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}Lpersohé1 experiences from real 1ife were sought in the events

ABSTRACT

The main purpese of this study was to gain insight into the
development of the written language of one grade four child (judged by

her teacher to be an able ‘writer), over five years. Examples of

recorded in this child's written expression.

o

Using a case study approach, data were gathered by interviews,

o -

questionnaires and collecting written language samples. Close’ study
of the child's written language revealed valwable information con-
cerning growth and,chahbe in conﬁent;‘struéture, style and form of

the writing. Four kinds of writing were identified, that'ih, diary

entries, stories, reports and early attempts at verse. Diary entries

represented thé most expréssive form of writing in that the ideas were
drawn from hiohly personal experience and writfen mainly for self-
enjoymenf.‘ Early report writing included bersona1,rrea1istic
experience but tended to be movjng towérds transactional orAfnforma-
tional language: it might be labelled "transitional." Stories, too,
included samp]es‘of both expressive and transactional language.
A]though.her beéinning wr’fing tended to express egote%tric
thought, centering on self (e.qg., diaries) Jaqe was gradually becoming
more decehtered, focusing on others and more aB1e to center on less

+

persanal experience, with increasing awareness of audience. Ideas

- _ C
expressed in grade one tended to be concrete,, simple, realistic and

often implicit. Gradually, however, the language suogested that:
thoughts weré:BEEbming\mpre imaginative, explicit and abstract.

Beginning writing was structured simply. However, some ideas
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were expanded by co-ordination, or ﬁodified'$y additional words,
prepositional phréses and subor&inate clauses. Over time, the
complexity of structure jncreased as did the quantity and quality of
1anguage used. The latter gradually became ;ess'spontaneous; that is,
less like oral speech and rore like contf011ed "book" expression.
- From the beg1nn1n% Jane's personality was révealed in her writing,
as she appeared to be deve]opwng her own un1que style. Sensitivity to
peop]e and nature appeared in her conversation, as well as ip many
stories and some reports. Seﬁsitivity to 1aﬁguage increased as she
exp("‘tw:g%ﬂ(th alliteration, rvepetition and rhyming words, in

. ;**ﬁw

partwcuTar . B .
'i_h; &§1 o )
With respect to written form, there was a gradual increase in

accuracy of capitels.and punctuation. Printing, at first, tended to
be large and irregular, but gradually became more controlled aé small
neat letters developed into small, neat handwriting..

0f the four kinds of writing, story writing seemed to be the
mosf favored. In her beginning-stories, Jane revealed an intuitive
sense of story in that she included a character and happenings; '
relating them from the point of view of a storjte]ier or narrator

(i.e., third or first person). Her-ability to tell a story may be

-attributed, in part, at least, o early and continuous experiences at

home and at school which involved her in oral language, drama, music
and art. Her interest in written expression appeared to have been
promoted by her teachers.

Thus, through close obser&ation and subsequent interpretation of

the writing samples composed by one child, insight into gradual, steady

Vi
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prowth of lTanpuage, throupht and personal ity wag made possible.  To

parin

further

insight,

replication of thls study is suppested.
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CHAPTER 1

INTRODUCTION ANQ%STATEMENT OF THE PROBLEM

\

Writing is a proces;‘p;hexpressing and shaping
experience with which we must deal and this
~ process is uniquely related to the personal
attitudes of each writer. (Squire, 1975, p. 1)
‘Research in children's writfng is Still in its infancy. More

than twenty years ago, Burrows et al. (1960) stated that there is a real .
need for further inyesfiqation. Braddock, Lloyd-Jones and Schoer
(1963) concurred that Tthe field as a whole . . . is not highly
developed" (p. 5).» Although research in children's writing continues,
what is actually known abont how a young writer begins, evo]ves, GIrows ,
changes and matures is still limited. More recent]y, there has been
increased effort to study the writino process through direct contact
with and observation of young writers (Emig, 1971, Graves, 1973; ‘
Nolan, 1978; Sawkins, 1971; Stallard, 1972). If, as Saquire (1975)
pointed out, a young writer shapes his/her experiences through the
" process of writing, then it seems appropriate to focus on the child
and his/her writing in order to search for posswb]e deve]opmenta]
patterns of qrowtn that occur in a ch11d S - yr?tten @xpressibn over
time. It also sepms a logical way of exp]or1ng noth on!}-hcw a child
- puts his thought and ideas into wr1tten 1anguaqe, but also why some
children have a seemingly natura] des1re to create, explore and express
their uniqueness throuah words. Furtnermpre, because of tne Dersonal

nature of studying one child, a case study approach has been suggested

as a potentia]ﬁy fruitful method of investigation. Lundsteen (1976),

/



Graves (1975) and Calfee (1976) have found this paradigm to be an
effective method for the investigation ofvwﬁﬁting style.

In studying writing process (j.e. how a child expresses 1deas in
writing), researchers such as Rosen and Rosen (1974) anderaves (1980)
are in agreement that, in order to study the develonmental process of
writjng, information must pe aathered from the  same writer or writers
over time. However, problems related to cost and length of time’
reqyired to collect writing materials tend to be inhibitina factors.

As ah alternative, some fesearchers, by gqathering children's written
expression across the grades, (Golub, 19713 Wilkinson, 1980) have
obtained va]ﬁab]e informatjon throuch making inferences relative to
growth or deveLObment.v While this is one viable solution, there is’
sfiil a pressing‘need to devise practical ways to'stﬂdy development of
the same children's writing over longer periods of time than has been
done 1in the past! Unti} researchers are able to more specifically
describe the writing process itself in relation to both the writer and
his product, they will remain unable to assess effectively a child's
written expression.

In the development of 1anquge, a child moVes from oral languaage
to putting his/her ideas down in written form (Moffett, 1968; Rosen,
1973; Vygotsky, 1962). Oral Tlanguage develops through concrete experi-
ences (Lindfors, 1980), with the writer continuing to shape his/her
experiences through the process of writing (Squire, 1975). Therefore,
in studying the written expression of a young wfiter, information about
the child's early 1ife and language experiences should'provide valuable

insight concerning possible relationships between these experiences

g



and the writing, from the standpoint of content, Tanquage use and

possibly, style.

PURPOSE OF THE STUDY

e o

The purpose of this study is threefold: to describe the main
characteristics of one child's writing from the beginning stages --

preschool through grade four: to attempt to identify developmental
patterns of growth and change in that child's written expression over
fjve years;tand to seek possible relationships between past experience

and his/her written expression.

DEFINITION OF TERMS

For the purposes of this study, the fo]]owind terms are defined:

Grade four able w%ite@»—— 2 grade four %tudent Jjudaed by h%s/her
current languaaqe arts teacher to be capab]egof*%rogdginq written ex-
pression of high quality in relation to other studentg q%”%hﬁwsame
grade.

| Product - completed written discourse of the child. In this

study, written product refers to diary entries, stories, reports or

verse composed by one child,

RESEARCH QUESTIONS

In accomplishing the major purpose of this study of one child's
written expression from preschool attempts to "write" through samples

of grade four writing, the following research questions were posited:



1. What developmental patterné of growth and/or change in writing

may be discerned?

N

2. What early éxperiences in home and school (i.e., early interests
and "coping behaviors") were "used" in the development of the

written expression of this child?

PLAN OF THE STUDY

To achieve the purpcse of the study, a case study‘approach was
used. One child, from t%e Edmonton Public School System was selected
as a subject for this study. This child was judaed as being an able
writer by the agrade four lanaguage arts teacher (i.e. the instructor
at the time of selection).

In order to study the child's written expression over a period

Jof five years, language samples saved and collected by the mother from
preschool to grade three were obtained. Grade four writing samples,

located in a writing file at the school,.were obtained from the class-

room teacher.

Additional Data

Additional data required for the studyrihc1uded information
relevant to building a profile of the child's growth in writing. It
‘was collected by using the following techniques: |
| 1) Observation - The child was observed informally at school
and in the home during intekviews.

2) Interview - Interviews were held with the child, the



mother of the child, and teachers, both past
and“present. These were recorded through notes

or audiotape and later transcribed.

3) Study of School Records - Records involving school history

i} :
g

and report cards, ranging from kindergarten to

' ' grade four were tabulated.

' questionnaire. The child was asked to complete

'
a general interest inventory as well as a read-

E;%%§?ﬂ ing interest inventory.
Lé@@%@@g Samples (Oral) - Samples of the child's oral lan-

& 4 ‘:‘ 3.'\, / .
guage from age one to three years were preserved
by the mother on audiotape. These were dubbed

and later transcribed.

REPORT OF THE FINDINGS

Each piece of writing was xeroxed, reduced, én]arqed of copied.
After extensive and careful examination, developmental pattérns of
growth and change in the written expressagn of the chi}d at each grade
level were sought. Information, based on available literature, was -

~drawn to facilitate the analysis of the writing. No pge-determined

criteria were established. A description of the writing was chosen
as the most appropriate method of reporting the findings.

Additional information was transcribed and compfled in order to
create a profi]e of the child for the purpose of revealing factors
related to background experiences and written expression.

\
v
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LIMITATIONS OF THE STUDY

The Timitations of the study are acknowledged and stated as

follows: .« ./

4 - .
1. The limited sample size affects generalization of findings. The

number of writing samples is limited to material saved by the
mother. Therefore: samples may or may not be representative of
the child's overall writing ability at any grade level.

Z. Reference to oral languaqge is confined mainly to the chi]d'slear1yl

years since no samples were available beyond three years of aqe.

SIGNIFICANCE OF THE STUDY

Comparatively few research findinas related to emeraing natte?ns
of a child's written expression have been reported. No longitudinal
study of one child's development in writing could be located in the
Titerature. Therefore, the main significance of this’study is that,
firstly, it will help to advance an essential body of knowledge about
developmental aspects of written expression. Secondly, it should pave
the way for further studies designed to gather information;concerning
the developmental process in written expression by close examination
of the product, written over time. As well, early experiences in home

and school may be reflected in th» (vild's writing.

THE ORGANIZATION OF THE STUDY_

Chapter I gives a general introduction to and overview of the

study. The problem is stated and research questions are posited.



Chapter 11 reviews related studies and literature to provide a ra-
tionale or framework for the study. The design of the study is
discussed in Chapter 111, followed in Chapter IV by the interpreta-
tion of the data. The summary, conclusions and implications are
pfévidFd in Chapter V.

A\l



CHAPTER 11

REVIEW OF RELATED 1 TTERATHRE

INTRODICTTON

The review of the literature i divided 1nto four main sectionsa.,
cach dealing with establiched theories and research findings related
to, and serving as a framework for, thio <tudy. The first section
of this Lhaptor is concerned with research and theory related to
Tanquage development, They ave diccucoed under the following head-
ings: (1) Thought and Tanquane, (¢) Theories of lanquaae d(\V(\l()[ﬁn(‘nt
and (3) Environmental influences.

The second section of the chapter 15 qiven tb research in the
field of writing development. This section is discussed under the

)

foltowing headings: (1) From scribblina to writing and (2) Problems
with learning to write.

In the third section of the chapter# research regardina beginning
writing is reviewed. This section is discussed under the following
headings: (1) Ways of describing written discourse and (2) Children's
writing.

Finally, the fourth seétion-of this chapter 1s conéerned with
research related to ways of studying writing development. 1t is
discussed under the following headings: (1) Studies of lanquage

development over time and (2) The case study approach.

Following the four main sections, a surmary is provided.



[ANGUAGE DEVELOPMENT

Since writing is only one aspect ot o child's total lTanquaqge
(Vygolsky, 1962 Moffett, 1969), it is important to review the
Iitvruiurr concerned with o ¢hild's Tanguage development. Moreover,
since thought appears to be needed for lanquage and vice versa
(Piaget, 1964, Vyqotsky, 1962), the connection between thought and
lanquaae is an essential aspect when studying the development of

|
languaqe,
Thought and Language

Cognition and lanquaqge are vitally linked because lanquaqge is
cognitive in foundation and is deeply rooted and dependent on a
child's cognitive qrowth (i.e. the mental constructions he has built
around his sensori-motor experience (Brown, 1973). While interpreta-
tions varybas to the connection between thought and lanquage develop-

ment, it is generally acknowledged that these two entities are not

&

independent of one another, yet they appear to qrow and expand in
similar, consistent patterns. Hence, it is important when studying
patterns of growth in written expression, to understqnd the part that
cognition plays in development of a child's language. Therefore, the
views of several researchers regarding thought and lanquaae will be
examined.

Piaget (1964; stressed that thought develops long before
language (ir the form of sensorimotor intelligence) but eventually
language facilitates thought. He for-ulated four main per10d5 or

phases to explain how thought develops.
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The first stage is"Sensori-Motor”, Ehat 15,.the,period in which
acquisition of per@ept:;1 invariants occurs (infancy to two years).
The second stage (two to seven yeérs), he called "Precperational”.

At this“siage,.thought and 1angua§e ;ES basically egocentric. The
third stage was 1ébe1jed "Concrete Operational" (seven to e{even
years). During this stage, the child is able to Togically solve
concrete problems. ’Finally? having reached the "Formal Operational”
period (e]éven to tﬁf?teen”years), fhe ch¥ld is able to cope with
abstract ideas. : | .

Since the chi]d,)from two years of age t& seven functions at an
egocentric level, perhaps self might be exg%ctéd to emerge as a
central feature in eér1thritfen expressio:; As the child hatures
éhd moves .into the "Concrete Operatibnal“.period, perhaps -the ability
to objectify may also.appéar in his/her wrjting. For instance, as
a s@oryte]]er'in the fConcFete'OperaEiona1“ stage (age,seven to eleven)
does the young writer remove him/herself from the situation as he/she
writes. Is thg,chi1d able to express'point of view other than his/
her own? . i ' : . -

.The chi]d also develops cognitively throughvexperiente. At
abouf two years of agel-accOrding to Piaget, he/she bggins, to build
an understandfng of his/her world by actina upon things physicallv.,
The objects or "things" of the envirohment are whatever the child
is able to do to them} for instance, things thaf are suckable,
bitable. or squeezable. Through the child's physical actioﬁvuoon
the environment, the view of reality changés;' Qut of his/her sénsori-

motor experience, he/she formulates the concepfs and understandings
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to say h{s/her first words. The development, then is affected by
four main factors: matufation, experjence, social transmission hnd
equilibration or se]feregu1§tidn and "each level is determinéq as
the most probable given‘that the preceding Tevel has been reached"
(Piaget, 1964, p. 14). \ |

While Piaget perceived thought to develop long before language,
Vygotskgy (1962) held the view-that thought and 1anghage were par-
allel but separate entities which gradha]]y merged as a word becomes.
associated with a concept, thus with a thought. Inner speech} that
is, outwérd‘speech 1nterna]1zed as the child matures, and which
"originates throughfthefdifferenfiatjon'of egocentric sheech from
the child's social speech”,/becohés a part of the child's thought
strhhzure (p. 148).. 1t is, fo a large extent, "thinking in pure

meanings . . . 2 dynamic; shifting, unstable thing, fluttering between

word and thought . . ." (p. 149). As externé] speech becomes inter-

'nafﬁzed, the rest¥ictions of syntax become loosened, because it
A . .

neéds only to become useful to the individual. Inner thought can be
viewed aé a bridge that is bui]t by a child between "internal com-
mun1cat1ve 1anguage on the one hand and’ thought on the other"
(Britton et a1’ 1975 p 39). Vygotsky out11ned four major phases by

which the 1anguage of the child influences thouqht The f1rst

,,,,,

*bhaseﬁhe called "Primitive Structures" (b1rth to about two years) ‘

In Yhis stage, the environment is expTored through observation of

" the universe and manipulation-of objects. Phase two was titled

"Formation of Heaps" (two to four yearg). The child, at this age,

creates groups at random, followed by syncretic organization of_his/
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her visual field. He/sHe is also able to select elements from dif-
ferent groups to form a synﬁretic image . At phase three, the child
is able to "Think in Comp]exeg” (four to eleven years). Objects

are organized by.subjective impressions and by bonds, both concrete
and factual existing between the objects. The latter a;é grouped on
the basis of one trait in which they differ. Meaning js carried from
one link to the next yithout hieraéha] organﬂzation. Pseudo-concepts,
- the bridge to true contepts are formed by grouping objects on the
basis of a single attribute. Finally, in phase four, "True Concepts "
are formed (Vyaotsky, 1962). The child can view &n abstract element
"apart frbm the totality of the concrete ekperiences in which it [the
element] is now embedded" (Vygotsk%} 1962, p. 76).

Accord{ﬁg to Vygotsky, then, the chj}d, through expérience,‘
moves from concrete to-abstract ideas, learning with‘maturdtioﬁ how
to organize concepts in hierarchal order. Since thQUght progreéges
from concrete to abstract notions, it is possible that ideas develop
in the ;ame fashion through a‘ch11d'é.written expression.

Moffett (1968) also acknowledged the dependency of 1ahguage
develophent upon mental growthl According to him, the primary
dimension of growﬁ?ﬂés that the self enlarges, assimilating the

world to itself and accommodating itself to the world. Mental growth

occurs across an abstract hierarchy and consists of two simultaneous
progressions toward differentiation and integration.
In order for growth to occur, ipteraction is essentia1; thought

and speech should be matched and the closer they are, the better

_the communication. Again, as with Vygotsky, concepts are a?ranged



in hierarchal order, but at the same time? selections must”be made

as well. Selections are "constructing in one}s mind an object out '
of the.invisible phenomenal world by singling out some environmental
features and ignoring others" (p. 21). Perhaps this concept might

be applied to a child's written expression in that as a child Tearns
how to write a story or a report, he/she singles out oﬁe feature to
concentrate on, 1§noring others at that point -in time, since concepts
must be learned 1h hierarchal order (i.e.,one at a time).

Moffett also maintained that concepts are formed by‘abstfacting
information for self and others. Thur@fore,\through speaking, writ-
ing and reading, the child bui]ds‘a.hierarchy of concepts, learns
to relate each concept to the other a d oradua]]y’becomes aware of ~~
how he/she and others create informatior and ideas.

Little is yet known about'the interaction between thought and
Tanguage. However, the literature doec emphasize that language is
the main vehicle for thought and each er .ances the development of the
other. Since written expression originates from oral language
(Vygotsky, 1962), 1£ seems logical that the hierarcha1 building of
concepts from egocentric to decentered and from conerete to abstract
as the child matures in thought and in language, should be observable

in fhe child's writing as well.

‘Theories of-lLanguage Development
If written expression is-rooted in oral language, theories of
oral language development should shed Tight on aspects of growth

which serve as stepping stones for a child when moving from oral to
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written expression. Therefore, major research regarding language

acquisition will be briefly reviewed. King (1976) pointed out that

'
{

in the ?ast quarter of a century, thinking hasAundergone fhree major
revisioA; with fespect’to understanding the course of 1an§uage de-
ve]opmen% in-children (p. 195). The first view of lanquage develop-
ment in €he ]ate 1950s was a structural philosophy (B]oomfie]d, 1933;
Fries. 1952; Pike, 1954). This phi]osophx centered around a 1inguié-
tic basis, 1nvo1v1ng‘frequencies of ‘words- and d{stinct dictionary
meanings. The most detailed.analysis of the relation between word
frequéncies and their meanings were reported by Zipf(1960);

The transformationa]—génerafive theory of language deve1opment;
which replaced the structural theory, were expounded by Brown
(1975), Chomsky (1957), Goodman ,(1969), Harris (1957), Miller
(1965) and Smith (1973). Basically, this theory held that
grammar makes the difference. Syntax (word order) is the bridge
between the surface stfucture of language and its deep structure.
The problem, however, with this pdintlof‘view, is that it is often
impossible to say what a word's grammatical function is before the
sentence in which it occurs is understood. Therefore, grammar may
not always revéa] meaning; meaning must precede grammatical analysis.

A more recent view of language has been advanced where the
focus is on striving for meaning (semantic/@mphasis) (Chafe, 1970;
Grimes, 1972, Ha]jiday, 1975; Hallidav and Hasan, 1976). Halliday
(1975), a proponent of this view, maintained that the learning of
language 1S interpreted as the iearnihg of a system of meanings.

The viewpoint is a functional one; that is, the child

&
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"learns language as a system of meanings in functional contexts,
ithese contextsé%ecoming, in turn the prihcip]e organization of the
Ldu]t semantic system" (p. 9). Halliday claimed that language
development is Tearning how tovmean. Askthe child learns his
Tanguage, he learns new.modes and cond1£ions of being through using
Tanguage: The child, by talking about his‘experiences, uses language
to understand. This undérstanding evolves out of his environment.

Halliday suggested a set of functions which would serve for the

e

interpretation of the language of a very young child: The first \
) . A

-,

use or functioniis, Instrumental, which serves to satisfy the child's
material needs, enabling him/her to obtain fhe-goods and services that
are wanted (e.g.‘“f want an apple"). A second, called Regqulatory, is
used as a means of controlling the~behayior of others; that is, the
behaviour of thevindividua1 is tg be changed (e.g. "Do as I tell
you"). .The language used by the child to interact with those around
him/her, particularly the mother and others important to him/her, is
termed Interactional. .It includes meanings such as generalized
greetings (e.g. "Hello", "Pleased to see you") and also response to
calls (e.g. "Yes?"). Personal language'is uéed to express the child's
ownvuniqueness; that is, his own awareness of himself. It may take
the form of diary orbjourna1 writing. Once the boundary between the
child and his/her environment is recognized, he/she can turn towards
the exploration of it.. Halliday calls this the heurﬁstic function

of language. For example, at an early age, the child demands names
for objects which is a wayvof categorizing objects in a physical

world, but soon expands into a variety of more specific meanings..
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In‘the Imadinative function, the child creates an environment of his
own, a world initially of pure sound, which gradually turns into one
of story and make-believe and let's pretend, and ultimately into the
realm of poetry and imaginative writing. Finally, Representational
1ahguage conveys a message Or information (e.q., ”I'Qe got something
to tell you"). Thése functions each serve a purpose as a child
learns to communicate.

All are dbservab]e in a child's speech. Perhaps they are also
visible when the child moves 1nt6 writtenugxpression. For instan%@,

)
do the Personal, Imaginative or Representationdl strands of ora] \\\\\_//’
Janguage also appear in written work? Can the functions be cate-
gorized when studying a child's written expression? Are the functions
in writing noficeab1y develoomental? Moreover, if observable in a
child's writing, are they based on his/her experience, since accord-

ing to Halliday's languace functions, they oriainate for meaningful

purposes?

Environmental Influences

There is still limited research to support the idea that a child
Tearns through ekpgrience. Winkeljohann (1980), however, stated that
experiehce and purpose are the key factors in language learning.

They are the quideposts for instfuction aimed at lanquage learning.

If experience 15 the foundation for language learning, then a child's
background-of experiences must be the basis for his/her 1an§uaqe
development. Theée batkground of experiences originate in the home

(Lindfors, 1980). Therefore, an examination of the literature
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concerning mother-child interaction in:the home éhou]d provide
greater insight into possible ways and means of studying a young
’ch11d.
L Sévera] environmental studies have recently focused on mother
? child interaction. Snow (1976) found that the way mothers talk to
their babies is one reflection of their belief that the babies are
capable of reciprocal communication. Changes in the mothers' speech
reflect the growing ability of their children to function as
conversational partners. Snow suggésted that anlimportant
question for futhre research is the extent to which the nature of
the interaction éstab]ished between mothers and -infants in the first
year of life contributes, to the speed and the nature of Tater Tan-
guage acquisitions | |
According to Clark (1976), language growth is fostered 1n*é
warm, accepting and non-pressured environment where parents qfé guided
by their children's interests. This environment is conducive for
Tanguage growth. Lindfors (1980) stated that the child develops
patterns of interaction 40ngvbefore he uses symbois of linguistic
expression. She emphasized the socializing aspect of commﬁnication
between mother and child and its effect on language development. She

wrote, . mother and child engage in joint action sequences .

These routines may maké both a cognitive and a social contributiog

to the child's movement from communication to language" (1980, p. 157).
Relationships between hother and.child involve them 1n‘giQe and take,

reciprocity, signaling, adapting, alternating and focusing. From

here it is a small step #0 put-words into the communication cycle.



Stallard (1977)4n0ted that the home is full of objects®ind the
potgptia\ for physical experience. As well, it contains the primary
language model, the mother. However, Hall, Moretz and Staton (1976)
reported that factors in the home background which are related to
writing. have not yet been studied. It would seem feasible that early
mother/child interaction and early environmental inf1ueﬁces have
consequences for a study of a child's 1ahguage development, both
oral and written. Since experience is one of the key factors in
language development, it seems logical that the quality of eariy
interactional experiences in the home would affect the repertoire of
knowledge that the child draws on, when moving into written
expression, |

Children are active in their own learning and experienéing
_(Nelsan, 1973), and have the capacity and responsibility for their
“own learning to seek out needed information (Dyson and Geneshi,
1982). Therefore, their contribution to the jnteractiona] process
at home merits attention as well as parental influence and home
environhent'when examining language development and its .impact on
written expression.

As the child matures, he/she is fnf]uenced by individuals
other than his/her parents. At school, especially, when learning to
write becomés a reality, the teacher appears to be a significant
other-in the child's life.

Teacher influence exists "as a series of acts along a time
11neh. It is most often expfessed as verbal communication (Flanders,

1962). Studies on teacher influence confirm the importance
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of teacher attitude in the c]aésroom. Until recentiy'the work of
Rosenthal and Jacobson (1968) remained one of the few attempts to
study the relationship between teacher expectancy and pﬁpil performance.
They gave a test of self-fulfilling prophecyvin eighteen classrooms in
a Sén Francisco e]eméntary school. The test was designed to measure
academic b]doming. Rosenthal and Jacobson concluded that children
for whom a positive expectancy was established gained significantly
more in reasoning IQ. Polardy (1969) found thathif first grade
teachers believed that bbys would achieve as well as airls in reading,
the boys did perform better than boys with teachers who believed
them to be less successful in reading than girls.
Intefest in the pupil has been accentuated in recent years
by such publications as Rosenthal and Jacobson's (1968) Pyamalion

in_the Classroom, P. Jackson's (1968) Life in Classrooms and

John Holt's (1964) How Children Fail. As well, it is now recoanized -
that individual differences in children provide differential
opportunities and limitations for the adults who deal with them
(Brophy and Evertson, 1976).

Therefore, feacher influence, attitude and emphasis apoear to
be a contributing factor to individual student preference of
activities. For 1nstanc;, if the teacher stressed the reading’and
enjoyment of books, or creative involvement with writing, perhaps
this jnf]uence would have a positive effect on the students. For
example, the major conclusion of Dyson and Genishi (1982) is that

children's interactions had positive effects on their ability

to write. Moreover, Graves (1982) found that the child's



focus depends on the teacher. In rooms where children were con-

tinually asked questions about their information by teachers and .
i

. . . . . . : \»‘
peers, they started to use information as a criterion for 1mba1ance%m :
L&

in their writing.
It would appear, therefore, that teacher influence can be a

motivating force that aids the young child learning how to write.

*
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LEARNING TO WRITE

»

Although the classroom teacher may have considerable influence
as a child learns how to express him/herself in writing, research
findings indicate that some children begin to write at home as
early as three and one half years (Read, 1971). Before this age,
however, studies have also shown that most children usué]ly start

with scribbling.

From Scribbling to Writing

| According to Lowenfeld (]957); at around the age of two, a
child will make marks without any differentiation. Lowenfeld
labelled this state "disorderly scribbling". After about six
months of practise, the child discovers the consequences of putting
a pencil on a paper and begins ”]ongitudina1 or controlled" scribbl-
ing. Following this stage, the child begins "circular scribbling"
which is often accompanied.by the telling of a story (p. 90). Based
on the thinking of Wernef, Gardner, Murphy, K]iﬁeberg, Frank,
Dallenback, MaclLeod, Wertheimer, Klopfer, Mead, Spock, Essex and
Lieber, Stone and Church (1957) discussed conceptuai and psycho-
logical development in childhood. They stated that representétiona]
drawing is the next step in learning to write. People are drawn
as stick characters, and as the child progresses in maturity,
addition of ears, hair, arms, fingers and legs make the drawing
more realistic. By age four, clothing and scenery are also added

to the picture (Stone and Church, 1957).



Emig (1977) also noted that children's drawing represents an
essential form of prewriting. It progresses throuah develgpmental
modes of representation.  Accordina to Clay (197%), during
the scribbling or picture drawing staqge, the child beqgins to
scribble early letters in imitation of his/her parents. He/she
then proceeds from scribble to mock handwriting to mock letters, to
real letters and inventions to acceptable English letters. Next,
the letters are traced or copied in the form of words or groups of
words in a left to right convention wi;hout space between the words.
Although this aeneral sequence can be traced, both Holdaway (1979)
and Clay (1975) agree that there are marked variations and consider-
able differences.

| Isaacs (1981), investigated what writing activities thréé pre-
school children were involved in and any\pmergent patterns which
might surface. All three of the children, ranging in age from four
years five months to four years ten months, showed interest in
writing and an awareness that words and messages can be written down.
The children also showed the ability to write within the bounds of
certain conventional principles, .the ability to write thei} names,
and an awareness of sound/symbol re]atiénships. Some chi]d;en
initiated writing activities on their own but all showed an under-
standing of the connection between reading and writing.

Some researchers have, in fact, advocated that a child learn
té write first before learning to, read (Chomsky, 1971; Clay, 1975,
Read, 1971). Carol Chomsky (1971) advocated that learning to write

first would aid the child in learning to read. She maintained that



children are active participants in teaching thomav1vv&it0 rva&, and,
hy reversing the usual order of read first, write Jater, Fhis can he
allowed to happen. If the child writes firet, according to Chomsky,
the written word grows out of his/her own consciousness and belongs
to mim/her.  Clay (197%) supported this viewpoint.

Therefore, according to the research, learning to write begins
Tong before the child is school aqg; when a child grasps a pencil
and begins to scribble. "Writing", at this age, appears to be
largely an act of discovery; however, resedrch is still too 1imited»
to generalize. More research regarding the developmental stages of
writing from infancy on is needed.

As the child matures and learns to oxpfesg him/herself ih
written form, he/she must make the transition from non-restrictive
inner speech to the refinements of syntactically and semantically
correct written speech (Vygotsky, 1962, n. 152). This transition 15
a difficult one but the child aradually learns how to make the nec-

"
essary changes.

Problems with Learning to Write

When written language is the end product, the movement 1s
difficult in that "the change from‘maxima11y compact inner speech
to maximally detailed written speech requires what might be called
deliberate semantics - deliberate structuring of the web of
meaning" (Vygotsky, 1962, p. 152). This difficulty is due largely
to the abstract quality of written language. While the child must

represent real things with images of words, he/ghe<gMSt also



represent the verbal symbo1s'graphicaﬁ1y (p. 99), which, accd&é?ﬁd
to Vygotsky, requires considerable concentratibn.

