyday
actions through the actions of stronger, braver cheracters they had created or borrowed
from movies and literature. For example, the boys' stories often contsined the violence
and fast action of movies, television shows snd books that the boys had viewed or read.
such as shopping in malls and esting pizza. Though the girls’ writing generally did not
include viclence, & siso centered on topics that combined elements of their everyday
the characters in thelr stories. They recognized that the use of their peers’ names in

hmhmnmwmmmﬁwﬁgmhm

R Do you want to be in this story?
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R: Well, what do you want your name to be called? Do you want your
name to be called Joey? His name is Mike Monster (motions to
J: Josy Calm.

ay. You can't be the Radical Mouse Machine ‘cause he's the, like
M: Whot

R: The Radical Mouse Machine.

M: Who's he?

R: Well, you're Captain Mike Monster. You're just getting in trouble

story by sttaching their nemes to cheracters who acted in ways that the two boys would
in addition, the exchange also appesrs to provide a forum for the boys to explore

their real-ife relationships with each other, as Mike made it very clear that he would

not tolerate a submissive role in his relationship with Ruben. He implied thet a problem

sbout their perceptions of her as the writer of a story that wearied them. ¥ Shelbi



Whumwhwmmm:uﬁﬁhumhltimpﬂxs
the other children in the study, it appears that Shelbi constructed her view of herself as
8 writer, as well as her socisl roles, through her peers' responses to her writing.

ity is like." Consequently, the four children were able to

this person's persone

peers’ writing and about the responses that certain festures in their writing would evoke
Though Fulwiler (in Fulwiler & Young, 1982) asserts that journel writing is s

used in the classroom appeers to have led them to view joumals as & means of recording

for the children to use their im tion or to play with the possibiiities within those
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events. Sﬂumdﬂumwmbym‘mm'nmh

your journal, you're writing what went on that day . . . You can't really use your

and their world through their story writing, rather than through joumnal writing,
which is recognized by Fulwiler (in Fulwiler & Young, 1982) to be a more expressive
“mﬂmmthymﬂnmnnﬁﬂﬁhmmmﬁﬁﬁy

way, the children were reinforcing their views of themseives as writers and their views
voice were centered around expectations of what would entertain their peers. These
decisions carried grest weight because they sssisted the children in fulfiling thelr




150
teacher's currriculum tions and also established the children's views of

themselves as writers and as members of the classroom social network.

thinking process, rather then on the physical act of forming letters. As a result, the
quality of their writing improved. Indeed, the word processor allowed those writers who
poor fine motor coordination, 30 it's a real chore for him to write,” found this to be true.
by hand.

he was using & word processor. However, as a resukt of his play, he did not write a grest
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computer was 8 source of entertainment for some children, it was s useful tool for all

children.

look of the finished product. hlﬁtﬂ\.AhMthtﬁudmtsmm

ined aftluehntyafthemﬂ:smﬂncmerscm

Like the perticig :higﬁymwm,ﬁiﬁdﬁm(lgﬂﬂ.
ﬂndﬂ&mhwﬁtﬂym:mnﬁmmimnmmm
it facilitated the editing of their stories and helped them to write better stories. Ed,
Adsm's grades four and five teacher, also asserted, "I believe strongly that a student who
writes on a computer is a better writer.” His transfer to a school where students did not
mmmmfwmmm-mramﬁmmn
who wrote with and without word processors. He found thet the students in his former
ﬂﬁmmﬁmm&mﬁﬂﬂhnmﬂm indeed, he
expressed s reluctance to make sugg ons for substantive changes in writing thet wes
tools which facilitsted and improved their writing because they made it easier to
mmﬂ-mﬂmmmm'smhmm




classroom. Though their teachers organized the classroom in ways which invited
children to value their writing as a means of self-expression and to consider themselves
as successful writers, the children viewed writing which allowed them to explore their
they feit that they would become "real” writers only when their writing was accepted by
an audience beyond the classroom wall and when it had received financisl rewards.
mhuthmthoemuinrﬂpmﬂ:mﬂmﬂuywcmmghmm

It appears that they viewed activities which took place | rimarily in elementary school to

be less serious and of lesser importance than those carried out in secondary school and in
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sppears to value is that which enables individuals to accumulate weaith and to function

independently in the work worid. Thus, because elementary children have many years of
schooingbcforaﬂwybecmm;mety::eeptsm“maﬁe'demﬂm
curriculum which provides opportunity for individual expression. However, as
children move closer to the time when they will be part of the work force, the school
curriculum focuses on the preparation of young adults for the world of work. As a
result, the secondary curriculum encow Jes a8 more "visible” curriculum, with an
mmMMMMnMSimmﬁtowmcm
from text books and lectures, rather than to express themselves (Bernstein, 1975).
The differentiation between the "visible” and "invisible” curriculum appears to
have influenced the children's views on "real” writers, as well. Like the children in
grades one, three and five in Nistler's study (1989, p. 16), the children in this study
did feel that they were published writers. indeed, they hed printed a laser copy and made
& cover for their stories, and then had made them available for their classmates to read
by placing them in the class library. However, they heid a common belief that "real”
therefore more valusble) experiences in secondary school and in the adult work world.
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their teachers. This sharing of control showed the teachers' trust in students’ abilities

to learn (Smith, 1986, p. 149).

However, in sharing the power over students’ leaming, two of the teachers,
Gabrielle and Rhonda, experienced some uncertainities about the effectiveness of their
instructional strategies, explaining that they had to have faith in the leaming process.
hsmaofﬂaﬁ:biﬁﬂsmﬁm:chﬁymdmmymefw,
these two teachers experienced an inner struggle in their attempt to reconcile
traditional beliefs in a quiet classroom where the teacher transmits knowledge to
effective in reaching their gosls for their students. Moffett (1985, p. 52) suggests that
this lack of support arises because "the public wants schools to prepere youngsters for
jobs and roles such as it grew up among. it wants to perpetuste a world it understands.”
Because the children in Gabrielle's classroom were provided opportunities to construct

in summary, the children’s elementary writing experiences slfowed them to
mmﬂﬁmm&mWHuﬂmmmm&ﬁu:
tool to explore their world and their social roles. However, » " ical” view of
knowledge to students in an effort to prepare them for the economic and sociel world of
adults, is evident in the children's views of “"resl” writers. It is also apperent in
mmwmmmmmmhmm
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social interaction, they, too, experienced uncertainties about the effectiveness of their

instructional strategies, and wondered if their students were learning all that they
should be leaming. They speculated that they would feel more certain of their students’
learning if their teaching methods were more "visible.”
Sociasl Contexts Which lnﬁugn:i Chiit-n s Understandings
of Writing: Summing Up
Mmﬁm“mwﬂtuxpresthemMsnmmmmm:af
their peers, they write confidently and enjoy writing. Because children experience
success as writers through the positive responses of their peers and their teacher, their
Mmmmmhﬂw:ﬁmemdtacmﬁeﬂmmm
ently, the focus of their revision efforts is on the content of the writing, though
hmﬁmdﬁm’smﬁiﬁgbmm:ﬁ:ﬂﬁdmbﬂh&
teachers, they apply their teachers’ standards to their writing snd do not view writing
a3 a means of entertaining and engaging their audience. It appears that children become
Though teachers of writing may not be confident writers, they strive to organize
their writing instruction in ways thet encourage their students to write with confidence.

wm“mhﬂnmﬂmM'sm As 8 result,
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in order to assure children that they are accepted as members of a classroom writing

community.

It appears that children construct their understandings of "good" writing through
their interactions in the classroom. Because the acceptance of the classroom audience
significantly influences children's views of themselves as writers, children shape their
writing to fit within the parameters of "good” writing, as defined by the classroom
culture. Indeed, when making decisions while writing, children select topics, characters
and genves which they feel will be accepted by their peers. As a result, there are many

elements which are common to the writing of all of the children. However, there are

unique variations of those elements in each child's story, as the children weave their
unique experiences into the common threads found in all of the stories. Each time a new
story is written and shared with others, individual children expand and change the shape
of that body of writing which is deemed to be acceptable in the classroom. Thus, as
children share their writing, they shepe the classroom definition of "good” writing
Mathnmmwm:mﬁﬁiﬂmafmmﬁwm
the responses of their peers to the writing.