Moffett (1968) also agreed'thqt'1earning to write is not
easy. Most chiidren,fhowever, are able to match an auditory
system with a visual one.. Moffett contended fhat the major dif-
ficulty with language is matching symbols to the‘concepts formed
by the individuaf. The problem Ties in the abstract nature of N
]anguagg because, as the 1nd1v1dha1'deve]ops, concepts changé as
. wél] (p. 21). According to Moffett (1568), two reJationéhips are
simultaneous for thelwﬁiter when composing. The éﬁthor must handle
the re]atiohship Between se f ahd‘subject besides the relationship
between self and audience. Invgivéd are the prdcesses of abstracling
lfrom whathis known for an audiehce.

The abstwaéf’nature of writing is, therefore, according to
Vygotsky and Moffett, what poses a major cha]]enge to younq wr1ters
A ¢hild: must 1earn to represent his/her thoughts graphically-in a
;lformvthat will best convey intended mean1ng.

As a child learns how to express him/herself, he/she does so
through varying'modes of discdurSe (Brittoh,'1970). For 1nsfance,
chiidren use 1anguag§'for very practical purposes:}from getting
things done by others;vto getting information, to giving information,
‘to the solution of problems, to the expression of feelings. Those
purpéses, observable in pra] language, may also be transferred to *-

written expression as a child learns to write for various reasons.



25

BEGINNING WRITING

Children's purpose gor writing may be viewed as categories
(Britton, 1970). In the courée of a fdur year follow-up Study of -
the written 1anguage of eleven 18—year—b1d children, Brittbn anq
hfs.associates (1975) conciUded that the categories were not separate

but represented positions on a continuum.

Ways of Describing Written Discourse

s
a

, Brittén (]970) 1deﬁufifedrthree main types of writing; that
is, transactional, expreég;ve and poetic, in which expressive

is -seen-as the fundamental langane function out of which

the égherS'emerge as the needs of the writer or audience change.
The éxpressive voice 'sounds' like talk and re11es on shared repre-
sentation of experience, usually built up out of shared 1nterests;
mutual experienée and common goals and objectives. Tﬁansactﬁgngl
writing is. language "to get things done". It can take the‘formﬁg%
eXposit{on, argumentation or description.

wkitihg_that is poetic is meant to be admired as a whole.
Although it brings to mind.pqeiry, the poetic voice can take fhé
form of stories, plays and songs.

Britton méintained that most children begih withnthé expres-
sive voice and move'gradua11y in twe directions towards transac- |
tional writing one way and poetic the other. Temple (1982), in
agreemegt with Byitton; added the label "transitional", clarifying

.the idea tha&ia-child's writing may be contained in points be tween

_ expressive ahd transactional and poetdc (p. 134). The following
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diagram (Figure 2.1) represents Britton's continuum (1975), as
modified by Temple:

Transactional &----) Expressive ¢----3 Poetic

"N\ ~N /

Transitional Transitional

ngure 2.1

Britton's Continuum. as Modified by Temple (1982)
(Adapted from Temple, 1982, p. 134)

~ This continuum exp11c§€éd hy Britton, supports what is currently
known reqarding'the’deve1opmenta1 brocesses of language and cognition
and their integrafly-bound relationship. If Brittoh's theory 1is
correct, then aVCﬁild's written expression should gradually show
‘movement from the expressive towards the transactional and from tHe

expressive towards the poetic voice.

Children's Writing

Children, at an ear1y age, may be regarded as unskilled writers,
since they are in the process of learning hdw to express themselves.
be]Tins (1982) found that unskilled adult writers write.as if they
" were talking. The reason, he con§1uded, was that unskilled writers
are dependent upon speech.because they are developmentally suspended

- between the cquortable strengths of everyday spoken dialogue and

o

& :
the unfamiliar, partially learned conventions of academic written

monologue. Perhaps this also holds true of children's writing
as they try to put their thoughts on paper\in an acceptable form.

King (1981) supported this viewpoint by stating that a giant step
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children must take as they move to writing is to learn to produée‘
discourse without the interaction and support of a conversational
partner. In so doing, children must discover for themselves, how
to formulate their oral ideasvin a meaningful way on paper.

Involved in this procéss, is the audience £hat the young writer
(although often unconscious1y) is writing for. 'Bitzek, in Park (1982)
defined audience as

a presence outside the discourse with certain
beliefs, attitudes and relationships to the
speaker or writer and to the situation that

require the discourse to have certain charac-
teristics in response. (p. 256)

He maintained, however, that only in highly structured situations do
writers focus on audiénce as a discrete entity.’ Y

- Rosen and Rosen (1974), in studying ch11dreﬁ'é writing, found
that once the writer- becomes aware that he/she must take active steps
to accommodate a reader, the writing will change in important re-
spects (p. 137). . Primarily, the child moves from written language
th S very much like talking, to a more academic form. Children do
not w}1te out of a powerful sense of a particular-audience w1th
particular need, according to Rosen and Rosen.

Graves made similar findings. He'reported that students at

a very young age can be very sophisticated in their writing.
Preliminary results showed a relationship between play and
writing and betweeﬁ drawing and wrjting. Farly writing was
consjdered extended -labelling, the major label being the child's
‘name. At about first grade, children'write by labelling their

drawings. Their writing is egocentric and oblivious to audience.
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By second or third grade, children create ideas in their minds

and no Tonger need to draw before they write. They tend to

choose topics based on audience, anticipating audience response

and are concerned with correctness and conventions. Graves (1978)

cites the following, major points to be relevant when hypothesizing

ahmut general rules that govern elementary children's first ventures

/
1ﬁto writing.

1.

Children must have a self-felt purpose for writing and be willing
to find words wh1ch express what they want to say.
Children must deve]op a sense of audience, that is, the growth

of the abi]ity to make adjustments and choices in writing which

. take account of the audience for whom the writing is intended.

A highly deve]oped sense of aud1ence must be one of the marks

of the competent mature wrwter for it is concerned with nothing

less than the 1mp1enentation of his concern to maintain or.
stab1lsh an appropr1ate relationship with his reader in order
to ach1eve his full intent.

Chi]dren need an understanding of the major factors which con-
tribute to effective writing; vocabulary, that is, éxact words,

synonyms, words that appear to the senses, descriptive words,

. expressions, word comb1natwons and comparisons.

Ideas should be fully developed and flow Smooth1y in a 1oglca1
arrangement. When a child begins to write, these factors might

be of importance as his/her written expression matures over

time. For instance,vdoes vocabulary, involving use of descriptive

words and words that appeal to the.senses, noticeably contribute
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to effective writing? Does a sense of audience develop in‘a
child's written expression over time?

Insights gained from Graves should be useful when assessing
children's writing, in gehera1. However, little research has been
reported regarding spécific types of writing done by children. Two
recent studies concerned with children's concept of story have helped
to direct attention to this 1mportént area.

By studying the oral storytelling abilities of children,
Applebee (1978) gathered significant data related to a child's concept
of story. He based his study oﬁ the idea that we function psycholog-
ically by building systematic representat{ons of experience.

Applebee found that children represent their spectator-role experi-

‘ences to themselves and others in the simplest poséib]e form; a

!
{

nearly one-to-one correspondence between the:representation and the
origipal expefience with little evidence of reorganizétion (p. 105).
Discussion ref]écts egocentrism at the earliest sfage. As the child
grows older, he is able to cafegorize and extend his stories through
‘ transactional techniques instead of re-experiencing the story 1n‘é
poetic technique only. ;
Applebee studied story conventions common to children and fqund
that young.ch11dren begin their oral sfories with a title cr formal
opening bhrase such as "Once upon a time". They also use a formal
closing such as “The'end“ or "happily ever after". There is usually
consistent past tense and aﬁ acceptance of make-believe characters

and events. As the child matures, a gradual understanding of con-

ventions related to story conteﬁt takes place. Sense of story
. 4 ,
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lincludes_expectations about behavior of various characters and the
child usually comes to recognize that a human author has made the
story up. At the early (preoperational) stagejwkhere is little
sense'of structure of plot which is treated as separate incidents.
Later, the child is able to actively chain events together.

Althouah these\findinqs were related to a child's oral concept
of stgfy, perhaps they miqht be siagnificant to a study of a child
learning to write a story. For instance, at the ear]y'staqe of
story concept, a child focuses on realistic, original experience.

Is such "everydav" kind of experience also evidentlin early?
wiritten stories? Do such‘phrases as "Once uﬁon a time" and
"Happily ever after" occur in early written stories as well as oral
stories? Can lack df_structure of plot, observable in early oral
stories, be discerned in early written stories as well?

Gardner (1982) also found that children four to five years
éarry out their play through narfative oral language. As they learn
about story they realize that only certain Solutjons are acceptable.
At first, children impose any solution through actions and words
but by school age, they show the api]ity to solve conflicts in an
appropriate way. By the age'of fiye the child "has acduired a 'first
draft' knowledge of }iterary forms. Furthermore he can now conjure
up lengthy and complex narratives involving a number of characters
who carry out different sequenceé of behavior, sometimes consistent,
sometimeé inconsistent but always filled with spirit and 1ife" (p. 61)!

As the child learns to transfer his ideas in written form, perhaps

the ability to develop characters in a story is also transferred.



At }ive, the storytelling talents of children grow at different
rates and in difféerent ways. Seme children tell few stories but are
bound by rules. ' By eight or njne,:many children still like to tell
stories but adhere to the schemas of the 6&1;ure.

Several studies have been“undertaﬁen which emphasize that

'sﬁories have an underlying structure which can be described in terms
of a schema (Mahd]er and Johnson, 1977; Rumelhart, 1977; Stein,

and Glenn, 1977; Thorndyke, 1977). According to McConaughy (1980),
a schema represents people's conceptions of how a typical story 1is
organized from beginning to end. Péop]e use this schema to under-
stand stories as they read or listen to them and later to recall
information from the story. McConaughy reported that a story'can

be organized according to a story grammar. The "setting" introduces

character, time and>p1ace. In the "initiating event", the main

character formulates the goal and starts a sequence of events. The .

major desire of the main character is the "goal" while the number
of attempts to obtain the goal is dependent on the actions of the
characters which bring about a “éeries of outcomes". 'Relevant to
these outcomes are "internal responses" which are the thouqhts and
feélings of a chardcter leading to his actions. Finally, there are
"reactions" produced by outcomes of actions. "Attempts“ and "out-
comes" may also be referred to as Pcoﬁ?ﬂicts” and "resolutions” |
(Lukens, 1976). : 5
These schemas, refer to children's literature that an adult

writes. McConaughy did find, however, that a child's notion



of story is less complex and in retelling a story the beginning
and ending components of a story were 1ncfuded with some details.
Thesekfina;%és may”be useful in assessing growth in children's
story writing ability éincevthey provide clues as to how a child

]

interprets story arammar.

Résearch related to analysis of children's writing according
to a particu]dr'type of writing is still limited. Wilkinson
(1980) studied children's writing in an effort to create a
mode1 that might reveal the characteristics of three kinds Qf
writing - narrative, informational and argumentative. He developed
an extensive mpdel involving cognitive, affective, moral and
stylistic modes of writing. Narrative was divided into two
parts - "core and elaboration". "Core" referred to a relation
of events. In young children's writing events were written 1in
simple affirmative sentences. These were usually strict
chronological sequences but crucial information was sometimes
omitted because of lack of reader awarenéss. Details increased
as the writing matured. To begin Qith, details were unselective,

but qradually they became more selective.

"Flaboration of narrative" contained comments on events 15 the
form of explanation, cohesion, and growihg awareness of the reader.
Cohesion is the unity of meaning that distjnguishes the te’rom
random sentences, that is, those integrative elements that make it

hang together. Halliday and Hasan (1976) found that cohesion occurs
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through the semantic re]at%ons that are established when one element
of discourse is interpretable only through some other element in the
text. There are threé asepcts of cohesion. First, there are words
used fof type?{of reference, that is, the personal (she, he, it),
demonstrative (this, these, those) and comparative (different,
similar, equal). Second, grammatica1 devices may be used for cohe-
sion. Conjunctions (Tinking words) may provide cohesion, or ellipsis
(an omission of elements. of a sentence which requires a reader to.
recall segments of the previous text) may also be used. Finally,
choice -of words (vocabulary) also strengthens cohesfoh of text.
tohesion, therefore appears to be a significantyelemenf in the
development of unity of néaning in a child's written expression.
While Wilkinson (1980) studied children's writing for the

purpose of determining the major characteristics of three types of
children's writing, Laing (1981) confined her study to an exémination
of children's story writing. Through carefu] examination of each
story, she attempted td-defermine the main characteristics of stories
writﬁgn by seventy-seven children in grade three and 112 children

in grade six. Inferences were then made as to what the children

knew about story.

From the patterns of similarity revealed in the children's

writing, categories were established to make poss#b]e a detailed
“analysis of story structure. These categories were divided into

two main types of structures; namely, elements of story and language |

used to relate the story.
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Laing's major finding was that the children in grade three
revealed a maturing sense of story which appeared, for the most
part, to match the grade cix writers. Only with respect to language
structure (i.e. sentence complexity and length of story) did the
grade six-story writers demonstrate increased maturity over the
grade three story writers.

Laing (1981) also found seVera1.interestinq features of the
children's stories. Oﬁe notable aspect was with respect to character
deve]o@nent. It appeared that both grade three and six children were
more concerned with recording events and actions than with drawing
out the qualities of the characters involved in the action. However,
the more mature writers tended to develop the main characters, by de-
scription of physical appearance, revelation of actions, ideas or
feelings as stated,or implied by the writer or other characters and
‘by the speech of the main character. Other reported aspects of
interest were: Topics were related to personal experience. 'Time
and place were established 1mmediate1y in more than half the stories.
Grade-three writers used such phrases as “Once.upon a time" while
grade six writers used more specific beginning sentences. "The End"
was often stated in. grade three but none of the grade six writers
used such a signal. ‘ e
The most mature writers at both grade levels tended to write

RS

longer stories (frdm three to fivg/qulécap pages). Expansion of

L}

simple ideas was achieved mainly by modification of an idea by

4 '

words, phrases and subordinate clauses. The grade six writers

generated more than twice as many communication units (N + V plus
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dependent extensions) as did the grade three writers. There was
evidence of maturing style by way 0% variety in sentence order.

Direct appeal to the audjence was limited at the grade three
level since the majority of students expressed ideas from an inti-
mate personal viewpoint. tonversation had 1imited use as a means
of maintaining the interest of the reader.

From this study of children's story writing, Laing (1981) found
that children appeared to "call up all their resources, their life
experience and their knowing, in response to the given task, writing
a story" (p. 65). It would éppear, then, that studying a child's
written product is a useful way of making inferences about the story-
wr{ting process and its development. However, in order to study in
depth the development of a child's writing, it is necessary to find
ways of studying it over time, that is, across several years.
Studying the writing of one child over several years would serve
as a first step in gaining much needed insight into possible growth
patterns in a child's writing and in paving the way for further
research in this area.

If a child begins with expressive.writing as Britton contends
and moves outward to the transitional and poetic, it seems highly
probable that story Writing, which has many expressive features,

may be an ideal mode for a developing young writer.



WAYS OF STUDYING WRITING DEVELOPMENT

Collecting the writing of one child over time for the study of
writing development, is desirable, However, there are thrv(undjor
prohibiting factors. First, the lenqth of time to gather data
restricts such efforts. Secondly, cost is a factor and thirdly,

difficulties arise in obtaining data over a long period. Neverthe-

less, efforts have been made to study writing over time .

Sﬁgﬁjg§ﬂpf7gppgyggp_Deygjopmpnﬁ*Qypf‘jjp@

Loban (1963) pioneered efforts to develob new wnthodx for
analyzing children's Tlanguage by studying children's lanquage, in-
cluding writing, over a thirteen year period. Kinderaarten pupils
were selected as a renresentative cross section of children entering
the public school system of Oakland, California. These children
were studied as they progressed through thirteen years of school.

In the following years, 338 subjects were recorded on tape, and data
were gathered on .reading, writing, listening and other facets of
1anguage behavior in order to study staces, velocity and relative
growth of children's language. Major findings were that those high
in general language ability were also higH in reading ability. Those
low in general language ability were also low in reading ability.
Writing ability was related to socioeconomic position. All children
showed an increasing use of subordination as chronological age

increased.

3



[f, as taban found, children high in lanquage ability were
also high in reading ability, then perhaps children who write well

also r‘(“ad well, Since Loban found that writing ability was r‘v‘ﬂdt,mi
Lo socioeconomic position, one would surmise that an able wrdévr

would come from a family living in "above average" sn<|00<onow1:; )
circumstance. Loban's study involved the same .students (moreﬂth%n “f: ;

one hundred) over thirteen years. While this is an oxceLLQﬁtfﬁQ1h0d~
o ‘ uﬂ q:
of studying Yanquage development, tength of time, numb or’of sfudvnt%

)
oy®

and cost tend to inhibit replication. S

i
ot

One alternative type of three-year study was nade by Clark

5

(1976).  She conducted o three-vear study of cighteen

young fluent readers. She was the first to study the fluent reader,

as an individual, gathering information from interviews with children,
i . Yo

parents and teachers, observation, and school records from which

reading scores were obtained. In spite of Clavk's carnest

. € 47
attempts to study various facets of language through a case stgﬁy

approach, she adnitted that the major *itation of her Mv
the(]ack'of adequately determined interrd’atedness of the ahi]d';
oral and written language. |

Another alternative to the study of deveWODmentél writing was
chosen by Golub (1971). He analyzed children's writing across the
grades. He found growth patterns in linguistic and rhetorical
thought problems encbuntered by children at different grade levels.
tswever the writino was by different children across the grades.

Ltudying children's writing across the grades has merit, but the
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need to study the individual writer has led to a different approach,

the case study approach..

Case Study Approach

During the 70's several attempts haJe.been made to study‘aspécts
of writing‘through the ca;é study approach (Emig, 1977: Nolan, 1978;
Sawkfns, 1971 Sta]]ard 1972):" Indeed, Graves (1981) noted that the
positive aspect of a case study for exam1nwﬁg writing is that the
emphasis 1s Qn the child, the child remains in.the context. Through
videotépe,”0?servation, n-*es, photocopies and copies, Gréves (1975)
studied the 2rocess of .rade twe children while writing. Nolan
(1978), by e«amininn process anc prbduct, used videotape, observation
and retéospect ve comment to exclore the,érocesées of grade six ab]q
writers. Indeed, as‘a résu1t of this approach, extensive case study.“f
of chijdren now puts us ahead of‘where we were with the‘first case
stud]es of ch11dren in 1973 (Graves, 1981) Thev have now afforded
 various ways to analyze and study the process of wr1t1nq, (e.q. inter-
view, videotape, retrospect1ve comment, quest1onna1res, inventories,
éudiotape). . : £, |

I
L

According to Almy (1959), observation, casual conversation,
cumu1ative records, teache: records and se]f expression are 1dea1
ways in which to Tearn about a child. While these techniques for
1earn1ng about ch11dren s writing are relatively new, they appear
to be a vital source of obta1n1ng valuable 1nformat1on. The case

study approach is essential 1f the question raised by Graves (1981),

"What does %ge expansion in one 1ife give us?" is to be answered.

W
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h
¢ ’ SUMMARY

Theories recorded in the literature claim that cognition and
]anguagg are vitally linked. Although language is the main vehicle
for thought, each enhances the development of the other. Reparted
" research supports several theories of language development. The |
most viable appears to be that language.is‘best learned when it is
used for mééningfu] purpose (Halliday, 1975). Purpose and experienﬁe
are conéidékéd key factors in language 1earnin§.- Experience beg#ns
in the home{ throLgh interaction with the primary languaﬁe model,
the mother. As the child matures, significént others, such as |
«Ieachersﬁappear to contribute important influence. |

Although teachers appear to 1nf1u;nce a'child's written ex-
pression, learning to write freguently begins in the ho%e; befdré
the age of three. Theory supported by limited research, indicates
that a child progresses in stages frdm'aﬁgtribb1ing to representa-
tﬁbna1 drawing to mock print{ng and finally to real printing.
However, when a child matures and learns how to express him/herself
; in'writtén form; difficulties seer to occur as the transition from
Toose inner speech to correct written form is made. The abstract
- quality of lanquage is a key factor. \ |

A child writes for a purpose (Britton, 1970). His/her writing
can be p]acéd on a continuum representing transactional, expre§51Ve
and poeticvthought. Expressive is seen‘as thé fundamenfa] language

function out of which the others emerge as the needs of the writer

or audience change. Children's writing can take several forms but,'f

14



until recently, researcﬁ\bas focused mainly on children's writing

in general. More recently, however, significant studies related to

a child's éoncept of story have caused others to examine more c]ose1y
the ability of children to write a story. However, findingé related
to growth in bther written forms, report wrﬁting, %or example, was
not specific.

Problems occur with studying theldeve1opment'of wrifing over
time because of inhibiting factors such as timé and cdst involved in
gathering data. Although there hés been 1imited longitudianl study
of writing development, alétudy of writing acFOSS'qrades and the
case étudy approach Have'been'substituted as more realistic and

»syiable methods of obtaining data.

On the basis of the information gathered from the feview of. the

related literature, this study has been planned. The purgpse of the

study is to examine the available writing of one

year period, seeking patterns bf deveTopmént‘énm
@4 s
vents recorded

3

case study approachl Possible similarities bd

in the child's written expression and reported p3 lékperieqce will

also e sought.



CHAPTER 111 ‘f\\
METHODOLOGY OF THE STUDY |
' ' e

The purpose of this\chapter is to.present the methodology of the
‘study. The chapter includes inforﬁatipn_toncerning sefection of the

sample, methods used for data qathering, thevipstfdhénts employed and

-
N

treatment of the collected data. V,/

DESCRIPTION -OF THE SAMPLE

Selection : '

The sdbject of the study consisted of one grade four child reg-

istered in a regular classroom in the Edmonton Public School System

during the 1980-81 schpol:year. The school waé chosen because the
. ’-’»1{,
previous grade one ang

G?Iteaqher was interested in language arts
and encouraged.childréﬁ”1‘ her class to-discgss and write. The subject
_of the stuay, a girl, was selected by the grade four language arts
, teacher. Since no s}ngle objectivé—type test of writing ability was
available and because the teagégf worked with the'qh11dren on a day to
day basis, it was considered:ébokopriate for the teacher to recommend
several young‘writers who were considered able. This wés done on the
basis of her judgement of an able writer in comparison to othér chil-
dren in her class. “

Letfers werée then sent by the reSearcher to the parénts of the
prospective candidétes (see Appen@j;xA fér'a cépy of thé%1etter) which -

outlined the nature of the study. Several major aspects were specified:

observation of the subject, 1ntervie&s, collecting oral and written

41



samples saved over several years, study of school records, ‘question-
naires and inventories. Three positivé letters were returned and one
child, whose mother had saved‘ora1 audiotapes from thé time her child
was one Year old until three years old, was finally selected for this
study. A telephone call to the mother of the child was made by the

researcher to negotiate an appointment for an informal home visit.

Additional Information Reqarding the Sample

As shown in Table 1, the child was ter years three months at the

time she was selected for the studv. On the basis of scores obtained

from the Canadian Cognitive -Abilities Test (1980), the child-placed in
the bright normal range. In a reading test admimistered by the
Edmonton Public School Board in grade three, the child's score in

“Pecoding Skills was 74° and her Comprehension score was 91°%.

TABLE 1

"CHRONOLOGICAL AGE, I0 AND PEADING SCORES OF SUBJECT

27 Child's Name

1Q Full Scale

,&.

Chronological
Age

Jane

CCAT /02/30*
FS 114

Birth - 9/3/71
10 vyears
3 months

* CCAT - Canddian

] Grade Achievement
Level -
Grade Three

DS - 747 +
C - 91% +

Cognitive Abilities Test

+ Edmonton Public School Board Reading Test

DS - Decoding Skills

C - Comprehension

42
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The child in this study is the elder sibling of two girls. Her

father is a commercial real estate broker and her mother is a teacher.

METHOD OF DATA COLLECTION

For the purpose of this study, relevant information was gathered
from the %o]]owing sources, namely: (1) the school, through examina-
tion of school records, (2) 1nterviews_and'contact with the child's
c]assrooﬁ teacHer, (present and previous, if possible), (3) the home,
throuqh parental interview as well as questionnaires, (4) and lastly,
the young writer through'personal interview, inventordes, questionnaires

and both oral and written language samples.

THSTRUMENTS FOR DATA COLLECTINN

To create a profile of the subject, the fo110w1ngvte;hn1ques
were used to gather data: (1) interviews, (2) co]}ection of oral and
written samples saved. from kindergarten to arade four, and, (3) personal

data regarding the young writer.

Interviews

An informal parenta1 1nterv1ew was héfd in the cHi]d's_home. The
mother's respénses were not audiotaped, because one mother requeSted
that no tape be made. However, handwritten notes were taken. Later
the interview was cgwritten by thé researther in a question and answer

format, and signed by the mother for verification. Then, to increase

reliability of the interview, the same questions were asked of the

Q
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child. Responses were typed in‘a question and answer format (see

Appendix B for a copy of the interviews). Interviews were also held

with the teachers (past and present).

Collectio’ of Oral aqgmwfigggg_§gyghgi

Samples. of the oral énd,written lanquane of the child saved by
the mother from preschool to grade three were submitted fo the re-
searcher. Grade four writing was obtained from,the teacher who kept

a file of each child's writing in the classroom.

Personal Data

Persona1 data ingéuded a parent questtonnaire which covered such
information as family hobbies, extracurricular activities and play
habits, among others. *Other information was obtained from inventories
giveﬁ to the child. %:;e general 1ntere§t inventory included personal
and familv 1ife (e.g. free-time activities, extent of travel, persoﬁé]
preferences, etc.) (see Appendix C for a cooy of inventory). The read-
ing interest invertory focused on reading interests (e.g. author's

preferred or favorite story characters, number of books owned, etc.)

(see Appendix C for a copy of inventory).

TREATMENT OF DATA

/

Interviews and oral language audiotapes were transcribed. ‘Infor-
mation from personal data (schoo1 records, inventories, etc.) was
compiled and charted to provide a wokking profile of the child 1in
relation to bacquoundﬁof experiences. -The collection of writing

samples from preschool to grade four was closely examined.



Although no predetermined criteria for the analysis of the writ-
ing were.established, information gathered from literature related to
children's writing provided valuable 1nsight that could be applied to.
the writing of the child in this study.) After describing the writing,
patterﬁs of growth and change were summarized to highlight khe main

features of the child's writing at each grade level.

"SUMMARY OF CHAPTER III

AND OVERVIEW OF CHAPTER IV//

This chapter was designed to cutline the methodoloay of the
study. Chapter III began with a discussion of the selection of the
subject. This was followed by describing the method of data collec-
tion and the instruments employed to ﬁather data. Finally, how the
data was treated was overvieﬁed.

In the next chanter, Chapter IV, the ch11d's writing at each .
Tevel, from preschool to grade four will be described. At the con-

.clusion of fhe discussion for each grade 1éve1,vpatterns of devé]op—

ment, growth and change over the preceding grade level will be set

forth. S



CHAPTER TV

FINDINGS OF THE STUDY

The purpose of this chapter is to present the major findinas of
the study which set out to look for patterns of growth and development
over five years in the writing of one child (aqiven the fictitioué name,
Jane). In order to attain this goal, it was deemed necessary to
sé]ect an "able writer", obtain as much information abouf early life
gxperiences as was available, and determine possible relationships
between past experiences and the child's growth in and thréugh writino.
Factors which may have contributed fo he]pihg the young writer becone
increasinaly able also merited attention.

Examples of early life experiences of one child, will be
discussed in the first section. Information such as background,
family relationships and lanauage development wi}] be utilized.
Secondly, since the study is concerned mainly with- the nature of the
writing as well as'1anguaqe structure and style at different stages
of the child's development, samnples of her writing from kinderaarten
through grade four are included and described. These samples include
diary entries, stories, reports and early attempts to create verse. '
Following the discussion of the writing for éach grade level, major
aspects of growth and/or change are summarized. As we1], information
about the child's early experiences at home and school may be useful

in determining early interests and "coping behaviors' in the written

expression of the child.

46
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EARLY LIFE EXPERIENCES

Home Background

Family. When this study commenced, Jane was ten years three months
of age and in grade four. She is the é]der of two children, both girls.
Her father is in business and hér mother is a teacher. Although Jane's
‘mother spent three months of Jane's first year of life in full-time
emp16yment, she has mainly been occupied with part-time teaching. She
returned to full-time teaching when Jane was four years of age (1975/76)
‘and when Jane was in grade three (1979/80).

Whi]e visiting Jane's home, an attitude of respect and kindness
between mother and daughter was discerned by the researcher. Jane's
grade four teélher verified this observation by commenting that while
Jane's parents are strict, they are very supportive and encouraae Jane
in her activities. |

She also commented, "I think the relationship she has with her
parents could be one of the factoré in writinag because it seem§v1ike
they have excellent rapport." Further revelation of Jane;s home 11 fe
Tends support to the belief that a warm and loving environment appears
to be one important factor fhat has confributed to Jane's growth as a
writer.

Home Life. Jane, an active, athletic chi1d; plays baseball, qolf,
skatés and swims. Her skill in sports has been faci]itafed by one year
of golf lessons and two years of baseball lessons and games with a
community leaque. Indeed, Jane is a busy ten year old who has other
after school lessons as well. For four years she has been studying

ballet and for three years she has also been occupied with piano lessons.



Not only did Jane report that she enjoys them, but she also finds
pleasure in other pastimes such as readina, drawing and attendina
Brownies and.church choir as well.

Parts of Saturdavs are often spent with a best friend while most
Sunday mornings are spent with the family at their United church.

Jane also attends Sunday School reaularlv.

In the summer, Jane bikes, take; ihe dog for walks, qoes swimming,
plays golf, and baseball, and enjoys campina with her family. In
winter, Jane's family enjoys skiing, toboganning and p1ay%ﬁg board
games together. '

One personal interest offﬂane's is drama. It seems hiaghly prob-
able that her enthusiasm for drama may be related to the fact that he;
mother is accomplished in theatre. Her qgrade four teacher reported:

She is also into drama’guite a bit. Apparently j
Cher mother was on the stase. One of our teachers
had seen lane's mother! on the stage and
then later pgn, Jdane. She's almost identical the
wav she carried herself and the wav she was dancing.