Children's writing provides a forum for the exploration of everyday ciassroom
relationships among children. The children write their classmates into their stories by
be constructing their social roles in the classroom community, as wel.

Through expressing themseives in their writing, children become autonomous
classroom. R appesrs ihat they write to plesse their peers and themesives, as well as
their teacher. in this way, individusl expression is encouraged, s children use writing
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to construct their own understandings of their world. The curriculum that is learned is

"invisible” (Bernstein, 1975) because it is not a clearly-defined body of information
that is transmitted by the teacher to the children.

However, the children in this study anticipated that their secondary school
learning experiences would follow a more "visible” curriculum (Bernstein, 1975),
where teachers would expect them to write informational text that would conform
closely to the teachers' standards. In this way, the children anticipated that they would
bsomofﬂialutcﬁamymmmeyanpyedismersmdement:ryﬁides The
children thought they would be expected to reconstruct conventional understandings of
their world, rather than to construct their own understandings through social
interaction.

When teachers use an "invisible" curriculum (Bernstein, 1975) which allows
children to explore their worlds, they experience undertainties about the efficacy of
their instructional methods. It appears that their uncertainties reflect their efforts to
reconcile public demands for accountability through measuring the outcomes of their
teaching with the teachers’ belief that children learn through interaction and construct
through testing.

Implications for Classroom Teaching
mmmmmvdnhmmem:smwtmhm
children's writing. As 8 result, children are more apt to enjoy writing and to edit their
writing 90 thet it clesrly communicates the intended message to their sudience. in the
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processors as writing tools in classrooms enhances children's views of writing and their

success as writers.

Because children's views of themseives as writers are greatly influenced by their
peers’ responses to their writing, children have a significant responsibility in
supporting and encouraging their peers as writers. However, it is difficuit for children
to support and encourage peers with whom they were fighting on the playground during
the recess prior to the writing class. These conflicts cannot be ignored by teachers.
Rather, teachers need to provide children with tools to resolve the conflicts. They aiso
modtomddmdwhforceexpecutmformtodﬂm‘swithg. By
sttending to the nature of classroom interactions, teachers are ensuring that children
will be able to respond to the writing of their peers and not allow antagonistic feelings
toward the writer to interfere with their responsibilities as the audience for the
writing. As a factor which contributes greatly to children's views of writing and of
themseives as writers, the classroom audience deserves careful attention from teachers.

&cmcﬂldrenanvuysmﬁhotothekm’mtaﬂn&wﬁhg.ﬂ
thus to the acceptability of topics snd themes within their classroom culture, the
classroom sudience shapes the content of children's writing. Often, the topics snd
characters for children's writing are taken from popular culture and their stories
include violent acts. Teachers may wish to influence children's views on the
acceptability of topics and characters. When children explore their everydsy lives
through writing, there is no reason why their larger-then-life cheracters have to be
resl Me. Teachers can .neke chiliren aware of the multitude of fascinating characters
that exist outside of the television screen. in this way, teachers can encourage certain
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and topics of popular culture. Thus, teachers are showing alternate ways in which

children may explore the possibilities of their everyday lives.

In addition, children need to be given the option to share their writing with their
peers or to keep it to themselves. There may be times when children wish to explore
ﬂiﬂrwaﬁdiﬁmysﬂmdomtﬁtmhntheemmnﬂhgchﬁrmmm
Clilémmlybemwshtnmﬁnd\thcyhﬂmﬁmbcxmdby
their peers. lfwﬁ;hgismbiimcﬂf@r:ﬁldrentanplwetheimﬁ.ﬂnym
mmﬁmmuﬁammcmmmmmdm

journal and children are compelled to write in their journals during certain times of the
day, the children may view journal writing as a school task and not as a forum for self-
discovery and self-expression.

This study showed that children's views of themselves as writers are enhanced
thmmmﬂ:mﬂﬁmfummm%
measure Up to a teacher-imposed standard of acceptability. It is difficult to avoid the
mdtm'Mthﬁmmmm#s
withpbmafplﬂcmfarw However, it is possible to
continue to teach an "invisible" curric im and at the same time, to respond to public
ﬁﬂmnﬁcnﬁtmtamtcﬁmhupadﬂcmc This assigned writing
mhh“ﬁmmmmmﬁnmmm The
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In response to the public demand for accountability, it is not only through

writers. The information which the four children have provided about their learnin
through responding to questions about their views on writing and writers has been
valusble in providing a more complete picture of who they are as writers and learners.
when gathering information for children's portfolios because children demonstrate their
through articulating their understandings of their world.

Teachers who use an "invisible" curriculum (Bernstein, 1975) and encourage
D with others while writing may need to

children to construct meaning through interactin
m-mw:m&mmmmﬁwinsmbm
perpetustion of the status quo. Because the leaming that takes place in classrooms which
teachers need to feel confident in the efficacy of their instructional strategies. Without
opposition and may begin to question their understandings of how children leam.

lenguage clessrooms. mmdﬁmnmmmmm
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learning a second language, may influence their views on writing and on themselves as

writers.
in addition, conducting a similar study with children whose parents are not
mfcsbmlswmldedwwcmyexpl«ﬁbnofthewayshmhedtmeisam

writing played a role in their parents' working lives and valued writing as a tool for use
in the work world. The proposed study would illuminate the ways in which children
value writing when their parents do not use it to a great extent in their work lives.

The children in this class composed with word processors. To determine the
influence of the writing tool on children's understandings of writing, it would be useful
to compere the results of this study with those of a similar study conducted in a
classroom where children use pens as writing tools.

In addition, it would be interesting to note how the four children's u
environments by following the four children into their junior high schools.

The content of the four grade six children's writing was greatly influenced by the
responses of their classroom audience. | am interested in exploring whether the same is
or whether this is a cheracteristic of middie grade children.

provided a rich source of information about their lesrning and sbout who they wers as
learners. It seems thet this kind of information would be velusble for teachers when
compiling data for portfolios of children's leaming. Recognizing thet conducting
interviews similer to the ones | carried out in my study would be difficult to schedule
for claseroom teachers, it would be useful to work with teachers to determine how this

information could be gathered during everyday tesching.
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mwmummwmmmhmmmm

dildren'sviewsontmaccepuwityoftopicsmthemsintheirwmmg.lwoudlike
to explore children's views of "good" writing in classroom environments where teachers
make conscious efforts to shape these views.

It is interesting that the children's mothers volunteered to share their views on
writing with a researcher in their classroom, but that the children's fathers chose not to
perticipate in the study. | would like to conduct further research on the cultural
understandings of parents’ roles in their children’s development as writers when the
children are in primery and in middie grades. The questions asked of the children and of
Mpumsmddmdncﬂyexplwetlwvimmm”m'rdesmdm
influence on children’s views of writing and of writers.

F&nly,lmddﬁhtoobmnstuduns’inenctianhwhwy,niddegrmmd
senior high school classrooms, interviewing the students, their teachers and their
perents about “invisible™ and "visible” pedagogies. My gosls would be to explore
MMNWMhm'MMwMMumh
level, and to observe how their views are reflected in their classroom instruction. In
MIM%wmmmhthmrmmm
Mfwmﬂq.wm'm"mmmm
beliefs in “invisible” pedagogies.

Personal Reflections
wwmmmmmmmnbmm.m
process. MnW,leﬂnmﬂha'ﬂmdﬂnmm
the ways in which individusis lesrn; understanding leaming as a process which occurs
Mwmmmmmmmmmw
and expressing cultural understandings sbout the world. My “theory of the world" wes
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Mﬁedulhtenctedwithmenter;nfmyadvﬁaycmmu with the perticipants