Jane, as well as having seen her mother perform with a drama troupe,
stated thaf she would like to be the pmain character in @ play. She has
stared several puppet piays for her family and for her opeers at school.

Another family experience that Jane has enjoyed on several occa-
sions is traveling to British Columbia to visit her materna: grand-
parents. Besides, at least twice, Jane and her little sister have
travelled to British Columbia by thémse1ves for a holiday with their
grandparents. Other visits include trips to see Jane's paternal

grandmother in Saskatoon along with family trins to Vancouver, Kelowna,

Jasper and Banff. It seems highly probably that Jane's family
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activities provide valuable experiences that may, at some time, be

reflected in her writing.

Early Language Development

Interaction with Mother. Jane's mother reported that she began
reading fairytales, stories aggtsinqinq songs to Jane at six months of
age. Jane remembers listening to original stories, poetry and animal
stories before sheﬁbéqan school. According to her mothqr, Jane's active
interest in listening to stories began at age one. Her Mather observed
‘that by ane five Jane could predict portions of stories that were beinq
read to her. Therefofe, shortly after she was born, Jane was introduced
to literature and provided with continuous opportunities for enjoyment
of it. Jane's mother reported that she purposefully snent time talking
with Jane and sharing experiences of those early years. Nhén she wés

on “teen months old, Jane could sing and seemingly enjoy "Happy

B Wy, "Twinkle Twinkle Little Star" and the "ABC" song. Audio-

tapes saved by the mothg 4t weal that she already could follow along.

By age three, Jane'smé?wertoire had expanded to include such tunes
as "Hey Diddle Diddle", "Puff the Magic Dréqon“, "Jesus Christ Super-
star" and "Row Row Réw Your Boat". Indeed, Jane's present enjoyment of
choir might well be related to her pre-school at home singing
experiences as sugaested by a orade one diary entry (e.g., "I 1ove‘musid'y
Sometimes Jane's activities seem to have takeh the férm of in-
formal instruction. The folléwinq excerpts of recorded conversation
between Jane, age three, and her mother provide two examples of spon-.

taneous learning in which the mother assumes the role of instructor:



Example 1
Mother (watching Jane draw)
Mother: If you join that toqgether, vou'll have a body.
Jane: How?
%Mother: Join that the her and there's a body, see?  And
then you can put arms out of the body.

Jane: . . . This the way?

Examp]e‘?

Mother: Who's my daddy?

Jane: Grandpa:

In the first example, the mother demonstrates and the child asks
for further information. In the second example, the mother questions
\and the child responds.

A third ex;erpt suggests an attempt by Jéne's mother to dévelop a
sense of a particular value throuch snpontaneous interaction:

$» Mother: It's not‘nice to pinch, is 1t?

.@?".: " .rﬂ .

: o)
U pLﬂCh&anback7‘ i
e "q.» ")' , P e

atéhed h1m

‘”?fJane ' No

f/

hére are we movwnd
Emoh&on LEdmonton].
gMdther~ Jane qo on an a1ro1ane

'? Boom in the awro]ane

-4




That Jane was attempting to reason, to justity her actions at the
age of three, ds apparent in the following excerpt of a conversation
hetween mother and child:

Jane: [ pray the Lord myself to sleep Mommy and Daddy.

Grandpa and Gramma and everybody in the whole world.
God bless and Amen.,

Mother: What about Nomi and Gilly and Bobhy? Aren't you aoing

to bless them?

Jane: “No !

Mother: Why not?

Jdn@:‘ They were mean to me.

These lanquage sarnles of fer support to Schmidt's (1973) theory
that "having and building up a couanitive world” also 1m;{li(ww "heing
and forming a personality” (p. 114). Jane, bv her guestions and
responses, demonstrates that whe is assimilating new knowledae. For

example, concepts such as the correct wav to draw human fiqures are

%

vith the mother. (e.a. "M:

bheing discussed through interac i

Join that together and there's ; bgav, see? And then you can nut
arms out of the bodyl J: . . . This the way?").

In conclusion, it seems probable that Jane's mother was an impor-
fant instructor and model within a warm, accentina home environment
where talk was encouraged. It is also hiahly probable that these home‘
experiences helped to pave the way for contingous growth in lanquace use
during Jane's early years in school.

Interaction with Relatives. Jane has enjoyed a close relationship

9. o
with her arandparents. Televhone calls (sometimes initiated by Jane

4
T

-

Y S
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when she could speak and dial a telephone) and exchange of cards wege.
common. - B v o s
Jane's paternal grandmother seems .to have spent time teaching Jane
domestic things, especié]]y baking. It aopears highly possible that
past experiences with this qrandmother may be reflected ina fictitious
story about an-old woman, wr1tten by Jane ‘during an 1nterv1ew with the’
researcher and from which the fo]]owing sentences were drawn:
o She.alwayswkept her house very clean. She'd bake, sew’
and clean. Evervone liked coming to visit her because
'she would make de11c1ou5 food and she would make'-sewed
- «things for them
A comment made by Jane to the researcher when read1nq her story
oraT]y was: ‘
as grandmas do - thev make scarves and things . . .%;
and when I said that she cleaned up her garden,  °
~usually old ladies like to get evervthing cleaned
and then just relax. She wanted to.get it over
with because it was all messy and when people came
over, the\ would think she was messyv,
Drawing upon her own exper1ence, Jane's Dercept1on of a qrandmother
.appears to closely resemble her own beloved qrandmother. Bakina, sews
ing, cleaning and gardening are activities: that she associates -with
elderly grandmother-type women. o a4
According to Jane's mother, it was the maternal grandmother who
read and talked ‘to Jane. ~She also seems to have played the role of
teacher as revealed by the following excerpts from a tapé recorded math
" lesson when Jane was only three: S
Grandmother (using geometric shapes)

How are these alike? How are they different?

What's this?



Jané: ! Triangle.

Grandmother: ~No. Rec .

Jane: Rectangle. There's a square . . . and a circ]é.'
Although both materga] grandparents seem to have.stimUTQtéd Jane's
:1i1nferest %n books, her grahdfather actually Q}ote a book for hek.‘
’Jane's mother reported that since thé(qrandfather has wrjtten many
songs, speeches.and poems, he enjoyed the cha]]engé of writing'fof his
granddaughter. Her grandmother”assisted by illustrating the book.

| Jane's mother commented that_Jahé is also close to several cousins
similar in age, as well as one adult cousin with whom Jane has a par-
'-ticu]ar1y close relationship aﬁd who is, at least in part, responsib]e.

for the ease with which she relates to adults.

Interests.in Reading. Jane, who began listening to stories, poems

and songs as early as six months of aae, continues to enjoy having her
motHér;’father, grahdmother and even her youngéf sistervréad to Her.
She 1earnéd to read ét six years of»age‘but did not become an avjd -
reader until she/kaé ten. Her mother observed that recent, extensive
interest in reading was probably due to the influence of Jane's best
friend, a very avid readér. This was cbnfirmed by the grade four
teacher who commented, "I think a lot of what —__g_[herlbest friend]
reads 1s'probab1y referred to Jane and Jane would pick theﬁ up after-
wards." Jane reported thét‘shé prefers to read in a qyiet spot%at home
and enjoys books that deal with helping people in need. She indicated
fhat, because she would 1ike to be a ”UNICEF perspn,“ she reads to
better equip herself for this purpése. Referring to her own reading, -

Jane had this to say:



AN
I get a lot out of them [humanitarian books]

> because I think of people who are poor
Florence Nightingale she's a lot like me .
v T want to go with "UNICEF" . . . so T read about

people that are hurt.

Jahe, owner of more than one Hundred books, stated Breference for
]ibkary books over basal readers. Although Jane enjoys fiction, mystery
and humour, autobiography and animal stories are read as well. Two

favorite books are Black Stallion and gjttTe'House on the Prairie while

twp favorite authors, at the time of the interview, were Judy Blume and

Ty

Johanna Spyri.
For Jane, reading continues to be a motivqting source for writing.

She put it this way: "Books madé,me want to writ@@ﬁgt,l’didn't really
'\:‘}; : 13 . ‘, :
know how. I was really interested in trying to write."

As Jane's early writing is examined, examples of ideas that seem

Y to have cone from her reading will be sought in her written expression. -
C &

g ) s

Early School Experiences.

Jane as an Individual. Although the~informa¢ion.Fégardinq kinder-

garten is limited, transfer forms indicate that Jane'was a quiet girl.

Her teacher wrotg: > g

Jane is very shy - often I feel that she
wants to talk but her ‘talk is getting mQre
confident . . . well gccepted from the
children. ‘ i

In>a telephoné conversation with the“qréde one/two teacher, she
also recalled that Jane was "shy and lacked self-confidence," but™

wanted to do well. However, in a warm accepting ~school environment

> .

in which student ideas were reépected, Jane seems to have progressed

well. Acgording to the grade three/four teacher, Jane was quiet but



8 \ X
only until she felt Eémfortab]e‘wifh a gnfamiliafliﬁstruetdréwThe
teacher reported that since Jane héd been with.the same children for
the past two years, relationships.had been estab]ished and she was
at ease among her peers. “

By grade four, Jane, whé was then freely pgrticipaqghq, drew this
comment from her teacher: . ' : iw ..
She is one of the leaders in small group
situations . . . If she were in a class

that had more girls she would probably
- speak more than she does.

Lk
ot

While active participation developed over the beqinninqﬁqrades,
being observant was a characteristic which both of Jane's forrier

teachers associated with Jane. In a videotape, made in grade one,
. s f N

Jane and her friend 'staged a stick puppet play for their c]assmaﬁes

(Trim and Laing, 1978). Dialogue in the play (e.g. how the witch

. poisoned the apple) discloses particular attention to detail. | The

grade three/four teaéher mentioned that Jane described detail (ung

S

ﬁoticed,by others) carefully in her reports while rearranaing informa-
tion independently in.a manner that was mature for her age and érége
.1eve1. |

Jane's abf]ity_@d observe closely and exbress eﬁpathy for others
Qas evident in her grade two writing. As previously noted, sheiwanﬁed

3

to be a "UNICEF person". In the following captioned picture (Fiqure

4.1), xeroxed from her Social Studies diary: a further example of. her

awareness of the pain of others is displayed.
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Figure 4.1

Excerpt from Jane's Grade Two Social Studies Diary ¢

i

‘During an interview with the researcher concernini®an article on
the Muttart Conservatory that she had chosen to write, Jane remarked:

Well whenever T go there I alwavs get the
feeling because plants are so pretty and
smile at you almost . . . even people who
don't like plants probably like them after
they see that place. o

Jane seemed to be trying to convey something of the beauty and

;i
LN

" feeling of oneness.ﬁﬁth nature that she had -experienced while observing
the plants. o : %

. At another time,gwhen she was asked to ref]épt upon a noem thatk}
she had written, Jane”saiq; "1 decided‘to write down 'Rain' becaUSe/if
was raining and Ibc0u1d gé£ the.feelinq.” b

Another characteristic, noted by the grade one/two teacher, was - *

Jane'é sense of humor. The grade three/four teacher verified this =

observation by recalling that Jane appreciated funny seguences in

yo®
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stories that were read to her at schqe], inserted funny excerpts in
original plays and 1audhed at jokes told by peers. Additional evidence
of these unique personality traits may be revealed as Jane's early

writing is examined.

P

Jane as a Schoo] Achiever. Jane 1sféoﬁ;idered an above average

" student who has achieved well in school ?ﬁﬁéé:kindekqarten. Her fifst
“teacher wrote on her report card, "Work Hé:rts - Excellent . . a de-
lightful student capable of top notch work#"

At)the end of grade one, Jane's readfnq scores in decoding and
c0mprehens1on were at the n1net1eth percentile. School records indicate
that she was considered an exce]]ent student 1n qrade two as well.

The grade three teacher descr1bed Jane as a "beautiful child .
an excellent student." She remarked:v "At whatever Jane tries, she
performs at an excellent level. SHé rea11y‘qets %nto énything she tries
and-she does her best in it and finishés quickty."” Grade threé reading
scores were atrthe seventieth percenfi]e in decoding and at the nine-
t1eth percent11e in reading comprehens1on Atthough her qrades were
very good across a]] subjects, math grades were 1ower than the Tanquage
arts. The grade.four teacher reported that Jane needed "to work at math
but still managed B's or A's“i On the-whole, however, Jane was con-
sidered an éxce]]ent student.

Jane as_a Lanquage User. When Jane was in a French immersion
k1ndergarten, her teacher reported that participation in ora]l act1v1t1es
was "high". A telephone conversat1on with the mother revea]ed that
heavy emphasis was placed on ora] commun1cat1on and numerous field

Fes
trips provided valuable experiences.- The grade one teacher exp1a1ned
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that the children became increasingly and personally aware of lan-
quage through writing stories. Strateaies useq by the teacher to
help the children will be discussed later in examining Jane's early
writing. | m

The grade one teacher also reported that sharihq was an important’
everyday experience in which the children's original ideas were |
valued. Discussion became a valuable tool for brainstormjnq ideas
which wefe later writtén or dramatized.

Jane's teacher in grades three and four repdrted that she also
used group discussion that allowed the chi]drenkto share ideas before
they began, to writé. From the avai]éble data, severai examples of
Jane's early use of oré] lanquage and general life experiences have

|
been ‘traced. Later in the study, an attempt will be made to show

that these early life experiences seem to have influenced the thoughts
“expressed in several pieces of Jane's writing. |
Perhaps the early subportive interaction between Jane and her
parents helped her to express feelings for othgrs. Examples of
similarities bétween ear]j‘Tife éxperiences and events or actions

expressed in the beginning written‘eXpFeégion of one child, Jane, will

3 be examined.’ .

o

Ca




BEGINNING WRITING - PRE-SCHOOL, KINDERGARTEN
AND GRADE ONE

From the time Jane was four years of age, heryparents saved
samples of her "writing" aﬁd drawing. These examples have been
copfed or xeroxed and reduced for inclusion in this chapter as
support for the discussion of Jane's first attempts to express her-

self in writing.

Pre-School, "At-Home" Mriting

Given paper and pencil during her second year, Jane, according
to her mother, drew a recognizable elephant which, unfortunately has
been mislaid. During that same year, Jane's mother also taught her-
to write letters of the alphabet.

At aqe four, Jane drew a house-shaped picture (ngure 4.2),
probably representing her home. Her mother appears to have acted as
scribe, labelling the picture. It is not known whether or not Jane
told a story about her family or whether naming the characters was
the story. Her dog (Shadow) and cat (Cleo) have specific names.
Compared to the samples of Lowenfeld (1957, pp. 88-92) of a four year
old's scribbling, Jane}s drawing is more advanced. For instance, in
Lowenfeld, the figure of the»mofher drawn by a four year old is a
scribble. Jane, dn ﬁhe other hand, has drawn some full-bodied
figures; "Daddy" -even has fingers, all have faces and the family

members all wear clothing.

59



Figure 4.2

Example of "Story" Picture, Age Four

ihile drawing was Jane's chief occupation in the pre-school
years, she did beqin‘to sign her name to qgreeting cards that sHe
sent to her grandparents.

At age five Jane attended a kindergarten that offeréd a French
immersion program. Shevteqded to attach french 1abe1s (e.q. ”évion”)
to her}hfgh]y recooﬁ%gggLe drawinag of an airplane (Fiqure 4.3). By
Februa}y she could also identify color 1in French (e.q. noir/black).
Although Jane received no further instructions in French until grade
four, p%r‘mother reported that the previous kindergarten,expérience
seemed}%ﬁ%&?

the o d language.

have ‘aided her later pronunciation and comprehension of

n;:,} .

W2



Figure 4.3

Example of Jane's Drawing

and Printing in Kindergarten

-Grade One Writing

Several stories written by Jane in grade one, along with diary
entries, were saved by the .mother. Perm{ssion was obtained to include
the following examples. |
- A study bf Jane's beginning writing, school records and inter-
views with the mother indicate that Jane had an excellent hstart” in
‘grade one. Additional evidence came from her qrade three/four
teacher who, in reflecting on Jane's previous school experiences,

]

commented:

"They did a great deal of writing. It was
accepted. They were really encouraged to
write and they wrote a lot of stories.
Being allowed to write books in book form,
and share them was helpful.



“Diary Writing. During an interview with Jane's grade one teacher,
it was learned that diary writing became part of the children's daily
work plan early in the year. However, Jane's mother, lTike many arade
one parents, decided that only selected samples could be preserved,
due to the quanfity of materials brouaht home. Thefefore, the only
sample of a grade one diary g%try in Fiqure 4.4 represents. one popular

way Jane recorded personal experience.

ey
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Figure 4.4

Example of Jane's Diary
Mlriting, Grade One

-

The grade one teacher recalled that the children were often
encouraged to close their eyes and imagine detailed pictures of

the object being pictured to verbalize what they saw. She felt



strongly that.this activity sensitized youny children to detail and
aided them in making realistic drawings.

Jane's drawiﬁh in Figure 4.4 is realistic in that the cat and
girl figure are full bodied characters. Details such as clouds, sun,
grass, trees, bushes and smiling faces add to the'reé]ism.

Events, sequenced in logical order, are stated. For 1nstahce,
Jane uses time oresent to tell of her cat Cleo. She then makes use
of time past to tell that her cat had kittens and she used to play
with them (e.q. “Her name is Cleo... I youst to run with them").
Fersonal feelings are expressed also (e.g. "I love them"). At this
early stage, Jane reveals an awareness of punctuation for already she
is attempting to insert commas, periods and capitals appropriately.
Phonetic spelling appears ("youst" [usedj) and as referred to
briefly, tense is used appropriately. For instance, Jane talks about
her cat in the present, but when referring to the cat as a kitten,

turns to past tense (e.g. "When I was one, she had baby kittens").

Story Writing

In talking with Jane's grade one teacher, it was learned that
with the aid of the teaCh;r scribing, Jane "wrote" one and two sen-
tence stories near the beginning of arade one. The idea of beginning,
midé‘ and end was made concrete by Jane's t§acher through folding a
piece of construction paner into three even sections. Since each
section represented one part of the story, Jane wrote an approrriate
sentence or two in the proper seaquence. She then 111u$trated her
story. Unfortunately, no samp1és are available. However one examp]g

of a "real" story written as a "book", entitled "The Gastly [Ghastly]
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Author and 11lustrator Jane

a gastly pirl

q -
asint take care of her  Tust luts her hand blead or
leys and steel is furnacher like takes tod beds chairs
dressers goolree lipstick toys peeanos forning bhoards
nifes forrks spons piats glasss eveplusss and tobes
it. Home to her cave and had a bath Than one
she thot about it because it wasn't pood so sbo e it
back and She thruned into a good good women “he tnd
'Q
Fiqure 4.5
Typed Cory of a Storv HWritten - o ol
by Jane in January, Grade One . , PR
R ' A
I‘ ”
At this early staqe, Jane seems to be aware that a story - ©

(shown in Figure 4.5) has certain characteristics, tnat is, a .title,

“events and some characters. She develops the theme (1,@."bddqq1Qfﬁ

v
»

becomes good) through a sequence of actions /i.e., "steells furnacher
. . N N 1';‘ :“ 7/,.
[steals furniture], "takes it home", "gave it back") and.concludes:

i NESEY

her story with "The End". Characterization of the ghastly qirl,was..
developed through description which centres around the conf]ici Qf

good versus evil. ‘ o,



The writer, justifyina her wiatemvnt throﬂqh happenings in the

ﬂyxﬂwny, says that her character is "bad". Already acquiring & sense

of values, Jane "judges others by physical consequences” (Wilkinson,

1980, p. Z31). tor exdmp{e, the gird steals objects: therefore she

is bad. Because Jane Judges others in terms of conventional rules,

that is, it is wrong to steal, a conflict arises (Wilkinson, 1980, p..

. 231):\ The situation is resolved when the character realizes she has

done wrozd and makes restitution. Later she "thought about it because

it wasn't good, so she gave it back". A glimpse of writing style

seems to be emeraging with the use of repetition to emphasize the

4

character's change of heart. (e.q. "She thruned [turned] into a good

good woman. " )

The tengthy list of the ghastly girl's attributes bears witness
to Jane's desire and ability to communicate. Words such as "furnacher
[furniture], "peeanos” [pianos], "goolree" [jewlry] and "nifes"
[knives] are highly recoqnizab]e,'and suggest early phonetic spelling
that ref1ec; absence of teacher concern over correctness at this early
stage of the child's writing.

< The story, a spontaneous *flow of ideas, is uninhibited. Althouyh

Jane, age six, seems unax!h]e of conventions such as capitals and
‘ .. '

"

periods, ideas are expanded. While most sentences are simple, (e.g.
"She thruned [turned] into a good qood woman"), longer statements
combined with and or so are also.present (e.g. ". . . and takes it
home to her cave and had a .bath.").

This suggests a beginning awareness of the importance of specific

s

“details to convey meaning. gﬁ?



Another story (Figure 4.6) was written later, in January. Jane
and her c]assmates had been motivated for this story byva word pack-
age of teacher se]ected words 'Afterwdtscussion the chi]dren were |
encouraged to generate and share appropriate 1deas before they wrote
stories in “"book" form, 1nooroorating the new key words.into their
writing. | |

The cover, meaeuring thirty—sji centimetres, was brightly deCOr
. rated 1n’the shape of a-fish. It featured a title and the name of

‘the author and i1lustrator, Jane.

L]
EY

Once upon a time teir lived a’'fish e codgnt

o - swim he cod gust swim on his.side and all the

) othr fish lafed at him ‘and one dav.a strang thing .
hapind. A Magic ‘Pebble was in the bottem of the
sea . The fish swam down and picked it “$hoand T B
smaled it and then he could swim like the other .

fish He was 'so happ\ Then-he jumped for jov

The other fish plaved and plav and were all

happv so happy thet thev 4dli ]umpel -at the same,

time and then thev all Jdived happ< avr-after and R
. thev. A1l want home! h

&

The end ’
S z s
. N e Ffgure 4.6 :
Typed Cooy of ”F1sh” Story B

Written by. Jane 1n,Grade One, 1ate January-

: Wh11e jt’ﬁé not'knowd whether-Jane's ability at.the age of six
- A - O .
'“to compose and wr1te th1s story (Fiqure-4f6)“ may'be attributed to

—,

phe school story experaences, or to the 1mpact of the grade one teacher,

4 .

‘who read extens1ve]y to the ch11dren or to both an emergwng sense of
4

instory is, v1s1b1e in th1s de]wqhtﬁul f1sh ep1sode wh1ch may represent

" the rete111nn of a story read to the class. - z(>



° The story 1ncjudes a fairytale beginnfhg, "Once upon a time,"
followed-by events that are more clearly out]ined than were those of
the earlier fqhéét]y gir]”»story. dang relates a series of ]oqicé]
events in sequedtial order, (e.g. The ;ish cOu]dn‘t‘swim he saw a
magic pebble, he swam down to pick it up, etc.). By S0 dogﬁp, she
keeps the action mov1ng forward drawing 1t to a happy conc]us1on w1th
the end1ng, ”they a]] lived happily ever after“( As stated prev1—
ous]y, Jane loved to listen to fa1ryta1es of which some character1st1cs

‘.now se@m to. bgﬁve*lected in: her own wr1t1nq - beq1nn1nqs and. endings ,

in par"ta!’u]ar%

w

ancern for_the r1qht$of d;hers (1.eeqmordl aspect) appears again
- - ¢ }qu :
in this story. Because the fish was different,.("he cod gust swim on

' his:éide”) he-was ridicu]ed by the other fish, Howeveru when he spied
a Magic Pebb]e ‘touching it" restored the” abL11ty to sw1m Since he

Wwas now norma] ‘the peer aroup welcomed him into. their company. Emo-

I

tions of happineSS'a1sd surface and the intensity of the emotionais
o captured througqithe pbrase "he jumped for joy". Once again, repeti-

W _
t1on for emphas1s, (e.g. "and they were all happy, S0 happgg) suggests

| a %rdw1ng awareness of///\vey1nq mean1ng in her own unique style.
Expansion Qf ideas hastbeen achieved through conjoining.two or. ; '
more :ideas by‘“ahd“\and "so". as well as\throuqh thé.use of ﬁ%difiers
that provide deta{1 (e.g.”". . . and all the other f1sh 1afed at him

and onevday‘a strang thihq'hapind“)'("ﬁn the bottom of the sea”)‘gg s

Sediedge fdrmats1§ somewhat 1mproved over "The Ghast]y Girl stbry lﬂ

throuqh the add1t1on of severa] c&rrect]y p]aced cap1ta]2 and. oer1ods .

An exc1amat1on mqugaqg capwta] ?etgers a;e used for e%phas1s as we]] |
e

?%

s

.‘(e:q. thex ALL Wanékﬁ%me'”
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A third story (Figure 4.7), wrdtten one month later,

68

M

demonstrates

an increase in number of ideas through the use of co-ordination.

Rebresenttng a book,

prised of several illustrated sheets of construction paper.

the title,

“illustrated cover as shown in Figure 4.7,
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The illustration suagests thag the subject, Miss T

iar to Jane.
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Figure 4.7

ITlustration for "Miss T

Y
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scarves and tall black boots. As shown in the 111ustration a strik-

ing resemblence to her teacher has been sketched by an apparent

0

adm1rer Jane, age six years.

One day Miss T ___ wanted to take a trip from
school. She wondered and wondered for a long
time but then she got a letter vaaa for me. it
said on it hawill oh goody she red it I can g0

to hawill! oh good ill aske my children from
school I wonder ill call the school I hope so0
hello! hello! Can I speck to Mr., S or Mr
S_____ the telephone ok.hello hello could vou get
a teacher so I could go to hawaii OK oh thank vou
so have fun I will thank vou much Your welcome,
I hope vou like it T wwﬂl bve bve. She packed 5
her bag and went top the a1rplane> She’ got on by '
~1ill see some day- ‘city 11L1nlss vou bv :bv by by
bv by When she got there she jumped out of her

set belt and jumped for joy and got out put her :’) | ﬂi

‘ngdgs awav and put her suit on and went out the 38 o ,
door ow what fun she’ had im glad 1 Temembered my -
umbrella it*'s hot out! 1 like it here it's fun,

im gldd I had a voicotion at hawaii it's windy -1
. think 111 go home by hawaii by bv by See vou ill
go now ill ‘go and pack mv suit case bv See vou

some other day

Fiqure 4.8
g@ . Typed Copy of a Story Written ® |
by Jawe in Grade One o

-Un]ike earlier stories, which 1nc1uded a 51mo1e t1t1e (e.q,.

“The Gastly G1r1 ¥y, Jane seems to have been experimenting as she

]erts the reader to content by 1nc1ud1nq more 1nformat1on (e.q.

4
"Miss T - take a trip"). Bes1des, th1s is an or1q1na1 story, in

wh1ch Jane seems a]so to have d1scovered that she can allow her

character to sneak. She seems to be so caught-up in her teacher S

'tr1p, that her 1deas pour out in a steady stream of thouaht the

s ' . ~ ‘ T : 5‘%)4 ‘ .
. . 3 A )



result being more like oral Tanquage than written. Jane expresses her
ideas spontaneously, uninhibited by convenlional punctuation. Her
experimentation with conversation reveals an intuitive desire to main-

fain the interest of an audience and possibly reflects her familiarity

with story.

Much of the narrative is like a monologue in that Jane has the
teacher. talking 'to herself as she makes preparations for the trip.

The sequence of events is realistic (e.g. ¢e1ephone,wpacking bags,

taking airplane, etc.), perhaps recalling her own home situation

preparations for a family trip.

i\h the. last e‘><g5mp1e,Qf;tories'written by Jane in qrade one,
' v 1 " C R
refinement of -both ideas and language tan be seen (Fiaure 4.9).

23

- " i
. Gr. ﬁ%ﬁ : The Invisible Dragon

(3 v v :
Author and illustrator: Jane

-

N
LA

Once there lived a Dragon. IMe dxapon Tived in ¥
&%m dark dustv cave " The Dragbn Was hugrv so he went

LA tRg forist® and- Therelﬁd ysome poeple so he truned

* invisible and snach#d Ther ‘dake and coolies and
collaa and went back to his cave and aat aat aat aat
*and aat. so The Dragon went out evrv dav to get food
and The Drdgon hd§§nGV(r hugrv anvmore and one dav
The Dragon truned fiter fater fater fdtc ' and fater
so he never cod jlt i e cave and went! To Surch
Surch.and fond a netrsmooth rock cave.

~The End
¢ : L,
i : Fiqure 4.9 =
Typed Copy of a Grade Oné Story fﬁf" )
Vr1tten by Jane ’

%
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e

&, .
The story is introduced through the familiar statement of time,

"Once there 1ived a Dragon". To enhance the settihq, a brief descrip-

tion of main character's abode has been added. (e.a. "The dragon
lived in a. dark, qﬁtfy cave".) Through a series of detailed events,
recorded in loagical sequence and_invo]vinq the <main character (e.aq.

ol »
"The dragon qot: food by stealing cake, cookies, koolaid and turning

s ] . }
invisible," etc.), conflict is created as problems confront him.
As Jane assumes the‘ro1e of story teller, the words flow

She viyidly relates what she imagines (e.q. "new, smooth,

"). Again, Jane appears to q%?E]qyinq with the sounds of

binations fo convey meaning and/or mood (e.q. "dark dusty

Compared, to the first story, Jane's ideas have expanded.¥m§@§ is
. . P ] -
more aware of -how to tell-a story by concentrating on a series of
- . events. Conventions such as°capitals and pefiods are more reqularly

placed as well.



SUMMARY: GRADE ONE'HRITJNG;‘

Growth in wr1t1na,.traced fron.Jane s.pre- schoo1 attemnts to the
end of qrade one,‘mav be seen in several ways o .

F1rst coqn1t1ve arowth was evident. Jane S dwary writing was
,Jﬂeqocehtric, based»on personaj Joys fears and h]nh11qhts of home and
school evehts Nﬁ%n She beqan to Writéhstorieé?however, her thouahts
were becom1nq more obJect1ve %ﬁ decentered as Shefbeeame thernarrator
using thwrd person natrat1on 3atheh thaeﬁkhé %%rsona] R Story

-(
1deas beqan w1th concrete obJects such as owctures For 1ns§@npegﬁ¢he

ghastly gir] which Jane drew on the cover of&herasthy, was fwfty—
_six cent{meters in lenath and looked "ghastly". Ideas were also based
on concrete, realistic experiences. For examole, Miss T made D1ads
similar to family preparat1ons for a trip. Ih the “fish story," o

howeven, Jané made® certain value Judgements ‘and expressed emotions,

“tsuch a%dness and happiness, exampWes of more abstract thought.
v .
Jane's abi]ity to use lanquaqe for pretending or 1maq1n1nq 1s

: discernable in that she made~her dragon turn invisible. Tvo?ca] of
young ch11dren important ideas were often 1mP11c1t For examo]e
Jane 1mphe,d ‘that the fish was lonely becaﬁ m d1fferent ‘In :
' _the;“Mlss T__ " story, Jane implied that MtSS?IN _was anxwousfto ao
on her trip as we]] ' o éﬁfﬁ@‘\

Secondly, it appeared ¢hat Dast exoer1ence D1aved a part 1n Jane's
'grade er storwes For examp]e the - s1mo e T1st of objects that Jane
reca]]ed in the ”Ghast]a P1h1astory” were 11ke1y fam111ar (e.qg. "bed,
eha1rs, dre§sers, ete. ) In the f1sh story,.the f1sh ”1umned for ﬁ'

P
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vjoy, as Jane herself might have done, when the problem was rectified
0and he became like other fish. As was previously mentioned, the
story about Jane's teacher was also concerned with real life events.
Although the dragon in Jane's "Dragon story" was imaginative, he ate

'such goodies as coolaid [Koolaid],. and cookies”(typica1 "Tittle agirl"
~ , ‘ 5

“treats). Jane's mother reported that Koolaid and cookigs were standard
treats in the home. The cave, which in. one instance was "dark and

dusty" and in another instance was "smooth and rocky" sugaested some

khow]edge about caves.

Thwrd]y, Jane s sense of story deve]oped considerably in grade fﬂ

one. At age four, Jane's "stories" tended to be pictures (e.d, thewi%@wﬁﬁﬁ

_—
(4 - s J

,ﬁyw‘faqi1¥) with characterf 1abe1L§d by the mOther S PRy e‘ ﬁf .
,/ﬁg - Ip k1ndeggdr;ed the o1ctur§s$tended to be qu1te s1mD1e, prob-" ?ﬁ%é
| v
;i ably because Jane was experimenting with self-labelling and i a ;g?{iié

Seeonbd ]angdage . French. \ ‘ , o ‘ ..‘,’7 ;‘,\

u‘i’ Q

During the year in grade one, "real" story writing began as -
-
b

» Jane progressed from dictated ideas to se1f written stor1es,\va€?rnq

xrs'

in content maHiVe]ated to personal éxperience and recordednqaﬁ‘"tj .

r
. o ¥ IE%"" ,
 language simply structured and sequenced to convey a messaqe or. T 17 e
"2

]

S thry. ' oo
(‘} A o ety
”“Story“ beginnings were most often 1ntroduced with ”Once upon a

time". Over the year, the p]ace of the action was added a]onq w1th :
some spec1f1c deta11
A

Characterization was develdped mainly through brief descrfotion_of

.fphysical attributes. Other ways to reweal character,=such as throuah



the conversation and the perceptions of other characters beaan to
appear in later grade one "storijes".

The "stories" mqyed from simply description‘df a character'or’
event to narrating and sequéﬁcinq a‘1ogica1 flow of actions and/or
events which had a beginning, middle and end;

An emerging sense of values i!kfacea in several stories, reveal-

[

ing the notion of aood and bad along with judaement of others ﬁ‘@orQ:
ing to physical attributes or the status quo. | \

) Fourthly, with respect to lanauaqe sgru;ture in Jane's arade one
stories and diaﬂ'@s, expression in bothsﬁ%é*ﬁﬁ@bér of ideas and ways
in which they were expanded, ﬁncrease@ﬁ,_For e;émple, the number of
jdeas (noun plus verb phrase) in eaf@gé}ithp fouf Stor{es tended to
increase (e.g. Story No. 1, N = 8; Story No. 2, N = 13; Story No. 3,
bN = 36; Story No. 4, N =12). “In aqgjtion to gimp]evﬁoun~v9rb sen-

tences, ideas were expanded by conjoining one or mOre‘ideasgthﬁngh
“ . X . 3 - . i “ 4""

R R , - ‘ o L ) o
the use of "and", "so", or "but". There was also a gradual’gxpansion.e '

of ideas by way of single descr{btive words, prepositiona]fbhraséé and . ”
even subordinate clauses.

‘Emphasis was achieved through repetition of key'Wordsvalong with
. e
experimentation in use of exclamation marks. Jane also seemed to be

a hd

_ attempting tro ciay with language as shown by her use of alliteration.

‘fense was usually in the past, reflecting a sénse of story narra-
tion. An effort to keep the stories cohesive appeared through the use
of transitionaflwords such»as.“then” and occasionally "so". More con-
ventionq1 u§e3of punétuation (capitals, periods) Was'beginning to

emerge as Jane's grade ‘orie writing advanced.



£2

ing her ideas in writing.

i

Jane's concern for detail was obvious by the illustrations accom-
panying both stories and diary writing. Sﬁe revealed an awareness of
herself as writer (i.e. conveying a message to someone).

Lastly, Jane appeared to write in her diéry for the purpose of
recording and sharing personal experience. Her use of langquage
tended to ref]ebt egocentric thought. As a beginning writer, Jane
seems to have felt ?}ee to eiperiment with different ways of express-

1

i {v*:\,‘;»t.
\ ety
[N



JANE'S GRADE TWO WRITING

N 0f the samples preserved by Jane's mother as typical of Jane's
writing i??grade two, three typeé were seen - di}rv entries, stories
and simple reports. Notable features of the selected samnles with
respect to thought, content, structure and form will be discussed.

Additional samples of the writing, not found in the text, are included

in Appendix E due to length.

Diary Writing in Eg.dﬁ.lwg
Having made a substantial beaginning in grade one, Jane continued
“to write in grade two for the purpose of sharing bg{;fna1 experience.

Under the guidance of the same teacher as in qrade one, diary entries

S

were brief but they quickly progressed to one paqe illustrations. Two
samples that follow highlight enjoyable personal experience and indi-
he author's personal reaction to them:

9 e IS
I.  One suftmer holgdavs we went to Victorea. We
dug for clam's. ihen we. \«"(‘I’lt to myv Gradma's
Cegdouser mgnd CERked Them Thev Were delicious
-
2. Yesterday we went to elk ‘Tsland park. - First .
we did a 1Pfrtle bit of toboganning and then
we saw a porcupine. Tt scared A - and me.

-~

™

In the first sample, the Qrdgﬁy}ﬁ'which events happened is re-
. \ S |
lated as™a sequence of events. Jane also states her realtion to the

experience (e.g. "They were delicious").

In the second sample, as in the first onefysn adverb of time

("yesterday") initiates a specific ordering of events. Emotions of
K : 3 . s ‘ ' .
Fear are related by the statement, "It scared A and me'.

76
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A later diary entry (Fiqure 4.10) aqalﬁﬁreQ%als Jane's keen aware-
ness of nature's boun?ies (e.a. "I'm glad that_the snow31s deep 1t s

fun when you jump .in snow"). The ‘teacher's _”response; "1 ]oVe 1t too

rn

reflects the teacher's oneness with Jane's expérience,tdnd, in'qddjtion

to recognizing thé'chi]d's comments, the repnly wou]d,nrobably‘servéjto
motivate the writer ﬁdfrccord further detailed entries. Similar per-

Re: 294
T

sonal responses by the feachgr‘were visible-on several nieces of Jane's

writina. The picture, created on the top Half of, the diary page, re-

. 1+ ’j;X‘ ‘
flects the happy mood expressed in the writing.

b
e 5mv isg ee;,_
lS fn when ¥
Jam n the snow f
)0\6’ srow!
Ll d o s L4 ek i o iy o
s < WM and Al L oy,

Fig‘d‘é}.ﬁ) S )

Diary Writing in Grade Two




-

Another entry (f{qdrh 4.11) DorfrayﬁlJanv'%ngwwunnxl attitude
Lﬂerd mus e, LXPFQSﬂfOH of fgpl{nqs of attitudes toward mdui(
(e.q. 1 love music) were highlighted and teacher responses mav have
served t6¥furthvr mo(dité rhetVounw wfitUr."»fiqurv 411 94 an
example of o« child v‘m‘,me f(:@v]'iné;s about a school Tearning ex-

perience.  Her picty pves toreinforde ‘thewe thouahts.

4

(MU

Lij

Mo hoe ! T
- . <L e . -
: Y

Figure 4.11

Example of Diary Writing, Grade Two

The printing in these samples reflect developrent in that the
letters are now round, neat and wniformlv placed on a line as conmpared
}to‘grngﬁqne_when{]egters were large and ir

reaularly shaped.

- . s - sty T fae
- & £ . R N = I(;’r..““ * B .‘I 1 :"""- f;‘}
. . S Bt

v

»



Drama was a vehicle which personalized lnarniﬁq hgtivitios,
,mdihlv in Social Studies, U was most often impr“mntu“dftvr dia-
Cuss 10N but plays were sometimes planned. Jane, alona with her
" }1l'd somates, kept a daily diary based on what had been learned through

drama, the theme being Fort [dmunt&n. One entry, shown in Figure
4.3 records that after a "hard day paddling” the men had “hanjkv

and raw beans” for supper. Each page was illustrated. It 1s a good
example of early detailed rendrting recorded in Jane's own simple

lTanquage and also well illustrated.

Ty e ed g
I\:\/WQS hard poddleiny . That s onu.
IW[or suppe’ We hod  poniker & faw ang

o
Figure4.12 L
- ‘ ‘ " »
Example bf a Diary Entry
based on Drama "



One “final grade two diary entry (F1gure 4, 13)'demonstrates poS -

' s1b1e exper1mentat1on with. curs1ve wr1t1nq Since the teacher 5

. responses, tc Jane's wr1t1ng are wr1ttenrrather than printed, they

prbbabfy 1nf1uenced‘déne's attempq\to do likewise with fami]iar words ’

~

s ”the")u The entry appears to ref]ect Jane S ear]y

»

1nterest(f% creat1ng her own p]ays (é.g. "1 did two p]ays ).

,\T’

-

& ; ; ST
: brﬂ .Arjay I/ did af\my Lr
T m} mom onmd. acd. B / ubs
:z;ai“ cvmi . axy jS dd

|
|
!

| TR T fn v e K
: L T e A A
r | “Hmee *wo;m—:::i“
e ' a:::w SO
. )
Figure 4.13

Diary Entry by Jane, Grade Two

Grade Two Stories

The available samples of Jane's grade two-writing reflect ex-

perience in two types of story writing; that is, the retelling of

familiar stories and composing original stories. Two examples of
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.th? re-telling of well-known stories follow, one relating to"tHe birLQ\

of Jesus Chkﬁst‘and the other, a familiar folktale, "Galdilocks and

‘ |
the Three Bears"

How Jesus was born .
] ’.‘”4
Once there was.a woman and man. They were poor.
there names were Marv and Josheph. The poor man
had to walk the pov. His feet were very tiered.
The woman rode the donkev. Fine]y thev got to a
i{ffh. But the inn ceaper said no. And thqg got
to another but he said there is a stable vou could
stax in and thev went there. Mary was tfred and
‘she was going to get a babv, finely they got in.
, Mary laved in the hav. And Josheph did to.
¢ sSuddenly Mary felt the baby kicking and then she
~ got her babv! She was happy! Then a bigestar
came and it was the biggest of all they other stars.
/ Mary and Josheph were very happv. :

Figqure 4.14

/ Retold Account, of the-Birth of

Jesus by Jane, Grade Two

-

The account of "How Jesus was born" seems to be a ch11d < inter-
pretation 3 familiar Biblical account. Jane appears to be incor-
porating her experiences concerning Qhat she knows about pregnancy
in order to make the storv realistic (é.q. “Sudden]y she felt the

baby kic/ ng BQPathY for peoo]e is revea]ed through Jane's fee1—
4

ing for poor foot-weary Joseph (é.g..”The‘Door man had to walk the
9032

\

His feet were Qery tiered [tired].”). Joy and happiness are

"

expressed when the big event occurs (e.q. "She was happy'").
A continuous flow of action was also ma1ntajned. Foreshadow1nq

of the miraculous birth was represented in Jane's account of Mary's

ﬁiredness and the kicking she felt inside. No doubt the familiarity
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of events enabled Jane to cohééntrate,on'the sequential flow of lan-
quage rather than on the origin of her own ideas.

‘The second story retold was ”001911ock§ and the Three Bears" of
‘which a copy is found in Appendix E. It would appear that, haVing
heard the té]e many times, Jane has intérnaf{zéd mech of the Tanguage
bf tHé familiar étory. For 1n§tance; conversation such as "Who's
been tasting my pbrridqe?“ appears throughout. This traditidna1
wording is probably acquired through rote and 1istenin§ to the fairy-
tale many times over. Likewise, as in the first example, Jane Has
no problem recalling proper sequerice of events and structuring them

into simple but well-designed senfences. For example, Go]d%Tocks
taétéd\éhe porridge, broke a chair and slept-in a bed. The bears
»lcame home from their walk, ate their bérridge, sat in their chairs

j ‘and checked their beds.
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Figure 4.15 An Example of a Drawing from
a "Retold" Story bv Jane
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, In fiée out of six arade two storieg (see Annendix E for éonies
not in text - e.g. ”Va]gntine1and“), Jane }ntinued to use illustra-,
tions to provide meanwanu] details. For examnle, as shown in Figure
4,16, 1nterest was he1qhtened and storv content re]nforced through the
" color and detail of the drawing as the story of the thr%? bears was
retold. v

The atmosphere is homey and made comfbrtab]e b? the table set
wwth three bowls, one cha1r and a p]aque ‘reading ”Home Sweet Home.
Three bowls each with spoons (the deta11 being mentioned 1n ‘the text)
are brightly decorated. Typical of home 1ife, baby bear 1s qgar1nq

jovera]]s. It is interesting to observe that the table ‘'has only two
legs, but. the chair has four.

The "Goldilocks" tale, like Jane's grade one stories, was in
booklet form. However, one gradevtwo story was written on an unlined
sheet of paper, 1ndfcat1ng a possible, gradual transit%on from the
notion that stofy equals "a book", having a simple beginning, middle
and ‘end, to an idea of differing story lengths and format.

Jane continued to write original stories in grade two. The
following example suggests a growing awareness of the need to intro-
duce conflict as a means of building suspense in developing plot B
(e.g. "The Balloon Story").

A little girl is walking b§ her house. It is ver&
windv outside She likes the wind. She has a ballon
it is blowing. She loves balloos. It got really
really windy. Her balloon got away! She was unhappy

then she went home. She told her mom. Her mom had
a new won for her. Then she was happy again. ‘

1
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Con;erninq-the'above example, in what appears to be a person
agqainst nature conflict, the actions progress as a series of cause and
effect re1ationsh1ps;.for examp]e; because it is wiﬁdy, the girl loses
her balloon and becomés sad. The problem, however, is resolved with
the help of her mother and happiness is restofed. ;Emotioné seem impor-
tant to tﬁe authors; for instance, the girl "likes tﬁe wind", "loves
balloons" and experiences both sadness and happiness. The story 1is
easily p]ausié]e in that chderen'couﬁd jdentify with - losinao &
balloon.

With respect to language structure, Jane employs mainly simple
sehténces, but, for the most part, uses capitals and periods appro-
pria}e]y.' It is a good example of Jane's concentration, at the time,
on one aspect of writing, to the:exclusion of others. Forsexample,
in the "balloon story", capitals, periods, and proper simple sentences
appear to take priority over characterization or conversation.

It would seem that past.experiences which Jane has had, surface
in some of her grade two writing, for instance, Jane's Chriétmas
story Figure 4.16, includes what seems to be, in part at least. the

recounting of a "real" life episode.

Grade Two
The Christmas morning by Jane

One day there was a little girl and a boy. It

was going to be Chritmas in two days and they were
going to sit on Santa's née. So they went there.
They were very excited. Then they got to the store
and lined up. Then it was there turn. the boy
wanted a train and a car set. And the girl wanted
a tea set and a doll. Then finely it was Christmas
eve night. Then there mom read a story and they



went to bed, And so did the mom. then Santa

came!  Then it was morning. Thev went to pet
there presents.  They were so happv:  Thev sany
and danced and had breakfast. And lived happily

ever after,

S

Figure 4.16

Typed Copy ,0f a Story Written
at Christmas by Jane, Grade Two

The childreﬁ, a boy and girl, tynical of children excitéd about
seeing Santa, have special wishes for their gifts (e.g. a train, car
set, tea set and do11). Events lead up to the joyous celebration of
Christmas culminating in the opening of gifts. Listening to stories
was a natural part of her early 1ifel Jane's mother reported that
an important part of the fami]& Christmas ritual included first the
reading aloud of a book on Christmas eve and then the opening of gifts,
followed by breakfast on Christmas Day. In Jane’s Christmas story,
the joy of the ce]ebrat}on is expressed by "They were so happy.: They

sang and danced

As was stated previously, Jane's ability to observe nature

closely and express empathy for others was again apparent in her grade

two writing. She appeared to have an-increasing sensitivity to the
‘world arouna her. The following episode provides further evidence of

Jane's receptivity to nature.

_Here is Santa claus going to get his reindeers.
There are lots of big hills. While he walks.
The snow is soft and deep while Santa walks to
et his reindeers. He 1likes the feeling out in
the Snow. He is bringing the pack of toyvs with
him. He likes the way everv thing is peaceful.
And relaxed. He brought the sleigh. So he didn't



have to go back and get it. He was glad he
remembered it.,  Lukky Sgnta claus

In this story, Jane describes the ‘snow as "soft and deep" and
&anta, liking the feeling, walks in solitude "out in the snow". ‘A1-
though Jdane més be unaware that she is creating a mood, she does so
by way of "a feeling out in the snow" which makes one "peaceful" and
"relaxed". : ‘

In addition to particular features of the six étofies already *~
identified, other aépects common to Jane's qgrade two work mérit
recognition. |

Fé&r of the grade two story beginnings, like those found in Jane's
grade éne‘writing, continued to be introduced by "Once there was" or
"Once upon a time". Details related to setting and place were gen-
era1ﬁy specified; fdr example, in “thé balloon story" by her [the
gir]'sj house" it was "very windy" and in "the Santa storyh; Santa
noticed "soft and deep“ snow whi}e walking among "lots d% hills".

The town in "Valentineland" was "o0ld" with ”1§ts of f/Qit trees”;

In all six examples of grade twd storywriting,,daﬁé became the
‘narrafdr,.removing herself from the action and sit’ation. While three
of the four stories written in grade one were fas iful ta]es;v}hree
out of the six stories in grade two appeared to Ee experimentation with
realistic fiction since Jane tended to draw on personal knowledge or
experiencés. ]

An objeg;ixs\??int of Yiew was provideq in two stories ("the
balloon story" and ”Vélentine1and“). However, Jane also seems to

have been unconsciously experimenting with limited omniscience, i.e.the



ability to discern the feelings of a chafactvr;) for examn\e; the qirl
in "the balloon story"' was sad, the chi]drenlin “the Christmdm morning
story" were excited and happy and Santa felt hpeaeefu1” and "relaxed"
in the "Santa story”. | |
Althouah chasacters in ane's qradg one stories were mainly iden-
.tified as "dragon", "airl", “fish“ and 2he Tike, in Qrade two, Chris-
tian‘names such as Méry, Joseph and Goldilocks were ad'od. As in the
qrade one stories, characters were developed through description of

phyr1ca1 appearance (ﬁ,gt,”écﬁﬁﬁaby bear got his 9tr1ped shirt and

overalls on"). However, én AJL1¢1ona1 d1nmr*.”

author comments on the nature of the character, ?br e%m1p1e Mary,
who was pregnant and tired, along-with her husband Joseph, who had
tired feet from "walking the pony", needed a place to rest for the
night.
There was a consistent tendency for characters to be stereotyped.
For instance, the mother in "the balloon story", "the Christmas morn-
ing story" and "alentineland" demonstrated typical "mother" roles;
they soothed hurts, read stories, and made decisions beneficial to
the children. The little boy and girl in "the Christmas story” were
also typically excited about Christmas. ‘ J
Feelings and emotions, revealed in five of the six stories,
' appeared to be important to the author, Jane. As was mentioned
previously, the girl .in "the balloon story" became sad but happiness
wgs restéred. She also "liked the wind" and "loved balloons". Be-
cause the children in "the Christmas story" were "excited and happy",

they "sang and danced". Happiness was expressed in the joy of Christ's



birth in "How Jesus was born" and with the good news that SV(‘ry(wu-
Toved ”Vafentineland”. Happiness was also featured in "Goldilocks™
retold (e.q. "They lived happily ever after").

fﬁwmthy for others, a characteristic noted in the qrdde‘yne
stories, continued in Jane's grade two writing; for example, in "the
CHristmas story", Joseph, a "poor man“ had to "wafk the p?ny”, thus
his feet were "very tired". By providing these details, Jane manaqed
to create an atmosphere of concern. Hence, a growing sensitivity
to emotions and moods was apparent in stories composed at the grade
two level.

With respect to a particular style of expression, the use of
repetition for emphasis continued to appear 1n~her grade two writing.
In "the balloon story" the weather was "really, [ggjli windy", there

were "lots and lots" of fruit trees in "Valentineland" and Goldilocks

said "Ow, ow" when she tasted Mama's porridae. Additional emphasis was

sometimes achieved throuah the use of exclamation marks (e.q. "It aot
really really windy'!").

Sentences continued to be mainly gimnle, but expansion of ideas
was achieved in several Qays. Some ideas wére.conjoined by "and",
"but" or "so" (e.g. "and so the mpm and dad told everybody but nobody
could go”).' Moreover, many ideas were clarified and made interesting
through use of descriptive words (e.g. "The snow is soft and deep")

-and well placed phrases (e.g. "With the spoons, papa bear tasted his

porridge . . .").

Growth in spelling since grade one was obvious as familiar words

were nearly all correctly written and some of the less familiar, as



well (e.q. "sleigh, breaktast™). However, phonetic spelling continued
to be used as veeded (e .g. "come-ph-du-bul"” [comfortabie]).
Exclamation marks were vused in three of the six stories (e.q.

"She was happy'!") and experimentation with quotation marks appeared

in two of the six stories (e.q. "Who's been tasting my porridge?”),
\ !
Capitals and periods, while still at the experimentgl stage, were more
- Vd

often placed correctly than in the grade one writing.

Reporting Information in Grade Two

Two kinds cof reports were among the samples of Jane's grade two
wri@jnq; one reflected personal experience, the other seemed more
dependent on information gathered from textbook sources. With other
members’of her class Jane made at least two trips to Fort Edmonton.
Upbn their return, each child chose a subject of personal interest
for a mini report. Apparently the school appealed to Jane for, part
of her report included details of the desks (e.q. “desk for two",
"blue stuff is paint" and "took knives and carved things"), in a mini-

booklet, of which a copy is shown in Fiqure 4.17.

1S pant,
Knis o and oy
b :‘1\‘,5 e HWJR‘
dests Hey  Leve

bl Al ﬂ*l‘

Figure 4.17

ITlustration for a Report
Written by Jane, Grade Two



Reanme OF e pionees
Firse the Carmer aaes the sickle hack and torth
teal tast o Then thev make bundteso The dofdy
coltected it then the farmmer threshed G0 with o

Plail. Then the tarmer takes it to the millvl‘l
the miller turns it to tlour.,

Fiqure 4,174

Example of a Report Written

by Jane, Grade Two

Compared to the first report in whiéh she merely recerds personal
experience, Jane's second piece (Fiqure 4.174) reveals that she can
also extend her own experience by recording for that purpose. Applica-
tion of specific knowledqge of early farm equipment is demonstrated
through use of such words as "sickle", "threshed” and "flail", each
spelled correctly.  Content reveals a sequential reporting of informa-
tion dhout the early pionecer. The Sentpnce% are simple in structure,

which is appropriate for this kind of informational writing.
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SUMMALY GRAOE TWG WRTTING

Mator daoperts of growth in Jdane' o aragde two wei Cing were ref e tedd

in o the tollowing way:.:

Dyary weiting continued to qgive Jane an obportunaty to hghbight
é

“

perconal experiences and emotions . Accompanying bl Tustration, were
dotailed to reinforce what the young writer intended to convey, //\‘. ‘lnv
grade one, the recounting of personal experience tended to be eqocens
tric. However, in the Social Studies diary, thoughts became more
(1(\((‘”{('7‘(‘-11 as concern tor others was expresoed.

Several stories expresced concrete ideas, for inatance, “the
bivth of Jesus™, "the halloon story™, and "the Christmas morning story™,
However, the "‘m_nta ctory" moved into more abstract concepts as Jdane
tried to convey mood through descriptive words (e.q. "peaceful and
rolaxed™ ), written to express her ddeas. By oassivglating new ways to
Take a story interesting, Jane wis gradually Tearning, intuitively,
perhaps, that there are certain wavs to create and pdintain interest,
For instance, with respect to plot developrent in a story, she was
moving away from recording only a sequenced series of events toward
the building of action and suspense through conflict. Likewise,

characters were developed not only through description but a "0 by
the author's comnents. concerning the actions of the character. These
cﬁanqes suggest gradual intuitive growth toward knowled e of story
structure.

Jane's use of experience continued to play an important role in
Fd

her writing. For example, she shared such activities as clam diqaina,



Pobtoganming, vt bong DUk Dobanmd Park angd playaing an the e wnow,

coapergences that were famidrar toffer s The mother contyrped that
L ®
*
the "Chr vatoaes oy recounted cxperitences tamn bvar to Cane dar g
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thee Chriotman Soeanon Aooowe DL the et eced o T et gl e b
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¥
un byt ppeccranes s oo a b playinty i the now o rept ted
b ber iy Josgs T gl that the Snow 1 devg v tan when oo
Jompon Lhe anow. D Tove now b Ao growing e ity be people
ol

and natooe vecgrred o hier w1 ting,

With reonect 1o wtories, their beoginnings continged to he ' intro-
duced mainly with Cince there was", an andications of time an well as
4 briet ctatement concerning the place of the action,

Novelopment of the plaot o dane's startes progressed fros the
Poerreal flow ot sequential events seenoan her grade nm*&‘nﬂ, to a
relating of a rain event that comet imes included siaple con*lict that
was finally resolved, .

L

Character, portrayed by the qrade one writer larqgely throwah
description of thneir phyvsical arpearaence, was e-randed in qgrade two
t i'““'@ author's comments o the situation or charvacter, sugaest-
Ing growth in storywritina ability.

Stories tended to be narrated from a third person point of view,

showing Jane's ability to remove herself from the situation as well

as a possible change (i.e. less personal) in her concept of story.
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“With respect to Tanguage structure in Jane's story writing;-the

- majority of sentences eontjnued to express simple noun-verb ideas.
.However, some ideas were conjoined by using "and", "but", or "so" and'
others were expanded in other ways. " For example, words and phrases
(i.e. ad3ect1ve and adverb) tended ‘to be used more frequent]y to mod1fy
ideas, and occas1ona11y subord1nate c]auses were used Emphas1s con-
tinued to be achieved mainly through repet1t1on of words.

In Jane's story. wr1t1ng, reports and d1ar1es 111u§trations
continued to convey meaning through additional detail that was’sti11

& ,

'more easily p%ctured than written' Jane's reports (with accompanying
'111ustrations), were based ma1n1y on persona1 experience and emphasized
1nformat1on obtained from textbook sources which were wr1tten in the
-author's own:words. |

With respect to']ength, stories in grade one‘and two, appeared to
be similar.. Ideas in diaries; storizs andmreobrts tended to represent
realistic? contrete,oituations,fwith detaiis often omitted. Jane
showed the abi1ity to use simple tenses appropriate1y (e.g.fpast.or
oreéent) o . \ |

A]though co- ord1nat10n of ideas was the most preva1ent method

of, expansion.in grade two Jane was also begwnn1ng to use descr1pt1ve
words (e.d. "The snow is soft and deep"), prepos1t1ona1 phrases (e.g.
"A Tittle g1r1 is wa1k1ng y her house“) and even subord1nat10n (e .g.
“The Snow 1S soft and deep whw]e Santa walks to get his reindeer").

\

Coherence was ma1nta1ned mainly throuqh the transitional word "then"

in grade one butpsuch words as "after", ”f1na11y” and "so" were used

in grade two. While noun-verb sentence beginnings were by far the



most common in grade two, some variety in sentence order emerged. Fér

7
4

eXamp]e, Jane used adverbials at the beginning of some sentences/(é.g.

"Suddenly Mary felt the baby kicking . . .", "Once there was a woman

/

B . i,
~and man"), and inverted order in two examples(e.g. "While he walks",

¢

"Once there was . . ."). .
)

Conyentions sgch as. capitals, periods and exclﬁgat}bh marks in
Jane's writing were generally ‘correctly placed and thg?e was experimen-
tation with quotation marks. While there was some{ﬁﬁonetic spelling
(e.q. ”tiered” [tired]) many words were a1so'spélféd accuraté1y'(e.g.
"breakfast, péacefu], relaxed"). | |

Jahe's\printing became more contro11ed/j£ grade two. She wrote

. N a B . ‘ .
in much smaller spaces aqd sometimes on 1ines. s
WA | . .
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JANE'S GRADE THREE WRITING t

By grade three, Jane's diary entries seem to have been discon-
‘tinued Fortunately, however, Jane's mother saved a few stories and
reports Samples from the available writing were examined in grder to
determ1ne its main features at this stage of Jane's deve]opment as
well as to discover what siqns of growth might have occurred since

grade one and two.

Grade. Three Stories

As in grade two, some ot»Jane's stories continued to be illus-
- trated in booklet form.. Onefnon—111ustrated selection suggests, how-
ever, that Jane Wa's beglnnlnq to depend on words -alone to convey meaning.
It was menttoned prev1ous1y that Jane, in qrade two was observant
of détail. Th1s was man1fested even ‘more in some of her grade three
‘writing. Two of her ”storwes” tended to be descr1pt1ve rather than
narrative. ‘ | |
One such examp1e;‘featured an illustrated monster on the title

page with an invented name, "Hesselder" (Figure 4.18).

lblﬂf\'sf 0"“
< NAMC HE.‘»S rLCEQ
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Figure 4.18

An Example of a Descriptive "Story"
and I1lustration by Jane, Grade Three

In this "story", Jane focuses on the central - character,
”Hésse]der“. She develops the character of her monster in several
ways. First, she still relies upon the illustration to portray
his physica1 appearance. "Hesselder" is a ﬁoﬁster with huge feet
and viscious teeth. Secondly, we learn about "Hesselder" through his
actfons. Although helis'a monster, "Hesselder" has human cHaracter—

. -

' istics; he can "skip", "play" and "talk". Finally, Jane tells about
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”Hesse1dér s" qualities. He is ”'quite'.mead but‘if“yoﬁr [you're] nice
to him he won't.really be to [too] mean". Whereas in grade one and ° %
two, emphasfs was achieved by Jane mainly by way of alliteration, and
repetition of words , modif;ers have“now been added to achieve this
effect (e.a. "quite mean, too mean").