in my study, with the written work of researchers, and with friends and colleagues who
were interested in my research. Through these interactions, | constructed an
understanding of learning that reflected the cultural understandings of my environment,
together with my unique experiences as a teacher and learner.
modtouﬂdmﬁnbodydremmmmirﬂmmm:
more complete picture of chiidren as writers. | attempted to do this by exploring
dmwmm«mmmcfﬂ&tnmdbyhtmthe:hﬁeﬁspﬂmﬁum
influence of peers on middie-grade children's behavior, | wanted to find out more sbout
ﬂnMofchmewmﬂnmmofdﬁm‘smﬁmﬁmmm
of writing. Mlmo%mﬁnthmmmlmﬂmlmﬂm
mmmemmemt@ﬁﬁmcmﬁhjf usly-

deodugmmﬂﬂﬁﬂrnﬂuﬂhmﬁﬂmmmm
common sense. in my mind, one of the tests of reliable results should be their ability to
ﬁtmm'Mddnm'ﬂ".ﬁi:hlmﬁmemm of the
perticipants in the culture. Bmuﬂlvhwdumhpraemnﬂuningmss.l
Mmmmmofmmmmmunm nderstanc
within the resim of common sense.
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Another gosl of resesrch and learning is to be able to make predictions about the

outcomes of future interactions with the people and things of the world in order to gain
greater control over one's actions. In this sense, the research process has ensbled me to
work with greater confidence as a classroom teacher with middie-grade students. After
completing this research study, | taught in a grade six classroom for three months.
mmm,nmmhmammhmam'
responses on children's writing. 1 found that my students appreciated having a choice to
to do which they would not have felt comfortable in sharing with their peers. In
oddtimlhtmdmedmystudumtowﬂthgmwﬂmnwﬁtwm
Mmmmmhhhg,ﬁduﬁsﬂmhdﬂmmmmhnfthg
the influence of the public pressure for a more “visible” curriculun in middie grades,
slike was, "Are the students going to be prepered for junior high school when they wil
classrooms.)
mmmmmuﬁmnﬁnmmhmmﬂf;
classroom heiped me to make sense of the interact ns in my own clessroom. | found thet
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need to be answered in order to make sense of one's world. | am curious about the ways

h%khtmhnmrmdngtop&icdemndsfwm«e'vﬁibh‘p&dﬂm.md
Mﬂnw&yshmchtmhenmbesmudhmeirstmgdﬂomutpuﬂc
demands and still apply what they know about how children learn. In addition, | would
ke to explore further the views of secondary teachers on "visible" and "invisible"
podaoogiatomifﬂnnﬂcvbwdmﬂysdndmdmdﬁtdmfy
teachers. Finally, | would like to explore ways in which the cultural understandings
lbanbmwichhavcbemwmmedbymmtmmbeaﬂﬁmed.sﬂm
thcdcmuﬂsfanmuabﬁtynﬂxtmwxmbnd“m‘m
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APPENDIX A
LETTER TO PARENTS REQUESTING PERMISSION



174
Dear Parents:

| am a graduate student in Elementary Education at the University of Alberta who
mmMJMthWsmmWMMnmm
and feelings about writing and about themselves as writ

For three to four manths starting Jenuary 11, Iwilbetikhgtosmm
ﬂﬁhwmchnnﬂﬁmﬂny:unﬁtﬁéﬁgmbjmwdﬂms
intend to work with students and Ms. M in ways that will not be disruptive to their
reguiar classroom activities.

After getting to know the students, | will be selecting four or five students to work
with me more closely. Duiuthnirugthrchﬂtm these students will be asked
questions such as the

‘Mntdnyguﬂﬂnmiturmdstodamwdartamitewﬂ?

* Do you like to write? Why? Why not?

* Why do people write?

* Is writing a very important pert of your kife? What makes it
important/unimportant?

¥ What have you learned sbout writing from your friends? from your
teachers? from your parents? from others?

¥ What is the most difficult thing about writing? the easiest thing?
;Wmmﬂmdmthmmﬁﬂ in school? outside
* Who are some of your favorite suthors? What have they taught you sbout
writing?

* How did you learn to write?

* Do you think that writing is easy or hard to do? Should writers expect that
writing will be hard work? Why? Why not?

Also, | would ke to photocopy the pieces of writing that they refer to when talking
to ma.