In the description of "Hesselder", Jane is trying to create a
narrétive through the action of the main character. No longer depend-
ent on a fairytale beginning as seen in her grade two writing, she®?
begins the description with a strong 1htroductiod, "My monster can do
1dts of unusual thihgéd. She also demonstrates awareness of audience
in that she speaks directly to the reader, "I1'11 ée]i you what
happens”. o

“The "story" relates a séfies of actions which exemplify
"Hesselder's" meanness (e.g. “He knocked things down", "in the bake?y“
and "all over town"). At'ﬁhis point in time, an appropriate ending |
still appears not to be important to Jane. Probably she feels that
she'has completed wHat she set dut to do; that is to focus on
"Hesselder" and his actions.

In "Hesselder", Jane is not just including a chafacter.as the

doer of events that happen. Instead, the character is centered,
.with action evolving around hfm. Jane seems to be 1ntuitive1y aware
that development of characters is important to the success of a
narrative. .

A second:Story "Figure 4.19), also written 1n.grade three,

reveals a heightening sense of writing with a reader in mind.



The Zebra (cursive)
, B Qe
Did you now that I once saw a zebrahthat didn't
have stripes he was polka dotted pink and white
polka dots. Then he talked and said -anything we
could say and he couldn't. eat anvfﬁlng‘@xpect water
and Meat and boy did he have a hard time.catching
Meat but eating them was so easy. because Meat is
so soft. Then I saw him getting a bow tie on and
some kind of Men perfume and he want out with a
girl zebra they went out to dinner. After there
dinner they went out to'a Movie the Movie was called
The Zebra Familv after the-Movie they drove home and
they went to bed in the morning they got married and
then 1 went home

-

Figure 4.19
| Typed Copy of a "Story" Written
by Jane, Grade Three
As in the previous story, the writer is trying té develop the

narrative through a central character; a zebra, and wants to point
this out to the reader (e.g. "Did you now [know] that I once saw a
zebra . . ."). Again, Jane begins by describing physical appearance
of the zebra, and moves the action forward by sequencing the events
in his life.

As in the previous episode, Jane focuses on the zebra's character

[

through his actions. By describing his bow tie and men’s!perfume, is

she implying that the zebra is a "dandy" - a "ladv's haﬁ*?; .

I‘.x $-

type character. Fbr example, the zebra got dressed,itdok his girl.

friend to dinner, then to a movie (appropfﬁafeiy called "The Zebra

98
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In this episode, the plot consists of a simple series of events
(e.g. the zebra put on a bow tie and perfume, picked up his girl
friend, went to dinner, étc.). It appears‘that the young Writer is
not yet abfe to build upon a single event, but tends to list a series
of happenings. However, any one detail 1in her story suggests potential
problems which m1ght have been extended before thev were fwna]]y
reso]ved For examp]e, at dinner the zebra Cou]d have spilled his
soup, dropped his plate or not have enough money to pay his bill.
Such details are 1mp11c1t but the writer may not yet be ab{e to
make them explicit. |

Jane continues experimenting Qith making_w@rds work effectively
for her. As in ear]ier stories; she seems to enjoy the sound of
certain letters; pink and wﬁite polka dots"). As well, the word
”dotted” is first used as a participle and later as a nouh (i.e.
"dots"). |

In grade one, Jane appears to have thought of a story as being
to]d-by someone else since they were likely based. on stories she had
heard. These stories are- told in third person. But in the "Zebra
story", éhe becomeés the storyteller (i.e. "I"). She attempts to be
cbjective, yet does not entirely remove herself from the situation.
At the end of the story, Jane reminds the reader that she is the one
who observed the zebra and by so doing, tries to link the beginning
of her story with the end (e.g. " . . . and then I went home").
Frequently Jane continues to lapse into writing as.if she, the
personal Jane, were talking; that is, she tends to confuse her role

as narrator with the perSona] "I
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With regard to language structure; first ideas are again exbanded
through co-ordination (e.g. " . . . and said anything we could say
and he couldn't eat anything"). Secondly, an increasing number of
ideas are made more descriptive and specific through the use of word

modifiers (e.g. "meat is so soft". "girl zebra", "Men-perfume", "bow

tie"}, prepositional phrases (e.g. " . . . to a Movie") and by struc-

turing dependent clauses (e.g. "Did you know that I once saw a zebra

that didn't have stripes . . ."). Jane also shows increasing sensi-

tivity to written form through greater variety in sentence order. Ffor
example, along with common noun-verb beginnings (e.g. "he [He] was
polka dotted"), various structures such as the interrogative (e.g. "Did
you "know . . .) are introduced, and adverbials (e.g. "After there
[théjr] dinner . . .", "after the movie") are used more frequént]y. .
The "Zebra storyﬁ a1so.features neat, cursive handwriting, written

on foolscap with no accompanying illustrations, signifying a movement
‘».% \
towards a more mature form. w g
- ’ : Tow

A third story, illustrated in the form of a booklet, not only voe
reveals Jane's increasing ability to create reader intergst, but also

suggests -growth-in competence at creating conflict in story plot
8

(Figure 4.19).

Booklet - Santa's Reindeer are Sick ~ -
(Illustrated)

Hid. did vyou see what it said on the cover It's
sad because Santa's reindeer are sick I will lead
you to Santa and you can see what happens on
Christmas Day. Well here you are. Well Mrs. Claus
what are we going to do? All of our reindeer are
sick., They all have, I mean except Rudolf who has
a nose problem, all the rest have flying problems
and stomach aches and T have my bag all packed.



nt

"Well Santa what are we poing to do? I
know - why don't 1 take my helicopter!
Figur‘ 4,20

Typed Copy of a Story .
Written by Jane, Gra.io Three

In this story, Jane's written language is sometimes Tike talk.
Fof instance, the ététement, "They all have, I”mggprexcept Rudolf
who has a nose problem, all the rest have flying problems and
stomach aches and I have my baas all packed" sounds more like speech
than written lanquage. One can visualize actors on a stage making
“more explicit through their actions, the conversation created by
Jane in her story. Perhaps her personal interest in drama has
influenced her sty1e in this piece. However, as a beginning writer
she scems to be learning gradually that written 1ahguaqe tends to
flow differéntly from épeech.

Jane sometimes structures her language in more varied and complex
ways. As in earlier writing, several simple sentences are expanded
through conjoining (e.g. " . . . ggg). Because'the reindeer are sick,
Santa needs someone to fly him to his destination. With gentle
humor, Jane explains that Rudolf has a "nose problem" and the other
reindeer have f]ying problems or stomach aches. However, Jane
resolved the problem by becoming the heroine who offers Santa the
use of her private helicopter.

This piece of writing provides an example of movement away from
personal experience to a more objective point of view. Decentering

herself from the main events, Jane focuses on others in the story.
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A final arade three story written by Jane (see Annendix E for

story), is much longer than any of the others, probably because Jane
is trving to convey her ideas mainly throuah conversation that tends
to be more wordy. At times the form of the written dialoaue is con-

!

. . LooL .
ventional (e.a. "Cindy 3a1d to him, 'You'll melt . . .'"); at other
‘times, conversation.is gften MOQC like -speech - one is listening to.
. Ay *

a flow of talk (e.q. ”‘@nm oh Mom :come here', 'what dear'"). Aqain

. . & .r /" . -
much of the action is g%%ﬁﬂc1t. Jane anticinates that the reader can

supply details. For ingth
g

7

0 c@

nce, Mr. Hiohter beaan to melt; therefore,

éQ@g that it must be warm outside.
i ' v

¢4
H 2

w

‘reports.’ First, the gir1s'zu%ad a snowman, then he comes alive,

and then they have a snowball fight, Mr., Highter is offered ice cubes
to eat, Cindy shows the snowman to her mother and gets peﬁmission to
gb skating with him; aftér skating they qo home, have‘suﬁber and

Mr. Highter melts. By giving the snowman human characteristics,

Mr. Highter 1s'ab1e to participaté in a series of events.through
talking, eating and moving. For instance, when Tearning how to
skate, Mr. Highter falls. The climax is reached when the snowman
melts, an ending which the author considers to be appropriate.

The story is written from a third person point of view, suqgesting
that Jane continues to be able to stand apdrt from the action as

she reports it. It is a good example of é AeveIOpinq concept of

' story as something wrjtten for others to enjoy. The story, althouagh
fictitious, is based on realistic éVeryday activities which are

relevant to Jane. Her mother confirmed that spaghetti and meatballs,



rvforfvd to in Jane's story av being deliciousywan alvo a special,
supper dish preparved for her birthdav. As well, skatina, receiving
spending money and making snownen were also real lTife oxperiences.
The sentences in this story, o ormer examples, rely mainly
on N-V beginnings (e.g. "He was all melted").  Others provide some
very simple variety, such as "How do you skate"; "One cold winter
day" and by inverting the order of a complex sentence (e.q. "When
they were finished, they were covered in snow . . ."). Jane also

continues to enjoy experimenting with lanquaade by playing with echoic

words {(e.q. "plonk", "bang", "oh my bottom").

Report Writing in Grade Three

If the available samples are indicative of Jane's renort writing,
there was a marked change in the structure over the arade two samples.
A definite movemé&i away from informal, expressive writing towards

a wmore formal, inforrational style can be observed in the examples

shown in (Figure 4.21).



The Trumpeter Swian

The Trumpeter Swan has o quite round head.  There
eves are blade and so is the bill. The Trumpeter
Swint has two holes on the bill for breathing.
Thicer is quite long.  The swan has a verv long
neck,  The bodv is quite plump.  The top part
of the legs have feathers but the bottom doesnt .,
The feet of the swan are
The Trumpeter Swan weighs about 8 kg,  The vouny
cvgnets [baby swan) are bronish with pink pale
bills that show no black on the bill. The
Trumpeter Swan lives In Alberta, B.C., Wyoming
U,S.A. in they go to Wyoming and B.C. Their
neting place varies in a hole, dr bank in a
burrow dug by themselves. They make their nest
out of rushes, roots, and grass. They usually
have 4-5 white epus. Swans cat worms, shellfish,
seeds and roots of waterplants.

by,

GCr. 3

Uy iz

Fiqure 4.21

Typed Copy of Informal Report and
Accompanying I1lustration Written by Jane,

Grade Three

axr
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Althouah, at=times, Jane' s langquaae Strbb sound. move bike
Gpecch, i the veport o of the swany (e “The body e quite plomp
the top part ol the Teqe have feathers bt the bottom doean't")

Ghe veems to hdve atterpted toostracture b lanouage in a more
Gpecific, tnformative ranner.  tin P\dﬁwlv,’sﬂ‘tulﬂdlﬂh that the
owan'a habitat i Alherta, B wquYW'Hm,\’ﬁnﬁ. Tt "weiahs
about & kg and makes a Mnentoout oot g ben reots and arass . The
]dHQUdWP‘be]P(IH an awdrenes . of fhe need to evplain what Ty meant.
ot only does Jane Pdent ity parttoatar bied ot swan (1.0, the
Truspter Swan), but she also tas the vorabulary to distinauish an
adult from a baby swan (e.a. "ceomet” ) The dllustration accommany -
ing the report (Miaqure 4.71) suanests that Jtane fvw]} the need or
‘the desire to emphasize important points made in the text. Important
details of th@ swan's anpearance, described anothe report (ooa. "twn
holes on the bill", "lona neck", "plump body") are reolicated in the
¢
accompanying ¢ cture. H wever, the main difference in this report
from aqrade two reports is that Jane now seers to have sufficient
lanquane available to include illustrations or omit them as she
chooses. Earlier, she probably illustrated what she was not vet
able to write

A later arade three Social Studies report (Fiaure 4.27) provides

another example of a lenathv, descriptive and more formally struc-

,tured report.



Swit e Lod

Phe vt onmdine countiv b Swit cor band e

Provee, Tradbe, Avctria aned Goermoane . e
capital City ot Switeorland i Bean. The
Moo Mountaing and yivers oo purg Mount.ine,
Swives Alpay Meditertanian sea, Rhine 1iver
Rhone viver, Enothe winter in Swit o 1and
the climate io quite cotd and above f, 000
Feet snow covera the proand and some of e
time children hove to ¢o 1o sehool on wki.

in summer many sheltered valleve can he

uncomfortably hor, In sSwitreriand they
cat o oswin cheesie s che s Yondne, and ey
cal quite o lot ol veoet  hle, I Swit e Lond

cvery house has o porch, and some peaple ot
ot of tlowers on them. v sehool the ohiil -
dren must o bhe aveess B ota 1, I cehoa] they
misC learn” one other lTanenare bhoeside s there
main one's. Students whio o attend te ove (o
university Teave the primary school helore
the eod ot the usual course and toake Fanemay e

tratuine in g secondary school, In Swit oerland
oneoob the most popular sports are Mountain
climbing, In Switoerland theyv wpeak 5 di rerent

ovctaee s Cerman, Froench, Fralian, and Romanai,
Pho Swiss poverment owns and operates practical 'y
all the countrvs raiiroads in Switzerland. There
are mere then 3,000 mile's of railroads in
Switrerlamd Most train's run by eloctric

Ppowers o Switzer band also has more then 10,000

miles o tine hivhwavs,

JIn Switzerliand all communication services are
perated by the swiss postal adminastration
an avency of the goverment Modern teiephone

and teleghraph services connect to the entire
countrv.  Switzerland has manv excellent news-
paper's and other publications  The tourist
industry is an important vfmiustrv\' in switrer!land
visitor's from all over the world to come to
see the scenery and winter sports.  Switzerland
is sometimes called the plavground of europe.

1

k'

t
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Switzer land (continued)

Religion the people of Switzerland get to °
chgose which church thev want. About 58
-out of one hundred people are protpstent's
and the rest are Roman catholics. the
Nationa} anthem Schwiezer psalm. Money

is. swiss franc. The flag of Switzerland
has a white cross with a red background
the flag was used in an earlier form 1240
by the region of Schwvz. The white cross
represents Christianity. The National holidav ¥ G
is the Swiss National dav on August,

Finure 4.22 , .

Typed Copy of An Examnle of a Social
Studies'ReDort lritten by Jane, Grade Three

Jane seems to be increasingly able to use more mature lanquage
in that her sentences are structured in an explicit, informative

mahner. For eXamp]e, éhe states "Students who attend [intend] to go
' ~

‘to university leave the primary school before ‘the end of the usual

course and take language training in .a secondary school". Here Jane

demonstrates that she can compose comnlex structures; for examnle, a

subordinate adjective clause (e.g. 'who attend . . .") and three pre-

o3

positional phrases (e.g. "hefore the end", "of the usual course", in

a secondary school") which provide imnortant detail. Perhaps she was

aided in so doing bv reading the information which she then para-

phrased, probabTy even copving some of the expressions from the text..
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Again, Jane shows the ability to organize details around a
central topic, Switzerland. Under this major heading, topic¢s are
‘?ﬁagubdiwided into a definite pattern of organiiation; location,

X

c¥imate, food, homes, school, sports, communication services,

tourist indus%ry, religion, money, flag and holidays.
. »‘, .\2‘.}, . .

A_Each §%b-top1c is duscussed briefly before the next idea is

introduced; for example, children attend school from age six to
” .
fifteen, Tearn a second language, and attend primary sghoo] before

going on to secondary. Ideas are grouped in some form of organiza-

tion but they are not yet placed in separate paragraphs

Other Writing
The following card which Jane probably made for Mother's Day
was of sentimental value to her mother. It reveals Jane's sensitivity

to others: ;

Grade . 3

Mom - Do you know why I love you?

love you for cooking. ’

love you for washing my clothes.

love you for helping me find things.
love you for being happy.

love you for helping me when im sick.
love you for love.

Mom, I'm sure glad you're my mom

= = =

T&ped Copy of a Card Made by Jane
for Mother, Grade Three

The card is an expression of Jane's childlike feelings of

appreciation for the way her mother cares for her. It suggesté a
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movement away from the egocentric towards centering on others.
Although Jane; focuses‘on what has been done for her, she is sensi-
tive to the kindness and goodness of her mother (e.g. "helping me
find fhings“, "helping me when im sick“). The card appeqrs tn be
an attempt towards the poetic voiﬁe in that it is written in the
form of verse (i.e. short 11ne5);_ Words are repeated to emphasize

Jane's appreciation (e.g. "I love you . . .") and Jane attempts to

express .the essence of her love by saying, "I love you for love". -
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SUMMARY - GRADE THREE WRITING

After three years in school, Jane's ability to express herself
continues to develop. In this summary, patterns of growth are
cited under three headings; (1) Content and Structure, (2) Lanquage

Structure and Style and (3) Form.

Content and Structure - Stories

Stories in grade one and two seemed to‘be related to experience,
that is, even the fictitious stories (e.g. dragon. fish story) had a
realistic sense about ‘them {e.g. dragon 11;ed in a ~ave): Events,
too, tended to be related to personal knowledge and concrete, real
{xgife happenings (e.g,'“ba]loon story", grade two). In grade three,
Ma]] the stories had become fictitious, and events happened in a more
abstract, imaginary world. Interestingly, 1méginat7un played a greater
role as pink po1ka dotted zebras énd talking snowmer came to 1ife.
Her sense of story was more mature in gféde thres . Fairytale
introductions, prevalent in grade one‘and/two, were replaced in grade
three by beginnings more pertinent to the story (e.g. "My monster can
"do Tots of unusual things"). Settings were also move detailed in
grade.three (e.g. "One cold winter day"). Sequential ordering of
events continued; however, in one story, a bui]ding of action in

the pdot occurred (e.g. "reindeer story" conflict and resolution),

el
o :

suggesting increased awareness of story structure. Endings were
stronger 'in that they no Tonger ended with "happily ever after"; in
fact, in grade three, they were not necessarily happy (e.g. the snow-

man melted, the zebra got married).
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Characters were a central focus in grade one, two and three. In
grade one, however, }hey were developed mainly through description of
bﬁysica] appearante.a In grade two, while there was some description,
characters were a]so\deve]oped by the author's comments concerning
thevaction of the cha&acter. But, iﬁ:grade three, along with physical
appearance, characters were also developed. through action, conversa-
tion between the centraﬁ character and bthers, as well as by the au-
thor's comments. Characters, realistic in qrg&e one and two, were
imaginary in grade three. In grade ohe‘and two, stories were mainly
about others and to]d‘in the third person. Jane seemed to consider
that a story was told by someone and her task was to record it. Pér-
haps listening to her teacher read or tell stories inf]uenced Jane's
cho%ce of narrator in grade one and two. In three of the four grade
three stories, however, Jane changed to fi}st person narration but
tried to write as the.storyte11er, "I". In the one grade‘thﬁee story
written_in third person, ‘Jane appeared to stand apart from the action
as she reported it. |

A growing sense of audience was evident in the grade three
samples, suggesting Jane's awareness of herself as writing for others
(e.g. talking directly to the audience). Sensitivity to people,
animals or things, along with emotions continued to. be expressed.

On occasion, a sense of humor was in Jane's writing (epg. Rudol1f's

"nose problem").

Content and Structure - Reports

In grade two, Jane's reports were very short and simple. In

her first grade two report, she recorded direct personal experience,

Q
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but bn‘ﬂer second report, shéwappeared to be'regording from vicarious
reading experience. In gradEfthrée, reports reflected a marked dif-
ference in length and quality. Reports, one small brinted paragraph
in. length in gradg two, were sometimes almost two full pages of

small, neat cursive writing ﬁn Qrade three. Material was descrip-
tive and continued to reflect vicarious reading experience but in-
cluded more information. An attempt had also been made to_organize
information. Illustrations, which seemed to enable the author to ~
explain what she was not yet able to write in grade two, appedred

to be bptiona1 in grade three.

Language Structure and Style

With respect to language structure, Jane was able to expand
sentences mainly by way of co—ordinatiqn. In grade three, Jane con-
tinued to conjoin ideas, but used more modifiers (i.e. descriptive
words and adjective or adverbial phrases) to provide detail in her
writing. Subordination of.ideas, which appeared,occasfona]]y in
érade-two, appeared to be a more regular method of expansion in
grade three. -

In the first grade, simple vocabulary tended to be used to
express real life experiencé. By grade three, Jane was becoming
involved in a more abstract, 1%ag1nary world. Tense was mainly
simple, in past or present, in grade one and two and continued to

be so in grade three.
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rd
Ideas in grade one and two were simple without detail being made

explicit.  Howeker, by grade/three, Jane included more details em-
bedded in the/sentence. Syé/also showed greater control over struc-
turing ideas. Emphasis was achjeved mainly through repetition of

words in grade one and two. In grade three, Jane sometimes used

alteration (similar to grade one) and, for the first time, echoic

|

words appeared.

e S |

Form A i

Convenfions, such as capitals and periods gradually pecame more
correctly placed during grade one and t@o, and were, for/the most
part, in appropriate positions in grade three writinq. Exclamation
marks, that seemed to be used experimegta11y ﬁn grade jone, gradually
became accurately placed by grade three. Experimentdtion with quota-
p{on marks, evident in grade two, continued in gréd three.l Phdnetic
spe]liné, less apparent in grade two than one, was abservable only
once in the four grade three stories (e.g. "poalka" tﬁa]ka]) and -

once inh the reports (e.g. "goverment" [government]).

Jane's printing changed from large, irregular létters in grade
one, to small neat letters in grade two. By grade three handwkifing
was cursive with small, neat letters. |

From the writing samples available, an attempt has been madg to
show that in grade three, Jane was continuing to develop as a young
writer. Her writing showed gradual, steady development in cohfenf,

structure and form. Jane's stories and reports in grade three
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revealed that she was -learning how to structure language effectively

to convey intended meaning.



JANE'S GRADE FOUR WRITING

‘Writing samples collected by Jane's teacher in grade four were
of three types - stories, reports and verse writing. Significant
features of the selected samples with respect to content, structure,

language style and form will be examined. ’

Grade Four Stories

Three stories, written by Jane in grade four, reflect her in-
creasing knowledge of ways to make a story interesting for a reader.
In the first story (Figure 4.23), Jane focuses-on the main character,

"Chester", whose name titles the story.

Chester

Chester was a cook for the king. He was very clumsv.

1 think he should have been the jester instead. He
was five foot 4 and wore a hat one size bigger than
he should have. The puff on the hat was as big as

his stomach and his stomach was very fat.

He had to get size ten adult clothes just for his
stomach. His feet were fairly large he wore black

shoes on his feet. He was Ttalian vou could tell,

he had an accent. Onc dav wvhen Chester was making
pancakes for breakfust he was bringing them into

the king when oh no! Chester dropped the puancakes

right into the king's face. Boy the king velled he

was so tired of having food all over his face. 8o

the king told Chester to buy a jester suit because

the king wanted some entertainment. So Chester became
the jester. Everyday Chester would do his entertaining. -
One day the king said that there is a competition for
jester's and the prize would be a bakery with evervthing
you want and you would even get a waiter too. Chester
thought oh I would love that so he washed his jester
suit and he had a bath ready for the next day.

The next day he put his jester suit on and went ot
the competition. He was funnier than evern and when
the judges decided Chester couldn't believe it. A

|
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di fferent jester had won Oh! but luckilv thev were
mistaken. Chester won, vaah! When Chester saw his
bakery he loved it and he was so happv he cooked
deliciouslyv,  The End

Fiqure 4.23

Typed Copy of a Story
Written by Jane

One major strength of thjs stofy is detailed description of the
main charactef. Following a swift introduction, "Chester was a cook
for the king", Jane provides the reader with vivid, humorous details

of a short, fat Italian cook wearing a hat "one size bigger tHan he
.should have" and black shoes on his "fairly large" feet. In physical
appearance, he is deScribed as a small man (e.g. "five foot four)
with a "very fat stomach" that made it necessary for him to get size
ten adult clothes just for his stomach. As cook, he wears a hat

Qith a puff that is compared to his "very fat" stomach.

A second way in which the writer portrays the character of
‘Chester is by his actions. First, the actions of Chester himself
"indicate clumsiness and a sense of humour. Chester dropped the
pancakes and later as jester was "funnier than ever". Chester also
reveals hfmse]f to be a competitive person by entering the contest
and shows a secret desire to be a good cook (e.g. He wants to win so
that he can own a bakery). He also makes himself tidy by having a
bath‘and washing his jester suit.

The author also states her opinion of Chester (e.g.. “He WAS.very
clumsy. 1 think he should have been a jester") and reinforces it |

through the king's viewpoint, that is, through what is said about
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Chester (e.q. "The king yelled he was so tired of -having food all
over his face"). The king, therefore, thinks Chester is too c]umgy
to be a cook since he "dropped the pancakes' but finds him entértain—
ing enough to "buy a jester suit". The judges find Chester to be an
excellent jester by declaring him winner in the competition.

Although Jane's understanding of Chester's character may be
largely intuitive, she has portréyed "Chester" rather well. He is a
round, dynamic character whom we come to know as he chanqes during
the course of the story.

Detail is supplied to enhance the reality of the situation; for
»wile, Chester decided to enter the competition "so he washed his

v suit and had a bath ready for the next day". The plot seems
to have been devé]oped main]y-to‘enhance the description of Chester
through a series of events involving several cause and'effect reWation;
ships (e.g. the king was tired of having food over his face, so he
asked Chester to become a jester). However, the plot is more than a
series of events. Conf]ic£ arises when Chester is not declared a
winner by the jﬁdges even though he is extremely funny (e.g. "he was
funnier than ever’). The problem is resolved because "luckily they
[the judges] were mistaken "and" Chester won both the competitidn
and the‘békery. Thus the story has a happy ending, even though it
may not be very realistic.

The writer'appears to have enjoyed thg writing experience as
revealed by the mocd‘of the story. First, she gently pokes fun at
Chesterlthrough description of appearanCe and also by identifying

his weakness (e.g. clumsiness) in a frank manner. HumoroUs‘{/:)

(
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situations, such as the pancakes dropping on the.kinq's face, add to
the enjoyment of the story for both writer and reader.

In addition to providing readers with a detailed picture of
Chester, the writer tries to heighten reader interest and understand-
ing by including conversation (e.g. "One day the king said, 'You
would even get a waiter'") while internal dialogue reveals Chester's
personal thoughts: for example, when he heard about the competition,
Chester thought, "Oh I would love that". Besides providing a clear,
~visual image of Chester, Jane also informs the audience that "You
could tell [he was Italian because] ‘he had an accent'". As well,
she inserts a personal opinion (e.g. "I think he should have been a:
jester").

Through four years of continuous experience and experimenting
with different ways to write, Jane appears to be developing her own
“writing style. As well, she continues to enjoy playing with 1anguage
as revealed by repeated use of a]tération (e.g. "Chester was a
'clumsy cook for a king', he was 'five foot four', and he got !food
all over his face'"). Likewise, rhyming words (e.g. "Chester became
a jester") reveal enjoyment of words. The use of similes (e.g. "The
puff on his hat was as big as his stomach") suggests an awareness
that relating ideas through comparison often helps to express meaning.

Fee]ings are expressed through the quoted thoughts of others.
Chester, upon hearing about the competition thought, "0Oh I would Tove
that", while the king shows frustration and anger as he "yelled he

was so tired of-having food all over his face". Emotions of
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happiness also emerage after Chester, who thinkes he has Tost the
competition, later finds out differently.

With regard to lanquage structure, Jane launched hpr story by
way of two simple introductory sentences (e.q. "Chester was a cook
for the king. He was very clumsy"). However, not all constructions
are that simple as ideas are expanded in various ways. First, some

it

simple ideas are combined by using "and" and "so" (e.q. "He was
five foot four and wore a hat . . ."). Secondly, Jane attempts to
embed ideas, but runs into problems as she experiments with adverbs
of time (e.q. "One day when Chester was méking pancakes for breakfast
he was br;nging them into the king when Oh no! . . ."). By using
"when" repeatedly’she ends up with one long, incomplete sentence.

Thirdly, descrintive words (e.g.x“hé wore black shoes) and prep-
ositional phrases (e.g. "“into the king's face) help to make ideas
more specific. Finally, Jane also expands some ideas by embedding
subordinate clauses, one of which is used to begin the sentence,
"When Chester saw his bakery he loved it and was so happy he cooked -
deliciously". Her invention of the word “de]iciously“'also suggests
an awareness of the need for an adve}b to describe the quality of
energy and joy consumed by the activity of cooking. |

On the whole, Jane reveals her ability to compose a story that
focuses on personality and events pertaining to oﬁe main character,
Chester.

A second tale, also written in grade four, unfolds as a

fantasy of the wee folk (Figure 4.24).



‘ v
He  Muam W¥
(9nk J was ' a walh
oL Cld&Mf L aunmy cb;:Z an Indomal .
It Twan o foiby goed dony,
a8 Pusl @ ‘soemd 9 Reand ,
N D AeOam  oasdas 9o o caught uE.
pubad m e budis omd 8 san
o Lottt Mom .
I VTR 5
prrpd  and acld N0 fals”
9 sadd, “Com 9 SHo oo

\‘é#A' Qf“* cam
DGR SV W LN out
Do § mert cosn  ta B Lud
and plled  fom  out.
Ores '\ wos ol e onam .qu
e awnd omd 8 codd'd find Aum
g ducidid toQa%/ deuwsmn” b%& o X
oo Foe o mop . o

a L Whet 9 wea  olepimg niytiuquﬂ-
pud ot Lpudowna  hore  gald sz
_ 5 Wk g AIQ)JD& é&k}kaﬁy
for A Dm0 o Hun denli

Cone ‘\9 1$JA{L w ond 9 ssuw

oo e Aanc.

o S adud “ Uibaran NpoAn
QGKA_” P\L W\\W’LM
&uji gt oAy dlan S cast o

3

g

:

qmii?_,, 9 dul'at  mmouwe  wdan

6uxtkmum Lo o tesgiohens
qulJ‘“g’n§ ollegie Lo &DI%U¢Y’1

8 _nem. ot o Hue  Qenast

T o T 9 decided PIPTNTS N 7 S ¢ YN
. - LQmejuM#*L Agoum.

ps. Lt 8§ ,7%uﬁub, 0 ison AUL
Irti~astad, _ _ -

Figure 4.24

Copy of a Story Written

by Jane, Grade Four

S
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The tale is mainly a;seriey of fancifui happenings ordered in a
Togical manner, (e.qg. ”Qgg_day“, "Once he was out", "then I saw him")
.but the ending features a fina1‘decisioﬁ (e.g. "I decided never to
taTk to a leprechaun again”). The story is about the "mean Tepre-
chaun", but the plot has not been developed around the meahness of
the leprechaun. Perhaps the aﬁfhor may have been trying to create
ffthis notion since the leprechaun told her to "get awayke1se [Qe'd]‘

cast a spell” and he caused "feathers to‘come from everywhere" .

o The story begins with a brief description of the setting
u‘u(e.g. "bright, sunny" day which was a "fairl good ‘day" in "Ireland").
The conversation between the author and the Teprechaun suggests an

~awareness of ‘the need to create audience interest..

. Jane seems to have beeh coﬁtéhtrating on }earning how to write
conversatio% in the conventional way (e.g. paragraphinq,:quotation
marks) in neats.cursiVe sc;ipt. ‘It is possible that concentration on
fhese' conventions affect her abiTity to focus on other aspects of
tHe story, such as chéracter.deve1ophent. However, as with all new
endeavors, eachvaspect must be‘maétered gradually but not all are
mastered at once. Jané's,gfowing §enselof story structure is apparent

by the strong ending (e.g.'“She‘ye1]ed, "I'm aliergic to feathers',

as he ran out of_the forest and decided never to see a leprechaun

again').

A third example of a stbrj written by Jane in grade four was a

mystery titled, "The Mystery of’thé Missing Erasers...". According

.
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to her teacher, the story was motivated by a "writing card" which had
~a picture of a private eye detective by a chalkboard. The question
-asked was something like "When the dust settled what happened to the

erasers?" Jane chogs to write the following story. B
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Figure 4.25

‘Mystery Story‘Nritten

by Jane, Grade Four

Ige,story, set in a school, is a believable myStery which may

e

)y

even be‘re1ated to Jane's own experiences. Jane related that she
venjoys cﬁcumber sandwiéhes and her mother confirmed that chocblate
chip cookies ‘are her favorite (e.g. "I was jﬁst eating my cutumber
sandwich and reading my book, The Mystery of the Ghost Town.").

*  Greater variety in use of transitional words other than "then"
(the most frequently répeated signal fn several earWiér stories),

also helps to move the story forward until the mystery of the missing
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eraser is finally solved (e.g. "so I wentvdown”, “when I’had gone",
"the next day"). Events are made more interesting through attentibn
to detail and a more precise use of verbs. For instance, the author
forgot her “cuchber sandwich, gulped it down and hurried away".

Later in the episode, the narrator "grabbed" the door, went over
to tﬁe school "cheerfully", “smelt somethin@ delicious*. Both the
detail and attention to vocabulary (i.e. meaning through choice of
words) serve to heighten interest and méke the mystery more plausible
as the action moves toward the finding of the culprit - a puppy in a
box. |

Resolution of the problem represents a child's wish fulfilled.
The agthor "didn't only get one cookie, [she] got a whole bagful of
her favorite kfnd, chpcO]ate chip and also acquired a cute puppy.

The puppy justifies the reason for the strange noises and the shortage
of erasers since the note says, “Rjéase take care of this puppy P.S.
don't let him éet into any erasers".

In this story, carefu1aattention appears to be given to form.
Written early in grade four, paragraphs and quotation marks are prop-
erly used. In addition, handwriting 15 neat a%d letters are well-
formed. This story also reveals that Jane.is beéoming an 1ncreasingly

able story writer who writes from different points of view.



126

SUMMARY - GRADE FOUR STORIES

As a ten-year old writer, Jane tends to draw upon those years of
early experience in telling her stories. Whether the ideas were drawn
from reading or from watching‘television, or from personal everyday _'
activities, Jane is now able to include fictitious and fanciful char-
acters with whom she seems to be well acquainted. Details help the
reader to visualize them easily. For instance, the characters have
~ traits that are cbnvincing. The private eye was reading a mystery book,
eating a "cucumber sandwich", and loved "chocolate chip cookies".
Chester had an accent which was decidely Italian. Since he was a.
baker, he wore chef's clothes (e.g. "puff on his hat"). The leprechaun
- was green, lived in a forest and had gold and magicai powers.  These
attributes are associated with leprechauns. Therefore, experience,
vicarious or personal, and'know1edge gleaned from books, television
or’other sources, appear to be increasingly useful material for Jane
in creating fictitious stor}es in grade four.

Eaph story seems to have a different focus, revea]ingadeve1opméht
in several aspects of story. In "Chester", description was the main
vehicle used to develop the character. Mainly through cohveréation,
'writtén in conventional format, the message of the leprechaun story
is conveyed. In addition, an emerging sense of audience is manifested
by way of.increased attention to descriptive detail, expression of
personal feelings and use of conQersation to create interest.

With respect to her growing command of the language, Jane's

sentences are, at times, quite complex (e.g. “I think [that] he should
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have been the jester instead) and, at other times, concise (e.g. "So
Chester became the jester").

In/previous grades, to join two or more ideas, "and" was most
frequently useq. Jane now uses "so" more freduent]y (e.g. " .
so Chester became . . .", "so I went . . .", "so I c]osed'. ot
"so the king . . .", "so he washed . . ."). |

Variety in sentence structure shows Jane's use of inverted
order (e.g. "When I had gone, the principal was getting ready . . M)
as another alternative to the more common noun verb beginnings ('He
jumped . . ."). The gradual increase of word‘modifiers (adverbs
and adjective) (e.g. "I went over cheerfully", "cucumber sandwiches")
since grade one and two, in particular, add interest, as well as provide
valuable, explicit information.

‘Therefore; Jane, over the last four years, has been slowly but

steadily maturing in her ability to structure her lanauace.

Report Writing in Grade Four

At least two kinds of reports were writtén in grade four.  Some
were informal, based on personal expe%ience while otheks were less
persona]L more closely resembling what Britton terms transactional
writing. Although Jane was beéinning to learn how to write reports in
a more structured way, infonnatioh baéed on personal experience
continued to play an important role. One such example, shown in
Figure 4.26, reports briefly a winter trip taken by the class to

Rabbit Hill.
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Figure 4.26

Report Based on

~ Personal Experience

Specific time and place are written more like a journa1-(e.&.
"On Monday, Feb. 4/80 . . . it was 11:30"); awareness of the reader
is apparent (é.q. "I will tell you about it") and experiences are re-
counted in sufficient detail that the reader can relate to the happen-
ing (e.q. "Vhen we got in the country, I almost fell of my seat").
" I1lustrations, instead of words, hiqh1iths the experience;.for ex-
ampfe, the main characteristics of a school bus as well as the bumpi-
ness of the road can be seen in Fiqure 4.26. -3

According to the teacher, the children in Jané's class, were
instructed to xerox copies'of-their report drafts, thén "cut and
paste" the parts 16 order to rearrange them under formal headings
asléhown in Figure 4.27. (A typed copy of the report is inc]uded in

Appendix F.)
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fﬁk‘k | Figure 4.27

Report on the Ukraine, N

Grade Four

Although this languaae is more formally structured (e.g. "The
Latitude of the Ukraine ﬁs 46°-52°N), it still tends, at times, to
- be expressive (e.g.‘“I wanted to know more about the joyful, colorful
group). However, content, divided into appropriate sections (e.q.
1oZation, terrain, etc.), 1svma1n1y factual in nature. For e}amp1e,
Jane states that thé.three main rivers of the Ukraine are "Kremen-
chuzskave, Vdkhr and Kakhcvskcye" Vdhr and Kiev is the capital cityl
The interest in the “co]orfu] group" suggest that Jane, actively .
involved in 1earniﬁg about the Ukraine, is motivated to gather
further in%ormation, probab]y by reading. If also appears that, |
after having internalized the ideas, gathered by reading about the
Ukraine, she proceeds to re-create the experience. Her writing

reveals a conscious effort to provide information as well as-to

express concern for people (" . . . they like decorating eggs and



dancing beautifully and their beautiful embriodery'). This concern
can be traced back to Jane's diary writing in qrade one and two when,
for example, Jane expressed concern for the pain felt by Jimmy after

his snake bite attack.

Verse Vriting in Grade Four

Whether or not Jane made earlier attenpts to write boetry, the
only samples available were written in qrade four. Two of the attemnts
to comnose rhvmed verse were based on nersonal experience at a fair

(Figure 4.28).

Figure 4.28 =

Copy of Rhymed Verse Written
"~ by Jane, Grade Four

A third piece of verse was motivated by the teacker, who intro-
o

duced to the class a 'real' chimney sweep. He explained the fine

points of his trade and displayed his artifacts. Following the



presentation, the children were given the freedom to write about him
in any form they deemed appropriate. Jane chose to write a 'poem’

describing the work of the Chimney sweep (Figure 4.29):
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Figure 4.29

"Poem" Written by Jane,
Grade Four

Again she was rhyming couplets in prose form. The piece is also
a narrative. However, the separation of each idea into a paragraph
suggests a growing awareness of verse in conventional form. The main
character is described (e.g. "The chimney sweep wears dark black
clothes") whi « détail personalizes the situatioh (e.g. "he gives
bread to. the birds on the path").

In the verse writing at the grade four level, Jane appears to-be
expér{menting with the concept of poetry. However, her verse ié

still more expressive, perhaps because her experience up to this

point in time has been mainly with story writing.

132



~While it is known that in grade one and two Jane had many storioﬁ
vead to her, it is not known to what extent poetry was included.
Since Jane ~cems to be just beginning to grasp the feeling for verse,
perhaps she hdas had less experience with poetry than with prose.
However, while there is some struqggle with f]éw of verse, q more
difficult forr to control, it i< possible to observe that dane has

meaninaful ideas to convey (e.q. chimney sweep and his work).

*



SUMMARY - GRADE FOUR WRITING

On the basis of available samples of Jane's writing, an attempt
has been made to describe Jane as an "ahle" grade four writer. Her
ability to write for different purposes has been demonstrated. Reports
reflect increased moyement towards informational writing, while the
verse and some of the prose reflects an early attempt to oxpréss her-
self in poetry. In this summary, as in the previous summary, patterns fﬂ

of writing growth are cited under three headings; (1) Content and e

r ;e
r|‘m'v

Structure, (2) Lanquage Structure and Style and (3) Form. e

Content and Structure - Stories

As was previcusly mentioned, stories in grade three were ficti-
tious and imaginative. Although they were still fictitious in qrade

foyr, elements of realism and/or personal experience, were again

present, as cited in the grade one and two stories.v .
Sense of story continued to develop. Introductions, similar in @d
grade one and two, (i.e. fairytale) changed to beginngﬁté more perti-
.nent to Fhe story in grade three. The grade four writing beginnings
were similar to grade three, usually focusing immediatelv on the
main character or setting. Settings, which were more detaiied in
grade three than in grade one and two, continued to contain specific
information in grade four (e.g. "bright, sunny day"). Sequential
ordering of events was adequate from grade one to three, but some

building of a:ticn in the plot appeared in one grade three story.

In grade four, bui]ding action toward a climax continued through use
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of cause and effect re]ationships, or, as in the mystery siory,
through clues. However, sequential ordering of events continued as
main events continued to be well outlined. Endinqs‘in'qfade one and
two were usually "habpiTy ever after" tyggs. A change occlrred in
grade three 1n‘that they were no longer necessarily happy. Likewise,
“in grade fdur, endings were used to provide appropriate conclusions
. and were not necessarily happy. \ |

In" grade one writing, characters were developed mainly through
desériptioniof physical appzarince. In grade two stories, author's
comments,cohcerning the ma‘n character were adczd. Conversation
"betWeen the central cha}actef and others as wel™ as actions of the
character, were 6ther techniqu:s used to deve'p chakaéter in q#ade
three stories. In gréde four, al! four wavs of deve]ooi;q charatter
were observable, along with the comments of others in the story re-
._f1ecpin§'a gradual growth in abi]ity\to deve]op well-rounded
characters. | B |

Ih'grade one and two, stories were mainly about others and written
“in third person,vsignjfying that Jane viewed sfory as béﬁng told by
someone but not by Jane, the person. In %rade threef sﬁéries changed,
for the moét part, to first person nakratiSn witﬁ the storyteller
as narratdr (i.en ﬂ%ﬁ) although one story was written in third person.
In grade féur, firsl person narra@don'appeared in two of the three
storieé, with the storyteller taking the r61e of the central char-
acter in the story. On story was written from a third person point

(of view:

,
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A sense of audience wés stronder in gradetthree, with Jane
speaking directly to the reader.: Conversation was another method
of relating to the audience. In grade four Jane did not speak

directly to her audience, but continued to use conversation and, in - -

one story, included a postcript.

Content and Structure - Reports

Reports were short and sihp1e in grade two. They were based on
persorial experience but included vicarious (reading) experience. In
‘grade three, keports were much 1bnger than those written earlier,.
" and reflected further movement towards transactional writing. In
grade four, however, both personal éxperience and informational writing
were recorded. The informational report.was organized under headings
in a fashion taught by the c]assr&dm teacher. In grade one and two
reports, illustrations were needed, 1ike1yvto convey meaning. In
grade three, they appeared optional, and in grade fdur,%%bpeared not

to be needed.

Lanquage Strucﬁdre and Style

With respect to language structure, Jane, in grade one and two,
appeaféd to understand that language cbu]d be expanded. Through the
grades she gradually used a variety of methods to expand sentences
more frequently and effectively. Co-ordination was used most often
in grade one. Conjoining ideas by "so" or "but" were added.. Grad-
ually, more descriptive wordsvwere'used and prepositional phrgses
also appeared more frequently, as Jane became increasingly aware of
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prov%ding detail. Finally, by grade four, subordination was used
" regularly to embed ideas. .

Vocabulary in grade oﬁe and two dealt main]y’with realistic
life experience. She appeared to use all the wordslshe knew (e.g.
“beds; chairs, lipstick, toys"). Ih grade three Jane used words
to create imaginary creatures (e;g. “pihk polka-dotted zebra",
“Hesselder" monster). In grade four, Jane appeared to have a reper--
toire of words from Wthh to choose in order to heighten interest.
“ht times, in grade four, the words seem to have been chosen because
of their appeal to the author (e.g. "arabbed™ the door, "kick the
problem"). * .

Tense gradually became somewhat more complex In grade one and

.two it was mainly simple past or present. In grade three it was

mainly past tense but in grade four, both past and imperfect (e.gg

"was taking a walk”) were cvident.

Ideas in grade one and two tended to be simple and impli

\

They were often wrw;ten as if in a spontaneous flow of talk. In_-
3

grade three more details were 1nc1uded More soph1st1cated "book"
language, with attention given to paragraphinq, was used in grade

four. A1l through the grades, emphasis was achieved either through

repetition of words, letters, or through rhyming words.

Form

Conventions, such as capitais and periods gradyally became

appropriately placed by grade four. Exclamation marks, and questjon

SN
s



“mature, Jane's writing will become .m
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marks were also correct by grade four. Paragraphing was used more ‘
apprépriate]y in grade four writing as well. Spelling gradua]ﬁyf?
moved from phonetic attempts in grade one to correct spelling in
grade four, sjgnifying increased control ove% written language.
Printing‘(in gradé one) qradua11y devploped into neat cursive hand-
writing by grade four.

Over the last five years, Jane has matured as‘an able young

-4

Writer in that she is now free to choose language appropriately to

convey 1npendéd‘meaning. She is able to use language for different
purposes and'from“varyipg po{nts of view. Stories reveal an increased
ability to develop story‘elements; reports show evidence of movement
towards moré formal, 1nformat16na1 writing and verse reflects an early

attempt to speak.in the poetic voice. Perhaps, as she continues to

TR

aand more easily represented

.
*

along Britton's continuum.

ey,

,



CHAPTER V
SUMMARY, CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS
FOR FURTHER RESEARCH

SUMMARY

The main purpoée of this study was to e;amine samples of written
language composed by one chi]d over a five year period, seeking
patterns of-aeveWOpment. Possible 51m11ariti;s between the child's
written expression and reported past experience were also sought.

The subject of the study was a girl, in grade four, registered
“in the Edmonton Public School System.‘ She was judged by her current
Ténguageparts.teacher to be an able writer. |

In order to create a profile af the subject as a maturingwwriter,
the following case study techniques were used to gather data:v
(1) interviews, (2) collection of a 1imited number of wrjtten.1anguage
samples saved by her mother and qrade four teacher, (3) other per-

sonal data, and (4) observation. The interviews and personal

data yielded information concerning the child's early experi%nce éF home
‘and school which might be useful in determining early interests and

”coping‘beh&ﬁ?ors” in the.development of the written expression of the
' ‘ S _ .
child. The collection of writing from pre-school to grade four yielded

. the information needed to describe developmental patterns in writing

A
’

. over a five year period.

FINDINGS AND CONC[USIONS

Within the limitations of the study, conclusions have been d;awn,
regarding patterns of growth or development in one child's writing

over five years (from preschool b0 grade four). Possible relationships
Fa )’ !

P
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between the child's written expression and reported past experience
have also been discussed. The major findings and conclusions are

stated in relation to the main research questions posited.

Research Question 1

What developmental patterns of Srowth and/or change in writing
may be discerned?
. ¢
In the examples of Jane's writing (grades one to four), four

main kinds were identified. From them, it was possible to observe

emerging and/or changing patterns of thought and language.

Deve]qpment in Thought and Language

Included in the collection of written samples were -four main
fypes of writingt that is, diafy entries, storiés,_reports and verse.
The diary entries represented the most expressive form of writing in
that the ideas were drawn from highly personal experience and written
for self-enjoyment. Stories and reports tended fo move gradually away
from expressive towards transéctiona1 language in that they contafned
informatidn intended for others as well as for self. Infrequent
examples of the poetic voice suggested the young writer may have been
experimenting with Jiterary 1anguagé (e.g.,'rhymed verse and
expressions such as "I love ydu for love.").

When Jane was in kindergarten, her drawings centered around self
and her family. Likewise in grade one, diary writing was egocentric,
that is, it centgtgq on experiences‘re1ated'to and reflecting self.
Topics were h1961y ;%rsonal, concrete and realistic. As Jane began

TN N Q
to write stories,~however, a movement away from self, towards concern



for others (i.e. decentering), was apparent. Even her grade one
stories tended to be about the life of someone else; events were not
focused on herself, but on other characters.

Unlike many childeen who, in their early stories, oral or
written, tend to center on action around Qhemse]ves; Jane was able to
remove herself from the story situation. She appeared to pefceive a
story as being told by someone else. >Perhaps, because Jane's stories
appeared to bé based on familiar re-told tales, the latter may‘have
helped to increase her awareness of story as narrative.

In Jane's beaginning wfiting, ideds tended to be realistic,
concrete, simple and often 1mp11c1t§5 By arade three, however, Jane,
having discovered the imaginary worlg (probably through reading and
experiences with drana), included i&eas that tended to be more
abstract. One yeaf later, Jane seems to have been able to create
unigue, fancifu1 stories out of her imagination. She appeared to have
the option of using ideas that were either realistic or imaginary,
drawiﬁg on either cr both resources.

In grade one and two writing, the flow of thought tended to~bé
spontaneous‘and uninhfbitea; more like speech. In her later writing
(grade three and four), Jane was increasinaly able to organize and
\strucfure language and ideas. There was more "book!' language and

some ideas were separated into paragraphs.
D .
Ability to Structure lLanguage

't six years of age, Jane was already able, not only to write

sentences, but also to expand ideas. A]though co—ordinatipn:of



these ideas was achieved most often by the use of "and" or "but"
as & means of expénsion, descriptive words, prepositional phrases
and even subordinate clauses Qere used to convey meaning. As she
continued to mature, Jane's writing indicated thatwghe was learning
gradually hOW’t? create effective sentences. For example, trans-
formed‘basic structures such as interrogative and embédded ideas
(through modif}erST—words, phrases, c1aui95) occurred %ore frequently
across the gradeg. / |

When first beginning to write, Jane appeared to use all language
available to éonVey inténded meaning. Later on,‘she seemed to have
acqui;éd a ”growfng“ repertoire of meaning vocabulary, enabling her
to select words which appeal?d to her (e.g., "gulped a sandw%ph“
'”gfggggg_the door"). Thus, vocabulary, which ténded to be cohcrefe
and general in grade one, gradﬁa]1y‘became more precise and abstract
by grade four (e.g., "I went over cheerfully"). Detailed illustra-
tions, in béginning writing, helped fo convey intended meaning which
~ the young six-year old writer, due tb 1hadequate vocabulary or writihg
skill, was not yet able to express verbally. As she matured, however,
1{1ustrat10ns, in stories or reports, seemed to become an'optibn.
| Stories were similar in 1ength in gradé one and two (varying
from eight to thirty-six ideas [noun plus verb phrasel]), with the
exception of one long, familiar tale retold, "Goldilocks and the Three
Bears." In this story, Jane appeared to have internalized a great
deal of.the language structure of the origjna], probably through having

heard the story many times. One grade three story was markedly longer,

as was the magggjty of stories written in grade four.



In her beginning writing, Jane appeared to enjoy playing or
experimenting with language. Across the grades, her stories included
examples of alliteration and repetition of words for emphasis. Echoic
words were added in grade three. Continued use of alliteration, along
with rhyming words, were evident in her grade four writing.

With respeét to form of written expression, control over correct
p]acemént of capitals and punctuation was gradual. Organization of
ideas into distinct paragraphs first appeared in crade four reports.

Since Jane began to write early in grade one, phonetic spelling
might be expected. However, as increased control was gained over
written language, conventional spelling of most words was evident.
Printing, large and irregular in beginning writing, was gradually
replaced by small, neat letters. In time, Jane developed a similar

style in cursive handwriting.

Abjljjy'ﬁp_Sﬁfpcﬁpf?iﬁﬁpfxi

Although only four stories were_avai]ab]e for this study, many
stories were written in grade one, according to comments made by the
teacher and mother. Besides, numerous stories were read tovher, within
her family, during her firs% five years of 1ife, as well as by her
beginning teacher. As early as grade one, Jane seemed to have under-
stood intuitively, perhaps, that a story had.parts. Early stories
featured "Once upon a time" beginnings, brief middles and "happily
ever after" endings. HMore appropriéte endings, which brought' the

action to a conclusion, were obvious in grade three-and four stories.

Even in her first written stories, Jane tended to bude her
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‘stories around a main character. At first, she seemed to focus on
describing the physical appearance of the main characters. Gradua1]y;
other ways of developing them were realized; for exaﬁp]e, by grade
four, author's comments concerning the main character, conversation
between the central character and others, as well as author's comments
about him/her were used to produce a well-rounded character. .
| The plot, seemingly less significant to the‘stofy than the
characters, consisted mainly of several events, ordered in sequence.
However; in one qrade three story, the writer attempted to build
action leading to a climax. In the grade four writing, Jane seemed -
to be striving to establish cause and effect relationships (e.qg.,
the "Chester" story). In addition, some events were nof only sequenced,
but also developed in grea;Lr detail than were earlier works.

One rather unusual feature of Jane's first stories was that
they were first narrated in the third person. Jane seemed to view
story as a fictitious adventure about someone else. On the whole,

stories were the most frequent fype of writina found in the samples.

Research Question 2

What early experiences in home and school (1.eim§g;lyhin§gfests

é_ng,,i'gopjpg_égbgyjpri") were "used" in the development of the written

e}pressfbn of this child?

Jane's mother deliberately devoted time to Jane, during her pre-
échoo] years, talking and sharing ideas with her. Transcripts of
oral Tanguage indicated that even at age three, Jane was articulate
and inquisitive, learning how to draw, with the help of her mother.

/
/



Jane also learned early to associate books with enjoyment, as
stories were read to her from infancy. She learned to sing nursery

rhymes and other songs before the aae of three. Jane's appreciation
of music, exoressed in her diary writing, probably relates to early,
happy experiences with music in the home. Jane's early sense of
story, evident in grade one writing, may be attributed, in part,
to listening to the many stories read or told by he;'mother. Moreover,
since Jane saw her mother performing in a drama troupe, 1t may have
created an interest in this art form, as well. |

Although Jane became a "good" reader in terms of test scores,

She was not an avid reader, accordinag to hers mother, until her close
-

friend seemingly stirred Jane's intevpst in grade four. The question

might be raised as to whether thid change in attitude may lead to
positive effects in future stofy riting.

That some personq} 1ife experiences were reflected in Jane's
writing was confirmed by her mother who stated that Jane enjgyed
drinking Koolaid and eating cookies, not unlike the dragon in the
grade two story. The spachetti and meatballs referred to in the
grade three story about Mr. Highter was also a favorite supper dish
in Jane's home, as were chocolate chip cookies, the kind‘identified
in the grade fouf mystery story. As well, Jane was allergic to
feathers, a fact she related in the "leprechaun"” story. The
activities leading up to the opening of giftsrin the grade two
Christmas story were similar to her own home exper%ences. Events

such as making snowmen and going skating also tended to be typical

of Jane's real 1ife experiences.



Jane's grade one teacher read many stories to the class,
discussed them and even encouraged frequent, 1mpromptu dramatization,
which also could account, in part, for Jane's early maturing sense
of story. Besides, she encouraged the children from the beginning to
write frequently, recording personallexpeéience in diaries and
reports, and composing "books" of stories.

In response to the chi]dré%Js writing, this same teacher wrote
encouraging comments, sometimes in cursive script. Accuracy of
punctuation in beginning diary writing suggests that assistance by
the teacher may have been given, since the teacher would write
comments such as "A sentence aiways begins with a capital and ends
with a period, Jane" when necessary. In contrast, punctuation was
much less accurate in Jane's grade one stories, suggesting that the

teacher was moo erned with content, freeing children to write

creatively, rathwr than with correct f{&

0 brganize her thoughts into
. “*”’”'.
writing more effectively by way of paragraphs in her reports. It is

By grade three, Jane was trying’

highly probable that teacher instruction contributed to fhis develop-
ment. |

At times, Jane revealed a mature sensitivity to the nesds of
people; for example, she expressed a desife to join UNICEF in order
to help people. Empathy was a]so»indicéted.by reference to "poor"
Joseph with "tired feet," "excited" children and a "sad" girl. She
also appeared to feel-close to nature (e.g., "she liked the wind"

It ]

"bright., sunny, day" "peaceful, relaxed feeling” [out in the snow]).. .



Moreover, Jane told the researcher about her enjoyment of the beauty
of plants. [motions of fear, love, excitement and sadness were
expressed in grade one and two writing, and, although not as
pronounced in Tater writing, happiness was a recurring theme,

From the samples of Jane's writing, descoribed in this study, the

& o

development of one able young writer has been traced. In so far as
it was feasible, experiential factors that may have contributed to

that growth have also been idgntifﬁod.
£
IMPLICATIONS

The fndings in this study have certain implications for education,
even thouoh it focused only on the written expression of one child.
| 1. The presént study reveals that a close reading of a child's
written expression can provide valuable information concerning
development in his/her writing. Teachers need to identify'and
reflect upon what children say and how they say it, if they are to
respond appropjiate]yvin order to-help children learn to write

«ffectively. . By so dom{y«5 the teacher can then “read out” from child

o
B,
:.’"’

behaviors to teachwng actxon,

‘aaﬁhev than$$1ngus1ng mgghocs into the

?’"’P LG 2

teaching of wrthng wh@ther the,chxld u& 'eady or note Fﬁavgs ]?79,
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p. 77).

rodm, sysfﬁmatig_use of cumulative writino folders

,fwoqu allow teachers to rovide an alternative to
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reporting scores or marks.  Besides, writing samples, collected over
the years, would provide useful instruments for assessing continuous
growth in meaning vocabulary and abitity to structure and use
language in stories, reports and other types of writing.

4. If dane's writing is indicative of the writing of young
children, then it seems logical that the retelling of stories, by
beginning writers, is an appropriate and effoective way of gaining
experience in how to write a story.

5. In general, closer observation of what children say and how
they say it, both in oral and written language, should provide insight,
not only into language development, but also into the developiment of

personality, and thought, both cognitive and affective.
RECOMMENDATIONS FOR FURTHER RESEARCH

1. Replications of this study, concerned with growth in one
child's written expression across the grades, should lead to more

conclusive information from which generaliz S can be made,

regarding developmental patterns.

2. Nsimilar study might be carried out with small groups of
children so that similarities and differences of developmental
patterns in written expression might be established.

3. If samples of the oral and written expression of chi1dren”@ere
preserved from infancy on, comprehensive study of language development
would be possible.

4. Further research should be carried out to acquire additional
information concerning the effect of parental .and teacheriﬁnf1uence

: 4
on children's written expression.
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CONCLUDING STATEMENTS

This study was undertaken in ordéf to discﬁvér and attempt to

" describe, the main characte?istiés”of Jane, designated as an able,
mafuring,,yOUng Writeni As well, the intent was to determine whether
or not patterhs of grpwth in language and.thqught wére apparent.
Possible relationships between the gﬁde'é»written-expression aﬁd
reported past ekperience7Were a)so sought.

A]though the findian in this study are tentative, nevertheless
they contribute tQ fhe'gdvance of anvessent1a1 boqy of'know1edge
about chi]drenf@s beg{hning writers. As wé]l, th%s study should»help
pave the way for further stUdiés designéd to gather information
conceraing develocmental writing'pfocésses. In-depth studies of
chi]drén‘serQQ as a féasib]e way to gather as ﬁuch information as
possible, regafding vital thought and language processes {hvolved in”
1eprnfng to'wrifef It is believed that this‘study wi]]'contribufe ‘
to  knowledge regarding development in children's written expression,

as well as how to effectively study one child's language over time.



BIBLIOGRAPHY

N



. 151

s , ' BIBL JOGRAPHY

-

A1mf% M. ﬂéygwgf étqujng children. New York: Teachers College
Press, -1959. . ’ .

Applebee, A. The child's concept of story. Chicago: University of
Chicago Press, 1978.

Bitzer, L. In D. Park, The meaning of "audience." College English,
1982, 44, 247-257. =

Bloomfield, L. Language. New York: Holt, Rinehart ahd Winston,
1933. . ' < '

Braddock, R., Lloyd-Jones, R., and Schoer, L. -Bg§§gjphwjh_yri;§gg
composition. Champaign, ITlinois: National, Council of Teachers
of English, 1963. . o P

Brandt, A. MWriting readiness. Psychology Today, March 1982, 55§£§lq :

Britton, J. Language and learning. London: Penguin Press, 1970.

Britton, J. B., Burgess, T., Ma?tﬁn,’N.; McLeod, A., and Rosen, H.
The development of writing abilities (11-18). London:

Macmillan Education, 1975.
&

Brophy, J. and Evertson, C. Learning from Teaching: A Developmental

Perspective. Boston: AT1yn and Bacon Inc., 1976. o
Brown, R. A first language. Cambridge, Mass. : Harvard'University 
Press., 1973. LT

-

Brown, A. ‘Reéognition, reconstruction and recall of narratfve
segyences by pre-operatfonal children. Child "Development,
19%8% 46(6), 156-166. . : ’

Bruner, J. S. The course of cognitive growth, American Psycholégist,
1964, 19, 1-15. : :

Bruner, J. S. Studi€s in cognitive growth. New York: 'John Wiley
and Sons, 1966. ' B

Burrows, A. T. Research into practise.. In S. W. Lundsteen (Ed. )
Help for the teacher of written composition. Urbana, I11#nois:

National Conference on Research in English, 1976. .