To find out more sbout the thoughts of peapie around them, | will tape record some
dﬁmbmhmmﬁﬁﬁdﬁmﬁﬁﬂiyn
wiiting. in addition, | would like to meet with the four students’ perents at their
convenience to ask them similer questions sbout their views on writing. Those people
ﬁwmﬂﬁm“ﬁ“umﬁwﬂmmmm

mmﬁ%ﬂhmmﬁﬁ“mﬁ.nﬂml
mﬂnﬁﬁ-mmmmmmwmmm The
tapes will be kept for a yesr and then erased.

The names and locations of all people invoived will not be identified in my
dissertation or in sny publications arising from this research study. Though | intend to
mmﬁaMﬁWﬂmumﬁmﬁudﬂw:Ml
will not identify their sources.

| intend to share my findings with Ms. M and with parents snd students who are
interested in reading my dissertation.

| look forward to working with you and your child. Plesse complete the attached
mmmmiﬁy_mmmdﬁMhuﬁm
and your wilingness to be contacted for an interview at your convenience sometime
between January 25 and April 30, and retum it to Ms. M before Jenuary 11.

Thank you very muchi
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Please complete and return this form to Ms. M before January 11. | thank you for
your willingness to participate in my research study.

| am willing to have my child, _______. e e, PATtiCipate in
Shelley Peterson's research study. (child's name)

| am willing to be contacted for a 20-30 minute interview with Shelley Peterson
Mwmubam-damdthammnuurmchsmﬂy

Name: oo Phone number: _____

Best times for meetings: ________ _ e
Best locations for meetings: e e e e e

| will contact parents during the last week of January to set up meeting times.
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APPENDIX B
INTERVIEW QUESTIONS
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1. Do you think that writing is easy or hard to do? What makes it easy? What
makes it difficult?

2. Do you think other people find writing easy or difficult?

3. Why do you write stories? Why do you write in social studies or science?
4. What do you think good writers do?

5. Do you like to write? Why? Why not?

6. How did you learn to write stories? How did your teachers help you? How did
your friends help you? your parents? your brothers or sisters?

7. Whot;mﬁfymrfam;mhgrs‘? What have they taught you sbout
writing

8. Do you think you are a good writer? What makes you a good writer?
9. Tell me about your best piece of writing. What makes it the best?
10. What would you like to do better as a writer?

11. When did you start writing? What kinds of things did you write when you
started writing?

13. How do you decide on the topics for your writing?
14. What do you leam when you write?

heip that person?

16. wmu\dsofmwewutaymmmﬁvmmwﬁtm?
17. What is the best time and place for you to write?

18. Do you think published suthors do the same things you do? Whet do they do that
is the same? What do they do differently?
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2. How did your child fee! about going to school and leaming to write in grade one?

3. Does your child write st home? What are the ways that you have found to help
him/her with his/her writing?

5. Do you like to write? Is writing easy or difficult for you?

6. What kind of writing do you do? What kinds of writing would you like to do?
8. What memories do you have of your writing instruction in elementary school?
10. What do you feel is the role of writing in today's world?

11. How would you like to see your child using writing in school? in his/her aduit
life?

lzmmmmnatﬁdhymrdﬂsm“trnm7 Does
he/she show you a lot of his/her writing?

13. What do you think the goals of writing instruction should be in schools?

14. How does your child ke to spend his/her free time? Is this reflected in
his/her writing?
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1. Tell me about your writing program. What has brought you to the point you are
at?

2. What are your goals for your students as writers?

BIWT@ymmsmmdmwhmectwuhm? in everyday
ife

4Whtismrmtacmswgab:cktothebasn:smentnchngmlﬁg?
What do you feel are the basics of writing?

S. Wh:tmmhsdnyaulnwafmmthgm“tm? How have they
influenced your writing program?
Teacher as Writer

1. Who is a good writer you know? What makes this person a good writer? What
has this writer taught you?

writing?

3. What role does writing play in your life?
5. Do you consider yourself a good writer? Why? Why not?
6. Whet would you fike to do better as s writer?

1

. Mmﬁymmnﬂuﬁﬂmhﬂﬁ?
2. mnmmmmmmnﬂiﬁ'm?
3 Hmhuwvhummhmw What has influenced

~ your views?