!

Burrows, A. T. et al. Children's wr1i1qgf' Research in- comnosition
and related skills. Champaign, I]ﬁ1no1s* National Counc11 of
Teachers of Enalish, 1960. :

Burrows, A., Jackson, D., and Saunders, D. They all want to write.
New York: Holt, Rinehart and Winston, 1964.

Calfee, R. C. Research perspectives from the behavioral sciences: Q
Some new (and not so new) directions. In S. W. Lundsteen (Ed.),
Help for the ‘teacher of written compos1t1on Urbana, Illinois:

Natwonal Conference on Research in English, 1976.

Chafe, W. . Meaning and structure of 1an9uage 'Chicago: University of

Ch1cago Press, 1970,

Chomsky, N. ngtactjc structures. The Hague: Mouton, 1857.

Chomsky, C. MWrite first, read later. Childnood Education, 1971, 47,
296-299. : 2 C

Chukovsky, K. From two to five. Los Angeles: University of
Cq]1forn1a Press, 1971.~ : , :

Clark, M. Young: f1uent readers What can they teach us? London:
He1nemann Educat1ona1 Books, 1976. .

-
LG
%%

Clay, M. What did I wr1te7 London: Heinemann EducationaT Books,
1975. ,

3

Clegg, A. The exci%emgg;_gjlggjjjlgl. London: ~Chatto and Windus,
1969. '

Co]]ins; J. Dialogue and monologue and the unskilled writer.
English Journal, 1982, 71, 84 86. :

Dﬁrkin, D. Children who read early. New York Teachers College
Who reds =Sl _

Press, 1966.

>Durk1n D. A language-arts program for pre first grade ch11dren

Two year achievement report., Reading Research Quarter]x 1970
5 534-565. P

“

Dyson,‘A., and Geneshi, . '“Whatta ya- try1n to write?": Writing

.. -as an. 1nteract1ve process. Language Arts;.1982, 59, 126-132.

fﬁﬁg, J. The cqmpbsingﬁp?ocesses of tweTfth graders (Research report
» no. 13). Urbana, I11inois: National Council of Teachers of
‘English, 1971. . '

Emig, J.1 Wr1t1ng as a mode of learning. C011e§e Comggsitioh and
*Commun1Cat1on, 1977, 28, 122 128.

’ng

LT ey . :
RO 3 2 . - ,
T . . ’




153

Emig, J. Learning to write. Language Arts, 1977, 54, 739-741.

Fasano, J. PupiT characteristics and dyadic interaction. Center
for Research in Teaching, Faculty of Education, University of
Alberta, July, 1977. Research report #80, 1-6.

Fillion, B., Smith, F., and Swain, M. Llanguage "basics" for language
teachers: Towards a set of unwversa] conswderat1ons Language
Arts, 1976, 53, 740-745.

Flanders, N. Teacher influence and pupil attitude and achievement.
Pre-publication manuscript of a proposed research monograph for
the U.S. Office of Education, Co-operative Research Branch,
Michigan, 1962.

Flem g, E. Teacher expectancy as related to the academic and personal
rowth of primary age children. Monograph of the Societ fqﬁ

Rysearch in Child Development, 1971, 26(5, Serial No. 145

Fries, C. The structure of f English. New York: Harcouft,'Brace and

World, 1952.

Gardner, H. The making of a storyte]]er Psychology Today, March
1982, 49-63. . e

Golub, L. S. Stimu]ating and receiving children's writing:
Implications for an elementary school curriculum. Elementary
English, 1971, 48, 33-49. ' '

Goodman; K. Analysis of oral reading miscues: Applied psycho-
Tinguistics. Reading Research Quarterly, 1969, 5, 9-30.

Graves, D. Children's writing: Research directions and hypothesis
based upon an examination of the writing processes of seven-year-
old children (Doctoral d1sser&@t1on, State University of New York
at Buffalo, 1973). Dwsserta%1bn Abstracts International,

1974, 34, 6255A. (University Microfilms No. 74-08373)

Graves, D. H. An examination of the writing proces?@s of seven-
year-old cnildren. Research in the Teaching of English, 1975, 9,
- 227-241. T T B . - B

<

Graves, D. H. Let's‘get rid of the welfare mess in the teaching of
writing. Language Arts, 1976, 53, 645-651.

Graves, D. H. ,Language arts textbooks: A writing process eva1uat{0n.
Language Arts, 1977, 54, 817-823. » ;

Graves, D. H. What's new may not be qood. Lanouage Arts, 1977, 55,
708-713.



154

L]
-

Graves, D. H. Language arts textbooks: A writing process evaluation:
Research update. Language Arts, 1977, 54, 817-823.

Graves, D. H. Balance the basics: Let them write. Learning, 1978,

- 6(8), 30-33.
Graves, D. H. Handwriting is for writing. L angqugwﬁfjs, 1978, 55,
393-399. .
Graves, D. H. We won't let them write.. Language Arts,., 978,
635-640. S

Graves, D. H. Andrea learns to make writing hard. Languaqe Arts,
1979, 56, 569-576.

Graves, D. H.  Children learn the writers craft. Lanquadé Arts, 1980,
57, 207-213.

Graves, D; H. One chi%d, one teacher, one classroom: The story of
one piece of writing—Barbara Kamler. Lanouage Arts, 1980,
57, 680-683.

Graves, D. H. Where have all the teachers gone? Lanquage Arts, 1981,
58, 492-497. :

Graves, D. H. How do writers develop? Language Arts, 1982, 52; 173-
- 179. ' ’

Grimes, J. The thread, of discourse. Technical Report No. 1. NSF
M Grant GS-3780. Ithaca, New York: Cornell ‘University, 1972.
(ED 071 485) .

Hall, M., Moretz, S., and Staton, J. Writing before grade one—a
study of early writers. Langggge Arts, 1976, 53, 582-585.

Halliday, M. Learning how to mean: Exploration in the development
of language. New York: Elsevier North Holland, 1975.

Halliday, M. A. K., and Hasan, R. Cohesion in English. London:
Longman, 1976. ’

Harris, Z. Co-occurance and transformation in Tinguistic structure.
Language, 1957, 33, 223-340.

Holdaway, D. The foundations of literacy. New York: Ashton
Scholastic, 1979. )

Holt, J. How children fail. New York: Pitman Publishing Corporation,
1964, : '

t'gt oy . RN

Isaacs, H. Preschool writing of three ch1]dren Unpub11shed prOJect
University of Alberta, 1981.

Y



,,§’£ N . 155

Ve

Jackson,-P. Life in classrooms. New York: Holt, Rinehart and
Winston, 1968. o

L

Kantor, K. J., and Perron, J. Thinking and writing: Creativity in
the modes of discourse. Language Arts, 1977, 54, 742-749.

King, M. Research in composition: A need for theory. Research in
the Teaching of Enalish, 1976, 193-202 -

King, M. Conveying meaning in written texts. Languaqe Arts, 1981,
58, 721-728. R

Laing, W. A study of storywriting by children in arades three and
six., Paper presented to the bdmonton Catholic School” District,
September, 1981.

Lindfors, J. yggpgyéggA@ng_jggjﬂng, Enalewood C1iffsy N
Prentice-Hall, 1980.

Loban, W. The language of elementary school children. Champaign,

I11inois: 'N.C.T.Ea, 1963.

Lowenfeld, V. Creative and mental growth. Third Edition, New

York: Macmillan Publishing Co., 1957

Lukens, R. A critica],hgpgpppkwpfr;hi}dﬁgni§“jjgﬁjggyig,‘ [11inois:

Scott, Foresman, 1976.

Lundsteen, S. Children learn to_communicate. Englewood C]iffs, N.J.:

Prentice Hall, 1976.

Mandler, J., énd Johnson, N. Remembrance of thinas parsed: Story
structure and recall. Cognitive Psychology, 1977, 9, 111-151.

McConaughy, S. Using story structure in the ﬁ]qssroom. Language
Arts, 1980, 57, 157-164. ’ Ce

Miller, G. Some preliminaries to psycho]ingdfstics.” American
Psychblogist, 1965, 20, 15-20. . .

sMoffett, J. A s;ygggﬁ:ggpjgrgg_lgggupgewarts curriculum, grades K-13:

A handbook for teachers. Boston: “Houghton Mifflin, 1968a.

Moffett, J. Teaching fhgruniwgfégngjmgj§g9ufseh Boston: H0ughton
Mifflin, 1968b. ' ’

Nelson, K. Structure and stratedy in learning to talk. Chicado:

The University of Chicaqo Préggf"Mon6aﬁiﬂﬁ??ﬂ?7fk Society for
Research in Child Development, Serial No. 149, 1973.

Nolan, -F. P. Camposing brocessés of grade 6fab1e wrﬁters% Unpublished
doctoral dissertation, Univegsity of Atberta, 1978. "
' 3 9 R




156

Park, D.  The meaning of "audience." C(ollege English, 1982

,,,,,,,, » 44,
247-257. : T ‘“

Pflaum, S. W. The development of lanquage a and reading in the youna
child, Ohio: Merrill, 1974. - non

Piageté J. The lanquage and thought of the child. New York: Meridian,
1964. o

Pike, K. Language in_relation to a unified theony of the structure

of human behavior. G]enda]e, California:. Summer Institute of

Linguistics, Part I, 1954.

Polardy, J. What teachers believe, what children achieve. Elementary
' School Journal, 1969, 69, 370-374.

Read, C. Pre-school children's knowledge of English phonology.
Harvard Educational Review, 1971, 41, 1-34.

Rosen, C., and Rosen, H. The language of prw mary school children.
London: Pengu1n Education, 1974,

Rosen, H. Written language and the sense of audience. Educational
Research, 1973, 15(3), 177-187. :

Rosenthal, R., and Jacobson, L. Pygmalion in_the classroom. New

York: Holt, Rinehart and Winston, 1968.

Rumelhart, D. Understanding and summarizing brief stories. In
D. LaBerge and S. Samuels (Eds. ), BaswgﬁgroceSSes in reading:
Perception and comprehension. Hillsdale, N.J. Lawrence
Erlbaum Associates, 1977.

Sawkins, M. The oral responses of selected fifth grade children to
~questions concerning their-written expression. Doctoral
dissertation, State University of New York at Buffalo, 1971.
Dissertation Abstracts Internatwona] 1971, 31, 6287A.
(University Microfilm No. 71- 164 )

gchmwdt W. H. 0. Child development: The_ human, cultural, and.

educat1ona1 context. New York: Harper and Row 1973.

Smith, F. Psycholinguistics and read1n9 New York: Holt, Rinehart
and W1nston 1973. '

Snow, C. Mother s speech to chi]dren_]earning Tanguage. Child
Development, 1972, 43, 549-565.

Snow, C. The development of conversation between mothers and babies.

Ch11d Language, 1976, 4, 1-22.



157

Squire, J. Composing: A new emphasis for the schools. 1In The
Writing Process of Students. Report of the first annual

conference on language arts, State University of New York at
Buffalo, 1975.

Stallard, C. An analysis of the writing behavior of good student
writers (Doctoral dissertation, University of Virginia, 1972).
Dissertation Abstracts International, 1972, 33, 3408A. :
TUniversity Microfilms No. 72-33385) '

Stallard, C. Composing: A cognitive. process theory. College
Composition and Communication, 1976, 27, 181-184.

Stallard, C. Writing and readiness: A developmental view.
Language Arts, 1977, 54, 775-779.

Stein, N. L., and Glenn, C. G. An analysis of story comprehension
in elementary school children. In R. Freedle (Ed.), Multi-
disciplinary approaches to discourse comprehension. Hillsdale,
N.J.: Ablex Inc., 1977. '

Stone, L., and Church, J. Childhood and adolescence. New York:
Random House, 1957. - .

Temple, C. The beginning of writing. Boston: Allyn and Bacon, 1982.

Thorndyke, P, W. Cognitive structures in comprehension and memory of
narrative discourse. Cognitive Psychology, 1977, 9, 77-110.

Tovey, D. Llanguage acquisition: A key to effective language
' instruction. Language Arts, 1976, 53, 868-873.

Tpimm Vinge, M., and Laing, W. Shaking time. Universitv o1
AMberta, Faculty of Education, Audio Visual Media Center, May,
1978. (Videotape) )

Vygotsky, L.” Thought and language. Cambridge, Mass.: M.[.T. Press,
1962. :

Wilkinson, A. Foundations of language. London: Oxford University
Press, 1971. s v :
Wilkinson, /.., Barnsley, E., Hanna, P%, and Swam, M. Assessing

Lanquaqe Development, London: Oxford Universifty Press, 1980.

Winkeljohann, R. Queiies: How do we promote communication arts?
Language Arts, 1980, 57, 660-663. '

Winkeljohann, R. Hqudo we help children with the conventions of
writing? Lan§fage Arts, 1981, 58, 862-863.

Yatvin, J. A meaﬁ%@gicentered writing program. Phi Delta Kappan,
1979, 880-88% - |

. O s ‘ . .
Z1pf,]gé0 SeTﬁntnc_gna1xs1s. Ithgca, N.Y.: Cornell University Press,

y



APPENDICES



APPENDIX A

LETTER TO THE PARENTS



6851 - 111 Street
Fdmonton, Alberta

April 10, 1981

Dear Parents,

Allow me to introduce myself by telling you that T am a graduate
student at the University of Alberta in Edmonton, majoring in Luanguage
Arts. My thesis topic is"ADescriptive Study of Able Grade Four Writers."
My purpose is to attempt to find out what makes a young writer able. 1
plan to explore this problem by working closely with an able writer and
studying his/her language ability and development. I hope to create a
profile of the?child.

I Observation of the child
a) 1in the home
b) ir the classroom
¢) while composing

IT Interview (to find when the child showed interest in
rcading and different types if writing)
a) with parents
b) with teachers (past and present)
¢) peers
d) significant others in the child's life

111 Collecting Oral and Written Samples (in order to look
for patterns of language development) %
a) preschool to the present \\
b) ask the child to compose some ' stories for me while
I observe and ask the child to comment 'on what he/
she has written.

IV Study of Records
a) reading scores .
b) report cards '

\'" Questionnaire/Inventories
a) general interest inventory
b) rea’ ng interest inventory
If you have hept samples of your child's writing since kindergarten
or later, I would be most grateful if you would allow him/her to partici-
pate in this study. Please be assured that although the child's written
samples will be included in the study, identity will remain confidential
and anonymous. If you are willing to allow your child to participate in
the research, kindly sign the form below:



L W it
f .

. ey e S b 3 . B
M 3 ‘.
. “7 )

ch

1 am w1111ng,/rﬂtf«t \«JIIW}:’#&Q have . F

participate in the 1cweﬂrch kltlc “hﬁﬁ, of Able Grade #
Four Writers', : R vy '
T N aemed b 4
@ " 5 Signed .,
. N . . P u , - . - . A, .
i Dutc:ﬁ ‘ L ¢
¥ , e %ﬁ
‘ If you wish to have dddltlxnnil éﬁmﬁgﬁbh, feed free™o con-
tact me at: 41 . AN
Home o E i
Office , .

Your cooperation is sincerely appreciated.

’ Yours truly, \\\\
. ’ ) - &

i

{
X b:('ﬁ'ﬂv,

L

Joy 0lson
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ow

-

4.

Ty

¥

Oral Questionnaire - Parents

.

Jhat samples of the child's material have you collected over the vears

from early scribblings, drawings, pictures, stories, cards, letters,
pieces of writing composed at home or school to the present?

Do you recall ﬁjfgé'or early attempts to

~

“

L - .
press himself/herself in

wribten’fqng//What were they like? - At what age?

1 gave her pencdds, crayon and papen when she was veay small.  She
stanted with scnibblings and at 7 drew a recoanizable pleture of an
clephant. By the age of 2, T had taught her the afphabet. She could
veeoginize and point cut the Letlens. ‘

-Did yOuwprovidehinstrucfion or enc0u:ag¢ the child to write, or was

Y

-

it self-initiated?
1 encouraged hern and taught hen ({.e. the alphdbet].

v
. - "
- » ”

Can you recall anything that stimulated the child's interest in

_trying to write? . ' ,

The, materials she had to wotk with, TV was deddiniteli an (nifuence -
Sesame. Street from 1 oueaw old.  She sent cards wioen she was (e and .
afso wiote Lettens. . Telev(sden has had an Oiflucnce. 1 licn Atoxdes

(<. c. dotective). Shic scoms t¢ have picked up plet fnam ek wead G
pid a grandparént‘dr'close relative take significant interest in

the child's writing or reading ability?

4

Yes. , There wence cands back and fonth and also felephone calls.

@

ty

2

Do you Lungmber when the child firsc staried to speak? Does hie/shels

.Qalk much now? ) : N

) S . R :
By the- time Jane -was 1, she cowld necite punsariwiumes. T have gen

e T . Ay

tapes. | She talks @ Lot at heme and has.a vexy good vecabutarut At 10

yeans ofiage; heg~agli-confidence 4n wpedhing neally developed.  Now - .

whew my éf?IhC% dnfands dioe 4, she i% at ease g carhuing iy a
CONVEIALAGN. -AG&éan las ickedse uﬁa%c%ﬂ s weéé; o
Are there #nhy writers in your family? e

. o

B

- Heor griandfather gnjous wilting poethy and has weitten a childen' s ,
Cbook. 1t hasn't been pubfished. He read <X to Janc and hen sestes.

T do a Lot of wuiting [i.e. unduensdty papens, Bete. | comccted. with mu

wornk and . . has seen me wuite sdince she was small. T have a desk -
doumataxnb.and}%ﬁg ﬁaé seen me thene a Lot. - o ;
Are there any avid readers in your family? e . A

Vos.” Both my husband and 1.7 We nead noveds and we have dilbonend

periodicals and magazines Lt oun home.  The cluldrentget Natianal

. Geographlc and belong to the Arnow Club. : ; \

ﬁ«‘ T : v v " ..
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10.

11.

12.

13.

Q”&
wq:q

Y,
14.

© .15,

P

S

~

16.
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What does the child like to write at present? Has this changéd over
the years? )

She does writing aAboc&ach with school assignments but wiites the
odd Lettern at home. It has been mainly school assignments.

-

»

¢

To what extent does the child read at home and/or for pleasure? What
age was the child when he/she first showed an interest in having
stories'read to him/her? : ‘ N

When she could finst undeﬂAtand 1 nead bdakz even when Ahe was
A4x months. ' _ C

15-30 mmuxtu a day - wsua&@g before bed.

Do you reLall the child S earl atgempts to read? What were fhey
like? Did you emcourage the ¢ 29 read or was it self- 1nitlated7

At Eindengatiten age Ah@?gphﬂd n441 Aegtenceé 5nﬂm books that had
bccn nLad to hew - note nead{gds _q . :

.
Did an’one read to thekchild when young? What type of material?
Yes. Fainytales., Tmade up stonies and songs.

Can you recall anything that stimu]a;ed the child in learding to
read? ) , .

P

1 cncuu%ach her to nead 3auomkte books o/ mine. She has a good
/n(Cmd who 45 an av4d neade®, This niend anouﬁaaed hen to read

%gtha4u bocks B o found she effoded Them and has been reading moxe

snce 5he uu5 0. She also reads to hen Little éLétQﬂ eveny night.

‘What does the child read at present? _ﬁaéxthis changed over the years?

Mys tent, autobiographu, Wilder, RCighton, Rlum. Yes. She has changed
L cimt naadcnq animal Ato1&e¢ to naadanq people &tonccé
t.

\' &

bobs E?E“child have a book coiIecéiéﬁ? : ‘ ‘
Ve, " Multi-varicty - Chanlie Brown, Maadc books, maga: éhcs children's
nwoveds £.e. The Blachk sau24m1 ym,mm atﬂuut 100 th. '

<

e s o S L
How d?es the child g%t hls/her books° *Did you%guide or werevthey b
elf—chosen7 . RN B : B
h} o 7
T ‘quided hen and she chooses hen own (nom Annow Booha Now her Amtaui,
/m 3 an av4d. /zcaden aduww«hvg ‘g S - ‘
b «9
A o ¢ ' : T TR £ SRR
' . *,v:,  Lo
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Oral Interview - Child Transcribed

1. Do you remember when you‘first wanted to start to write?

T'm ot really suxe but T thdank my mem probably stavted hg w1
wvubabﬁﬂ did numbens and things but fx!c my A{ston stants ca‘Cu because
1 help hc,p but - 1 don't neally hnow.

; ) .
7 4

2. Do you remember writing cards or doing any kind of printing before
kindergarten? :

Well probably: signing my name on cards = but T don't think wictong.
[

3. Did your mom encourage you to write at all when you were small?

Vah T think she asked me to weite things but T'm not neal Cu Guito
TposLtive.

v

”

4, Do ‘vou remember anything that madOVOu interested .in. wanting to write
and by writing I mean cards, stories, poems, letters - ?

Well Lind ¢4 bOOIs made me want to wedte E<f0 wihen T owas snadd mi o
weuld g}r{ them and 1'd kind of wunt - L<ke T'd thank mu{ 1'd qu o
want todnite 4% MLfI dadin! t‘umft !amu how, .

.5. How old were you then?

€ were you tnet B
I'm not swre. Probably befete kindergatton.
Jaey

6. What about when vou got to school?

(el T weuld wsually wriqte tmat some i was., Like {4 thoxe mad a
chicken en sometiing 1'd Leawr .o o T dddn't wedte any sEan eyt

7. Was that for teacﬁers?
Um son Leachers. _ ' r

8. Did a grandparent or any close aunts Or unc les take-an interest in
your writing - cards or a}%thmg like that? -

Net /‘L(:,al’,ﬂg/. . \ o : e
9, Did you talk é ‘lot when you were yoUng‘?
10. “Enjoy talking? & | g o ,, : ey

Ves.



11. How about now?
£7
tUm, well T don't talk as much becawse Like you can't really talk
much 4 schoof now but yah T Like z‘o(,(’/mq people Like when 1 wcuf on
/w&dajb and aw nything.

12. So you enjoyitalk!ng about it. Do you like writing abaﬁt it too
after you've talked about it? _ ' g

Um, yal 1 &ike showing the teachens - instead 05 saying Lt you, jLth
wiite it - show hen.

13. 1Is there anybody in your family that writes?
What do you mean?

14, Well have you seen anybody writing. Does you mom or dad write - have
you seen them writing or do you know of anybody else - aunts or uncles
that like to write poems or stories?

Oh yah, my- qwndpa and grandma. Like my grandma! 5\‘6/1}1 artist and m
qrandpa neally Likes - hes made wp Lots of soitgs and theu've nu({a un
this beok. 1% has - he's wrote poems and my qmndmaks drawn - did the

Cpletunes - and my mom wiites quite a bit-'cause ¢f hern drama and evesi-
l‘/mlq Vali she wiites - I don'z kinow £f she wutexs M‘u wies - yah she
‘Wi ltes some.

4

, ’ ‘ . :
15. Are nmere people in.y0ur family that like to read?

Mo dad ammz{ sisten )zbauf[/ enjoy E/csfcnum to books and mu mom neads a
Lot and so do 1.

Can you tell me the kinds of things your dad. and.mom read?

M mom weads stowdes oi people and things. .1'm not neally sure because

haven't neally h&ld.thmn(ﬁ%anythéng. .

1777 Do you see your dad read néWSpapers or magaz$nes or things like that?

‘ Valt my dad neads the newspaper a Lot and magazines - theg nead Tdme
P ,anu eucn/t/unq o . v

+

18, What kind ofnlngs do you like to wrlte now?

. s

Un, wdﬂ now 1 £ike wid, ting meie about duscubum nio e and Like abcu(
chpﬂe < Like funny and also juét SenAous.

19. Is thls in stories or poems° : 4

Well when T was-n q’mdc three we feere dodtg more wams and T wd® .
pretty good at tl L(ct and aﬁéo ju/st lu/muzg Now.T Like writing. morL
Atondes. : ' '

20. 1s this for school or‘do you do it at home foo? W o

well T don't neally do At at home, 1 mostly do Ia /ime.

A

. * "y



AN

23.

25.

(8%
~J

29.

30.

31.

cmuch 4n.stheel- ' cause (juu dent" t®et as mleh time and at
mese quc&g and: v u feet a Cittle mowe comdontable @t hewe to fust woad

167

Has this changed? Did you liké to write about other things than vou
do now?

Wy I'd £{ke to widite about andimals 'causc 'l wasn't as o and dadn 't
know at much s0 1 just mostly wrete about animals and thows.
i

How much do you read at home just for pleasure?
Wefl 45 I get time T Like to nead bejone T go te bed.

Do remember how old you were when-you wanted to have stories read to
you?

well, I think that starfed at oven 2 ot fust 1.

Do you remember when you wanted to start to read?

el T was about maybe 4 on 5.

When did you take a real interest in reading7

U tﬂ(‘[ﬂ@ was Pt ubab Ly arcund -5 becawse (i grade T, vew stant and 1
(L4 mct(u excu‘ad te qo to school and :;tapt‘ cvumfmm
N : ¥

When did you do-more reading on your own - reading for yourself = not

‘at school but for pleasure at home? a

'

Ty '] .
o - 4 e » P
174 more now ofder - weld, dg& all the tdme ke T den't rwead a
!
]

S LA G £ U

.Dld gnyone- read to you when you were young’? a “ : - @

& . ﬁ‘ « b u
Un weld, mu a xandma cmwc £ime s tayed-@ike miy axay Qm‘( weuld twe o
cdome when my mem and dad wore e fioladays qud . u/‘ﬁ u({ GUAEE &

Cobit to me - and my mom and dad {read fo me) .

L3
And what kind of things did they read?, B
Wedl semetdmes just Little poems and anomads a;"f’n‘fJg_{_txj_fLi/ RUREE SRR
- 1 Liked Ihai ’

'
What about falr}tales7
Um yah, somer o4 them but T -dddn't cnjoy factuiales as i T oeoadd ]
£ike 5(mieume5 qwuy stoxcey and T dm t thank falvutalos wose my
ravordlte aight then. , \ T R

Can you recall anvthing that made you interested in learning to Yead?

Well sometdmes wilting. I wasd uaﬂﬁu (nterested 4n tvuing T ‘u white,. | 7
1 wowf’d qut senibble and see A4 LT did am(tyzm '

Do you remember anything that made@you 1nterested in want ing to read now?
: - | T ‘ ,
well, T do get a Lct o4 jec )((’ that 5‘(1(/",‘ NTHEL (8 venuraeed Lock. Yoo
should nead” (" and T just «(nd (4 1 4e §£&\€»<;k Saadcdun senc o
and {t saus het name ¢%. [( o Headd T'm cadu ((‘ Eonow and Loonren (4.

WV

4 .



32.

33,

34,

35,

38.

39.

241,

42,

S Well T wsua
but T do <2 g8

el PL(”LU P eibe and T neally Like stifl about neading c14n¢w44x il

"\\ . ' ., . . ]68
" -&i o

So 1if you' see’another book.by the same name you read it?
Ves.
You said ﬁﬁople tell you about good books. Is there anyone in particular?

Yah my friend, she nead a Lot. Shgaread so much and she saus that T've
got a Lot to nead because she nead® 50 fast and 1 talk to mysel§ when T
nead - 1 don't neally just nead £t 'cause I sometimes don't undenstand
and T have to nead it overn and finally ﬁégd what Lt saiys. ‘

When you say you talk to yourself does that mean you read aloud?

Well sometimes, even. now sometimes o when T-was smallen T-used to fust
pretend T had a class and 1'd just nead <& £ike 1'd pretend T was the
teachen and also when 1 talk to muself 1 just say £t insdde Like T fust
say Lt An my mu%jh T {fust nead the wonds.

4 e N ¥

- Do you read "li rd to'get the meaning?

Lo, . eﬂ&f’%’\ :
word. WCCL T kind of just nead th sentenge-,
jen than othen people but .

What kind. of thlngs do you like to read now?

’

-

am semetimes sad stowdes and T get a Lot out of them because T advaws ik
about peeple that awe poor and then T nead Like Floxnence N(q!LanaQL

- she's a Lot Like me - she wanted to be a nwwse 50 badly and T kind of
want to go with Uniceq and cuenjthan so T just read about peaple hah

aie w‘m something. ‘ ~
C . L ¢ ————tN
-, - . | - .

Sa yQ&fre interested in that kind of a field? o .
R K ’ I R s

up oo

CJust kind of Life.

L8

Helping pe0ple7

Ve and also jubt zhc wunfd you uow nature and evernythong.

Has this changed over the years? -

Ves 'cawse £ike when T was smallf - mone serdous stordes T didn't nealld
Like them as much because T was smaller - L was moac bo1an when you
Listened to some and T E&Led mofe funny = gou cou[d Eauch and cuunu(ncnqu,,
Do you have a book collectlon?,

s D -,

‘yah 1 have them by my bed and T have a whole ‘Lot. « . : :
> . . ; : . . P ' d\ ;& o
Can you tell me howysmany.- just an approximate -guess?

Oki~about 50 to 100. N o *



43, How do you get -your books?

weet by (hc Anrow books and Cike just when T fread semething Goke Do o

authon 1'd thing "Welf T'm.gemna thy this otleﬁ>b(uf s T m<thrbqu (",

And (f T get moncy 1 thcnh,‘”WLﬁi 1 f@lc this boal by thes auf:u' S
1'0¢ fust go and buy onc ) .

44, Are they ma1n1) vourchoice or’ has someone guided you in choosmy your
books? or both?. s

wedLd t's kind ué‘botf becamsce the Edbrasian adives e buurs to read
and see (f QLu,£<Lc hem and wn-but now T'm sStattng o (ust. 4R
well £t's kind o4 both Lcle. Aty;ﬂ'/w Librany T peek mir own and Shv

also gives my {deas. . I
. : : ’ ’ ,*
46. What about at home? Do your par'cnt&, OT YOuL; rlonds g,uun: you
. h
. : : - B ELAE S )
well £t's mowe me. 1 plek them. R 'Kﬁﬁﬁ *
Thank you very much. _ - *:3
. ‘ ; _—_— . L o %;; .
,‘ s - e o . A 1
Z«\lin,,
xS
LY
R
[o.d @ )
L .
"., . ‘

G
¥}

Ay

S

b |
Sl
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(Grade 3/4)  Teacher Interview Re: Jane
A _

Teacher = T

Researcher = R

“‘*. ‘ . Lt R , .
Does Janelwrite from what she has read or is it her imagination?

.. - o ) . Sy
. LR . . . h Y 00 LA
T s g el P o He

B

“ Wot*'too much.  Like most crade four students she has become able

to do i% and she writes longer stof%es. They're in the third

person - are more presented to an audignce. But I haven't really

studied Jane's.

What abBut the way she writes?

I don't think there's any drastic chanqe there at all.

' +
M

How would vou rate Jane's general reading?

She's veryv good. It does help Eg}be a good reader. It-seems

to relate there.
i

Does she read a great deal?

Yes, she does. She,dbes.seem to go for the fiction books. I

think She spends quite a bit of time with the 398 books -

170

£203
5.

I think her's would be more imagination. I don't think she's put
so much of what she's read into the stories - maybe a aeneral
idea but I don't think it's incorporated so much.
. Have you noticed a change in Jane's writing style --product or ,
proceSS?‘;; | ! o - @n.@a“



R:

fairytales, folktales, and also the funny ones. 1 think a lot
of what her best friend reads is probably referred to Jane and

Jane would pick them up afterwards.
How would you rate her in oral lanquaqe?

Excellent. She does very very well. Sheé’% also into drama
quite a lot. She carries herself - apoarently her mother waé on
the stage. One of our teachers had seen (her mother) on the’

stage and then, later on, Jane. She's almost idemtical the way

she carries herself and #he way she was dahcindfﬁ* A

: 5
What about the words she uses - are they biQ@@}ndé?
| BT

1

Hot overly 1akge but she does have a good vocabu]afy and she uses

it. She's able to express herself ver? vellaand shé's‘not Q0ing

to be put down by anybody. She was one airl that told:someone

o

else that they had to stay on the topic when they diverded.

She sounds like she particioates.

NOh yes: I would sav that she 1is ohe'of the leaders in small

gfoup situations - not so much in large groups. She doesﬁ't
back off but she's ni e of the ones that %as.to‘constant1y
put_herself fér&ard. If she\was in'a class that had more girls
in it I think she would probably speak more than shé does. She
does ‘speak. There are Some boys there that are pushing - but
somefimeé_she 1e;s fhem.go ghead . . . but in smaller groups she
definite]Yﬁtakes part.

vl,

Lt



R: Do you have ely comments on her listening?
T: Excellent.
R: Could you corment on Jane's performance in the acadenic areas?

T: At whatéuer,Jane tries, she performs at én excellent level.
She really gets into anything §%e tries‘and.she does her best
at it and finishes quite quick1y. Math would probably be her
weakest are#  She has to work gf it a areat deal but she still
»
is able to. 1'd say she's aetting E's or A's.
, i
R: How would you rate her as a student in general?

T: Oh. A beautiful child. An excellent student. " I'd tgké hgr ‘

home anytime. * E . 4

R: Are there any factors which you feel might relate to an under-
standing of Jane - particular]& in writingzorocess:or product?
: o - W - I

Nt
NS

T: 1 think that fr0m now-on she'1l be comns?

g

innestories pretty well

172

that will be 1oq{ca11y developed. I'm wondering if she'11 somehow

relate this into the dramati¢ field. T think she will tend
towards the dramatics. I think the relationship she hasfwigh her
pafents cgu1d be one of the fattors, tqo, in writing begéuse ;;
.séemé like they'have an exceljlent rapport. I think thgy're quite
strict gith her but“they‘alsb are very supportive and £;ey give

o
her a lot of encouragement in school. She has dancing lessons.

R: OK. Thank you very much.
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APPENDIX C
o

INVENTORIES
AND

NUESTIONRATRES
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~—

‘Do you hke to be with your m?
1W1th yOur father? S ‘ ey

When you have an hour or two that you can spend Just as you p]ease, ’
what do you Tike best to do? o \ cooid Y S

What do you usually do? :-+= b e Lioe

After School?” ~ o . | v \ N b
On Saturdays? ~——-— L '?ﬁg | ; |  ¥ v |
On Sundays? \ .

At what time do You usually go. to bed’ ik

When do you get up?

Are you ever tired in the morning% L Sometimei? __ Often? o
Are you ever late for school? —_ Sometimes? ~  QOften?

—_——

Do you ever have headaches? —__Sometimes?  Qften?

Are you ever absent from school because of illness? . Lo

i ? ? ' &, ’
Sometimes? Often? _ .ﬂ .

. Y

Do you ever cry? . Sometimes? _v_ Often?

e

'Unde T ine the name of your best ?r1end Do You have many friends

?
or few? \ o

—————

Do you have a pickname? _s_.What?; ‘;‘ Do you like it? 3
What do you ]iéf t0‘p1ay best?

Would you rather play by yourself, with other boys, gﬁrls, boys
and girls? Underline. b

Do ybu fight with your friends? Never, sometnn‘ often. Underhne
Do you have as- much time to play as You would 11ke7 BT T
Do you have any brothers or sisters, Wr1te the1r names and\ages here

N1th wh1ch of them do you p]ay? er‘i'

* Does your father or mother e“e_.'

N



175

Interest Inventory continued:

5.

To what clubs or organizations do you{beTeng? ’ ¢
What do you do in your club? [
How long heve you been a Tember? Are you an pfficer?;
Where do you meet? When? \
Do you go to Sunday School? \.‘ - % 9 o
Dovyou take any kind of special 1035  ‘,tsfde ef scﬁodf; ” fi
Nhat kind? Do you like then? SR .
v LI A
How long have you been tak1ng 1e$!bﬁs’ C oy
Is there another type of 1essonﬂ;;% would prefer to take k
What tools, toys,p]aythings do you have at home?
wWhich ao yeu Jike best? |
Do you let other children use your toys? A If not, why?
Is there any tool, toy, or equipment that you especially went?
What? |
Do ydu have a workshop?
Are you carrying on any experiments? What?‘
Do you ever give shows?
Do yeu receive spending money? How much? ».
5egu1ar1¥ or QccasionﬁT]y? ) .
bo you have a job after §éhoo1 or>on Saturdays? ‘
' wh;% do you dogl - ‘ How many hours each week do you work?
“ Have yoﬁ ever earned any mqney? How?
How do you spendvtle money you receiverr earn?
Do‘you save eoney?,i\ \ How?
"Do you have chores or other regular duties to do at home?
4“{ENhat7 f& 3{@.,; N ;jw?ﬂn“l' C ﬁzgf , . ;”;atgﬁ? ﬁug;#'-"
; Do you enjoy fhese dutie;? Do you like your home? ’




Interest Inventory continued:

10.

2. Do you have a pet? hno+?

How often do you go to the mov1es7 With whom, usually?

What are the names of the two best movies you have ever seen7
(A \

Under11ne the kinds of pictures you 11ke best

comedy ~ western "sad" ) news  Tove serial

‘myStery gangster  educational ~socity cartoons

Who is your favorite actor? \ -
\ i

If you were 901ng into the mov1es, what kind of parts would you like
to play? L , \ \ ‘

What stage plays have you seen7
Do you prefer mov1es or p]ays7 Underline. .
S ¢
Have you been to a farm’ A circus? A z00?
A museum of art?  Other museums?
Have you been to an amusemen’art?
Ay .

Have you ever been ona picnic?
. AN :

Do you ever go to concerts? » How often? |
Have you ever taken a trip by boat? " By train? By airplane?
By bus? By automobile? By bicycle? Where did you go? .

Where d1d y0u go during your last summer vacation? '
St a
Underline’ once the places you 11ked and would like to see again:

Underline twice the places you did not like. o
To what other places would you like to go? \\ ‘ ) N

Who takes you to d1fferent p]aces, or-do you go alone?
(IR

.What wou]d you 11ke to be when you are grown?

~
What would your father and mother ]1ke you to be’

| yr————. T
What is your favorrte rad1o program7 Second’ Th1rd7

How much time do you spend each day watching television?

! ‘% \ Y
L
=

Are you making any collections?  0Of what?

Do you have a hobhv? What?

g



Interest Inventory Continued:

13. Do you like school? Ve

' ] v
‘What' subjects do you like best? Second?  Third? .
~e Ty R AR AR

Do you take any e1ect1ves? What?

~

. ¢ \\- o - . i
-, What scho§%)sub3ects do you d1s11ke7 L e, , R ,
. : A UTNRe \

. What do(;eu do best in §chool? ;

“ 14. About how much time each day foutside of school) do you spend

Do your yparent he1p you wwth this?  Never, sometimes, often (underline)

ou1d have three wishes wh1ch might come true, what
irst wish be? v \ oo

\

15. Suppose you
would your

" Second yn'sh7
Third wish? A

Have ypu to1d these wishes to anyone7 To whom?
i
Have any of your wishes ever come\true7
N
Have you ever pretended to be someone else? Who? . \ )

16. Do you:dream at‘night? Never, sometimes, often. (Underline):

What do you dream about?ix °- AN
>
s

Are your dreams pleasant? -

‘ Are you ever fr19htened by dreams7
17. HWhat th1ngs\oo‘you wonder about? \
18; Are you afra1d of many £h1ngs7 t
Name_§o;eof the things you fear.
_ 19, Do ;ou”ehjdy‘heéJEnofv\‘ o \ ‘ . /
Do yoo(iihe to have someone read to you? Who?.~. oo O \

v N

Apart from lessons, about how much time each day do you spend -

reading? _ ,

: RN N Lo \ \ \

Do your parents encourage you to read at home? '
Pl

What are the names of some books you have been reading during the

last two months7 (\ *Jéji\ﬂ\' | N Gl



4

] . |
- . ; i
!
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Interest Inventory continued: =~ ’ . —

-

20.

21.

“What parts do ybuﬁlike best?

: o
Draw a line through the names of thos

Do you havg a card forﬁ;be public or school library? irtﬁﬁwrl\l

W .
How often do you get books from the library? . 7
P A N S R A o R R
How many bopks do you have of your own?  Name some: iy . = ' .-
; :L ! i e T e
What other books would you like to own? . » i

About how many books are there 1n your home?

Underline téélkjadé of reading you enjoy most?

history, travel, plays, essays, adventure, stories, scienca,-poetry,
novels, detective stories, fairy tales, mystery stories, biography,
music, art. | - | T T g

Wﬁat newspaper do you read?
SRR VN RN

< A \ "\\_,‘v\ e
VR AN
Name the comic strips you read and underline your favorites. =
X‘wr‘fot (RN R AV IS N L
What magazines are received regularly at your home?
\ \\jw.\ O Yoy o1 ‘
Underline those which you read. ‘
] \:\\(-"\'\( .
Name Jyour favorite magazines.
T U T \ . N
he comic books you read and underline your favorites.
o .‘*\‘. “_ - :\,\l'\\\\\ ) - .
Where do you get your mangnnes and comic books?

R W N

Name

- V?f\” \\(\Y“:\\ R T R N \n\\zu

\u.\ \

* ($tacey, 1{78,:op. 139-143)

#
~

e books which you did not finish..



READING INTEREST INVENTORY *

1. In the following kinds of reading make four (4) choices only. Place
1 before the kind of reading you 1ike BEST; place 2 before the kind .
you like SECOND best; 3 before the THIRD best, and X before the kind

you dislike most. A

gg adventure ) ' _ Tove stories
. animals (real) magazines
N animals that talk ' &L mysteries
Bobbsey Twins myths and legends
comics : Nancy Drew
.__encyclopedias newspapers
. exploration non-fiction
fables ’ people in other lands
) fairy tales. - X pirates
famous people poetry N
fiction . ' S riddles and puzzles
ghost stories _ science
grade readers © " __ W science fiction
N Hardy Boys short stories
' .~ hobbies sports
- horse stories . Stories about Canada
N 73 humor travel , ’
A —___Jobs (nurse, pilot, etc.): war stories
) #  okes . westerns -

/ S AT

£ Lis¥ any others not shown above that you like (V) oFydis]ike (x)

2. Name ;wo authors that you ike best: a”gggézf:flj *A?QQfo_ ’ ~
. . s ¢ -\ -y \\M‘;\b‘ ‘. /‘.‘, i~
e s Gy B O A,
3. Name two bLuTrs y&u .ave’{ead because you have seen the movies of.

them (or on TV), ZDQlkfﬁb\ T

4. Name _and two books that you have chosen for yourself.
e CARA d e Smnalid KleaPh
5. Say where you got these books in #4 from: public library, school,
home, from a friend, other way (say which).

BN . . _
6. Say how g?%én you read: more than one book a week; one a week;
one a month; less than one a month; other (say which).

ey [ BN
7. Give two titles of books that you have NOT 1iked.

S n' Anves \ : _
8. Say who your favouriié gkbry cha3§S€2¢§ in books are. R .. ;
: A‘ﬁ‘ LA ?\\(%(\ U {.(d( ; '
9. What a;é our three favourite TV pfégrams? H m k%{&ﬁﬁf
e &NQMLAQ e Ko

10. Do you think you read more books Tess books because @

watching Tv? _ | L §Q
e 5 damk g™
, '{{Q) ~ :

%y“foLkL»v‘9y§§&uLoérniﬁ5§: ‘?PL’ Ao



11.
12,

13.

14.
15.
6.
17.

18.

19.
20.

- kind you definitely dislike: (only put ONE v or x) )

* (Ashley, 1972, pp. 10 - 11) -
* (Stacey, 1978, pp. 137-138) RO Tt

180

Do you ever buy books with your own mongy? v/ yes  no

Do you ever buy books with money got from somebody else? A[i yes
no ‘ . '

Put (v) before the kind of books you prefer and an (x) before the

B , — : 173
/' paperbacks quhardcovers /7= thin books " medium books
— {D — A —

_\. thick books '
Do the same for print and pictgres

Print: X small _{ﬁ.mediuw M\Z large X doesn't matter.
Pictures: _3£_coloured ;;2?b1ack and white 4 no pictures

% doesn't matter
Do you like somebody reading to you? ;NK»yes no

Which do you brefer? ____gradereadersf_LZ{library books

Who wopld you ask for he]plin choosing a book to read?

About gékkﬁg>gfbooks of your very own do you have?

Can you ever finJ a quiet place at home to read?

_ségAways o sometimes ___never ' ' “ "

Which bgfk do you remember the most out of all those'you’ve read?

L QM , .
Imagine that Someone gave you $10. to buy THREE books. Which
ones would you get? '

, AL | ‘ (
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10.

117,

12.

i

- Father's name

parent Questijonnaire

a, Occupation

Mother's name

a, (QOccupation

i,

Nymber of brothers

Nymber of sisters

S

Cpild's position in family 7.
Father's hobbies and/or 1nterésts

Mother's hobbies and/or interests

o

1
»

Cpild's hobbies and/or interests

Extracurricular activities as a family

o

¢

———— -

e e

Birthdate

S

Has the child attended day care or nursery school?

Check the following:
My child attends:
Sunday School

Music Lessons

P1lay Habits

|

-~

)

Cubs/Brownies

Choir




. ’

Parent Questionnaire
’ P

13. Travel hg;w_f

14. Close relationship with grandparents? U
Other relatives . -+ oo
S

15. Health ol

16. Additional Comments

Thank you for your cooperation.



et jonn -~ Tarentsy

Vhat camples of the child s materi o Yave vor collected over (b e veags

from carly aoribtldng s, drawinge, pictare., storiva, o ardey Lot ter s,
Iwi('\‘t'fl of writing corposed at hoee or setwol to the proaent?
bo vou recall first or earis atterpts to express himself/hersel? din
written form? What were they Like? At what age?
T A Vo [ S A . "...A N - ., Y
Coadv R G A Y L e L O O L L O S T R V11 T S
! T O S e {fe o 0k . PRI PN ’
£t MLH((I._‘{J oo e L it ear N TN G A AR Y SRS BN ! .
' 5 N v oo, Lo ' . S N
10 o o [ S VRN I r/ {‘ IR (:.k' ((L"l . S (t(l{n’

Didoyvou provide instruction or encourage the child to write, or wias
it self-initiated?

- 00 Lo oy o os S e . P N
{ ULUtH‘*HM Coen ot tawn ot e (el e u()¢JU~’).

i

4 ]

! — f

Can you recall anything tlat stimulated the child's interest In
trving to write?

T T U I ST TR Y TU s ol dtee o Ao o0 -
o Sineo Do o ol S0 eyt e e s ey SR e
O L U T O AU S R S VR T o N DR SR i SO S A S S R S
Coocs oteetiee o She seems oonave voored we olet Do Dot scaddng.

Did a grandparent or close relative take sipnificant interest in
the child's writing or reading ability?

-
i

ST T e, T h 4 [\ oA Do !
Yarh, U S S Y G O S A S A e U s SRR R

n - ~ L ' gt
ool adse tellvier e cado,

Y

\ ~hen the child first started to speak? Does he/she
talk rich now? ) 3

No vonr remonber

Lo the o was 2, e coulild secdte tarseny wumes. T loee topy
s She tadins a Lot v fome aod Las a verny qeod vecabulonn, At 10

‘. '

C
Cy . T RS I A D I IRAT) won s - v it
LIS ST [ TN 50U v~Ct )X“«(«{L)AC( O ST g (C{((F(" «'{C\'l\ (’L"’.\‘l,. N\'A‘.
. ' . . . .
SqloLase () caxtein ona
! .

: fatern as wodk,

s
(‘\’A\."I' "A'. ‘7'5",\ Dol
St AT b

’ 4 s by e f
'\‘(L‘Jlu\ RN G NN
[S :

. \ (OIS
Ar¢ there anv writers in yvour fanily? .
Fos cnandaadinet endogs prictong pee o wond nas e ctten a olicddion's
Y / ) . R e : . : .
Lol nasattobeon pulbicshed, He wead (e ud hew scoste
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Picture that Stimulated Story

A



Mios Puaay

Once there was o Little old women <he had o nice Tittle house

t

that way very colorful, e alwaye mfr her house very lean.,

She would bake and cew and « ]mm.’ Fvervane Tikbed comng to
visit her because ohe would make delicous toods and ohe would make
cewed things for them.  How this womens name was "Henrietta Rusoy"
but everyvone would call her old mios Ruasy.

Well old Hussy was wierd because whe would alwaye <leen with the
bedcovers over her head but she Toved to steep.

Miss Russy had a very vrecious pair of pink and blue <naeg wel
every nidht she would put her shoes by her bed to keep them safe.

Then in the morning ghe would put thew on and she would never
let anvone touch then.  Usually everviorning she would look out ner
favorite window (which was in her rpom) ard she would look at her

beautiful garden. Miss Russy adored her aarden she would arow fresh
'
veqetables and beautiful flowers.

Miss Russy always thouaht "Oh if 1 didn't have my qarden and
shoes T would be so unhappy”. On Miss Ruséy's bedspread she had made
her favorite flower that she would grow in her aarden all the time.
Well one night she put her shoes by her bted and watered her garden
and she went to bed when she cot up she put on her shoes and went to
check her garden she velled "Oh no! my garden"

She had seen dog péints all over her garden the dog trampled

her vegetables and her flowers. Well she qot on her work clothes and

swept up and replanted until she went in and her shoes were all muddy



woll ohie o wipesd then ard <he ate her fang h.' Whien whe ate her funch
che gJuat redaved,

Then she decrded che woutd have o nap.

Vhen she got anto boed she owes hanpy because She boad done Ny orueh
In one IIHH‘HHH]: The Nest dav mias Pusoy was very fived when he wobke
up because of replanting the day hetore .

SO oMise Rusoy torgot to pat on her shoes,

et tredh

Woell Mino Ruvay would always beep her window open L
a1 so the wind blew her choes out,

When Mioo Ruooy recortored abolt them che went an and couldn't
find ther Micgs Ruoay crted ane vent outstde and Tooked she found one
<he had to tand the ({Hlt‘v‘. Woe bl Mic Runsy went dneonde e Tooked at
the paner she had found a pair of shoes esactly Tike hers.  So she

went over to the store and Tocked at g air and obe bhouabt then well

Micy Rusey wans hanpy she decited she would alwave be careful for ever.



Jane (uru‘n)ﬂu on Story

Woold vou veaed yvour S tovy and comment on ot

Hoce tnere was o Tittbe ofd wioran, She JM" a o ntee bttt be honse
Phoat viry colorful .,mti cotor ful beoadan Phee e Dee !
thouagh! <hie would Tibe colortal thing. becanae hev roon wds ol
Coolortalls She always koot her house vers clean Land [ thooaie
oo obd Tadies wuably beep ther Cleanev), She'd h(ah',vw".v
s hean. bvercone Dreed Corel to vt Her bedau e e w'uuiu'
e debrcrous tood and che ol d mabe cowed traoings o thor
e an arandimas de - they care coarves and thinas ). iow this
Wora s e wan Henv e ttas Pusoy but o eyveryone woubd call ey Tol
oy wae veard Beocause she wlTd alwayy

Shevo with the bedoovers over ey nead, but e teved to o sleen

ecaase the picture showed the covers over her). -

Mics Russy had a very precious raiv of pink and blue shoes.
Every nicht she vould put shioes by her Led to beep ther safe.

chenan the morpning she would put ther on and whe would never let

f

anyone touch tnem. Usually every morning she would Took out bor
favorite window which was in her room and she would look at her
beautiful aarden (and that window that she had in her room [in
the picture] 1 thouoht . . . "Hlow that could be her favorite

window." ).

Miss Russy adored her garden. She would arow fresh venetables *

and beautiful garden. ™iss Russy alwavs thouoht, "Oh if |



alt

4

Ie i+

~couldn't hévgtmy garden and stioes I would be so unhappy.” On
Miss Russy's bedspread she had made her favorite flower that she

would grow in her garden all the time (on the bed {in the picture]

there was that flower and I thought.that I could say something

- ~.
about 1t).\\/’) '

Hé]] ohe night she put her shoes by her bed and watered her garden
and;shé went to bed. Hhenvshe got up, she puf on herkéhoes and
went to check her .garden and yé]]ed,'?Oh‘no my garden." She had
-seen dog prints all over her garden. The dogltrampléd,her Veqe-
tables and‘hé?_f]éWers. Well she got on her work clothes and swept
up and }ep1anted until she weht in and Her shoes were all muddy.
Well she wiped them and she ate her.lﬁnch. \lhen she ate her lunch,
she just relaxed. Then she decided she would havepa nap. hen

she got 1nto-b¢d she‘wéé haoby.because,she had doné sO much (and
wheB‘I said that she cleaned Qp h@r_qardgh Q;ua]ly old 1adfes

Tjke to get everyf;ing cleaned and then just relax. She wanted

to get it bver with because it was all messy and when people Eame |
fovér they‘wou1dvthink SheAwas ﬁessv.) in one morning. The next-

day Miss Russy was very-tired when she woke up”becauie of replant-
~ing the day before. So Miss Russy forgot to'puf on her shoes. |
~IWeH, Miss‘Russy would always keep her window open to get fresh
air. So- the wind blew her shoes out. ‘hen Miss Russy remembered
about then ¢he went. in and:shé couldn't find them. Miss~Rsty

cried. She went outside arid looked. She had found one. She had

to find:the other. When Miss Russy went inside, she looked at

the paper. Shé had found a pair of shoes exactly like hers so



she went over to the store and looked at a pair and she bought

them. We11 Miss Russy was habpy. She decided she would always -

be careful forever. (When I said she always had fresh air I (
thought her shoes were pretty light because I wanted to maKé

- £
something happen to.her garden-and then something happen,fo her

P
/’

/

shoes so 1 decided for her shoes it would be that.)

‘ :
. . £
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The three beaws

"Onece upoﬁ a tane (there Lived three beans. 1t was {n the
motning.  When the -t/z,’ca beaws got up from thedlw sLeep Mama
bean got up and made Jama nice h&t poviddge.. And babey beat

@ ot ies stadped shiint and overals on and big papa beat got
cn s clothes.  Thew mama bean put the po1i(dc A the bowls.
Wcth the spoons, "papa bear tasted his poviidac, and m‘(d
ouch” that's to hot. mama bear tasted liet p011{dg§ ourh
thaf’g toe hot. And babri beaw said 0& cw ow that's hot.
Titen papk beas sadd Cet's qo ot a wadl and come back. when

I
o ’

(t's cooled ¢ff. Sd opg ther went 50} there walk, Then a
Lettle gand cald gd[d(cﬁochs she went ot a walk (n the fovest
and found a. LLttle cottage.: She kuockéd cn the deon " (s
> ~angbody home™ then she wcn% in the house. She sae thice bow&sl
af pernidge. Goﬁd{ﬁocksffistcd the big bowl of powndidie.,  "Ow
that's to hoth then she tasted the mcd{wnibow€ of pewridiae)
"O0w ow thats way te hot". And then tasted the £4ttle bawC;oé
nordidge. MM thats geod” and Goldclocks ate Lt all wr.  Then
she went nto the Livdng roem and saw three big chains .
< GuldLocks Iiécd.tha big chain "Ow that's toc haxd" thicn she

triced-the meddaon chadn "Cooo that s too soft". then she went

IS
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oven to the babu beaw chadn and Geldlecks taded ot Manad

thats comeph dubul" then caash At breke, "im qcttina wacpu

o Goldilocks went upstains.  She saw theee beds,  finst she
tried the big bed and 5&(& nOw that's toe haud"  So oacidifecks
tied the middle size bed. "Quch thats tee scft” thon qetditochs
tnied the baby bed and sadd "thats just w{gnt" and goeldddecks
gell dsﬁccp. thew the beaws came home., Whe's been tasting

mi porsddge” sadd mama beat,  Wie's boen tasting me pesnidae

-~
g

'

becawse they ate {t all up. Then tiey went (nte the (oo woeen

and Who's been sitting n my chadr sald papa beas And whio's
beon s{tting <n my chain said mana beat sadd "whe's been

+ 4

A{ttdng iu my cha¢n”  And baby bc&{ sadd "Whe's beon St o
inomy chada sadd baby bear and She baoke (€ all to poeces.
Then ther went upsfdfés and p1w1‘b¢ai sadd "WLets o boes Seoep
me bed” mamt beat 5&{& ”Mﬁu;s Loon sleening Gooner bed" saddma
LA

bear "Whes boen sCecning O me bed” sadd babu beat and thene

she (s aoldd{Cocks wolke wr and wan cut ok the howse and neves
e ! A

went there agan The End s
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Story Grade Two February

Circe thene was a old tewn ot was calied Valeontine Land.
Lets and Lots and Lots of people Lived thene.  And thenre was
“something 51‘1((@ thene.  Every family had a Lettle gond and
ey Edcﬁ mem and dad had te groe thene e frudt tree. fhcq

! . . -
fad apples, cranges, peaches, peats, plums, arapes, tted. Ty

2.
3

had Leo's and Loo's of frudts.  And one day the Little g(',ﬁ;(f -
and, bou said "we sheuld go on a thip to ancthen clty" and sc
the mom and dad teld every boedy but nebody could ac bécaqéa,

they didn't want to.  They Liked valentines Land so much that
almest cvéng day all the people, went outsdide. So ther {{ved

happdly ever agtex ,
The End.



Qfade Three Story

One cofd winter daw Cindu was plawing weth a groeen?
cutside.  theu madc a 16 goot now man thea used all o
snow 4n the frontyand. they n.i:"cd him Mu. Highter and hies
name was Hmlu_/. they wexe putting his hat on hv stanted.
t0 move then she said "HE" thew sadd H( back. then thev
" sadd "do you want tc have a snowball §ight" oK sadd Hassu
the qathered Lots of snow and hit ham. Whew they wene

§inished tha weae covered {n snaw and Condu went An and

get mister Highten some dce cubes to eat. Cindrsaid to her,
"you' &L meLt Lf wew come nououy (‘L\:{,('/xm( L0 ekl mu Mo

" that wour alive” "Mom ch Mem come hene™ Wit dear” "'_Thc:u

sometidng speccal outside™ "ON T wild camc":? Ske Lovted,and

sacd "Whits sc spccdal’ "The snewmane alovgproey Muo Fanzes”

H{ Mus, E‘:cmy(" "Ai how did you do that” Thes c,:n.l take Me.
Highten skating  "Cdndy come here wou know (ts almost the end
04 winter 80 g;ou hutsy,  Hetes 30¢ vu- jct 4 and a Litle
theat becawse <ts almest suppentdime.” "Ok.ﬂ Mom burc, " \"'Bgc ’
dean be carchul” "Tts not veuw far away Mu. Highter ‘and [

'

cutsdde 80 you won' € mele”  "How de-wou skate Cindut 1°0E ek

you whern we get there. Here we ave"  "let's shate" Mwene gouna

to hene. o Lot me put woun shates on tiene wedl here Haxwy Lot
me put minc or there Lets skate” plonk bang "ok oma bettom”
said My, Hightex "taats enouge skating fon me Letr ac hem”,
"lets .hm'c Suppes mom Mx. Hiahtctd outside but 1'm sgazvens”’
noKe its neads 84t up at the tabfe.” "My smelis aovd
wnat ;A'u" MSpa Tha wtn meat bafle” Mlets have sevc tow
Lock cut the windc 483 hot out ca oastatzd T betten check
on him,  He was o€ melted up and wt‘[/,’ be herc agacn naat

winter, The End.

. Story Written by Jane,
Grade Three
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Ukraine

An old Russian saying is Mozxnw is the heart of |
Russia. St. Petersberg is head, but Kiev is its
Mother. Kiev is the Capital of the Ukraine T decided
I wanted to know more about the joyful colorful group.

Location

The Ukraine is in the continent of Furcope. Tt is on
the northern Eastern hemisphire of Europe. The
Latitude of the Ukraince is 46°-52°N the lonitude is
23°-40°E. The Ukraine is on the South west bordering

on Poland, Czechoslovakia, Hungayv, Moldavia and Rumania.

The Southern border Ts the black sea the Northern border
is Russia and Belorussia and the Eastern horder is
Russia. ‘ }

Rivers and lakes

The three main rivers in the Ukraine are the Dnupe, Y
Dneskr and the Desna river some of the lakes are '
-Kremenchuzskave Vdkhr and the Kakhcevskeye Vdkhr.

Cities

Kiev is the capital of the Ukraine and some of the
other cities are Odessa, Kharkav, Dnepropetrousk,
Kasov, Danetsk, Krivoy Rog. Most of those cities
are popular for wheat or coal but around Kiev it
has a lot of forests.

Language

The Ukrainians have their own language. Thev have
their own alphabet. And they write very different.
It is very neat the way they write.

19
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Art and dancing

i

K

The Ukrainians have cdlor they love to decorate.
The Ukrainians are a Very artistic and colorful
group. They are veryjjoyful heople they like
decorating epgs and dahcing beautifully and their
beautiful embroidery. % If you ever see them dancing
its beautiful the wa¥Ahey show their feelings and

the wav the people




