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ABSTRACT
Thlscntud& chusod_oh tho‘compos}ng~processbs'of four
érotessfcnal write#s and three good student writers.  The

phyiictl icgivitol, cognitive processes and thc,folo pf the

affective domain in the COnpoaiﬂq‘proccss_wqrc'oianincd;~
h . 7

' CAlé studies of Eudora WQlty, Mhrgarct'Laurence, ﬁohn”

: Stoinhcck, nd ‘Monica Hughes vere based on information trom
publishod interviews, letters, bioqraphies, and actual.
wriétan productl._ Case studies of three good student
writers were proparcd tron observational tield notes,
journals and 1ntcrviews with the studdnts, parents and

toachors The conposing processes of the studnnt wiiters

' were compared to those of ‘the professional writers.

With reference to the student writers, the reseafch;

dononstratpd that each student writer showed a

4
)

well-established set of physical activities associated with
conpooition. Thero was littlo ovidonco of any physical plan

nor of extensive revision. The student writbrs were

pouitivoly ihtluoncod by the literature to which’' they \

been exposed and by -upportivo parents’and teachers.

With reference to the professional writers, the r:search
demonstrated that each writer exhibited a woll-established')
set of physical dCtivitihs including a schedule tr;e from .

iytatruptions. One of the professional writers'garticipated

iv
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. CHAPTER I
- » : .1 : 4
. ~—< INTRODUCTION TO THE|STUDY -
| ' ’ SN
;o . overview .

This introductory chépter outlines the g;neral nature of thee
study, its gurposes, and the questions it sought to answer.

" The design dijfhe study is briefly described its $- v
limitations stated and its significance noted.

-

Background to the Study

. . ' ;}ﬁ?
Recent research into the wfiting'processes of the developing
writer has given us information about the writer. Lucy

Calkins informed us of the composing processes of one Chlld

Susie, in her book Lessons From A Child (1983j. Glenda\_

" Bissex explainéd\the composing processes and witting ' T

-

activities of her son Paul over an eight year period in he?’

book Qny; at Wrk (1981). The Mast Way School Project under

the directorshi( of Jane Hansen and Doﬂzld Graves has
\e

developed literacy profiles of many childreén in Mast Way
School. This rosearch repregsents a move away from study of
~# .

the prdduct to studies of the composing processes .and as
’ .o : -

such may have more of an impact on instruction.

-

-

Interviews with well-known accomplished writers show thét

each writer demonstrates differing strategies i§ the

-

composing process. The phycical actions of these wg&tors

can be observed and some knowledge of their cognitive
- 1 q‘o

3 ~
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processes can be gained through jRterviews and‘th;/éeading

The Paris Review is-a journal hed‘in 1953 for the

purpose of publlshing 1ntervrews W1th W 'ters of malnly

- fiction. ‘These interviews tell us wnat _rlters are like as
',__people, where they get thelr 1deas, how they ork on a daily '

basls and.what they\dream of»wrlt;ng. (Cowley, 1958) The
4vinterviewsvtellfus of their composing processes and_help in‘

fornlng’a composite pictufé'of what the fiction writer‘ls
like. [
' In addltion to interyiews, more.information'about authors
B can be obtainedv.fromitheir biographies,~letters,‘and
discussions. :For example, in hlS blography, ‘Robert

Quackenbush tells readers that he wrote the ‘book Henry

* Awful MlstakeL,a story about a duck because people always s
4 v . . . a . . . P

_ . askéd him about his name, Quackenbush. In a letter to young.

readers,‘ Eve Buntinq~says°that;

‘When I write my. 1mag1natlon takes me all the way inside
my story. . . Through my books I've surfed the big

“waves, been an olympic diver, solved mysteries, helped
a baby foal be born and and . . It's wondexfrl and ‘I'm
’w0nderful ‘in my books. (Bunting, 1979.) ' '

Another author of" chlldren s books, JTane Yolen was
discussing the use’ of word processors hlth 1llustrator[

- Trina Schart. Hyman—at lunch in OCtober, 1984. Yolen-

revealed some of her personal wr1t1ng hlstoryuwhen she

gxlexplained’thatvshe pouldn t'posslbly compose w1thout~her old -

3 a : ' IR A ' o b Y

o
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"green typewrlter and that she needed to have the print in

front of her with whatever errors she made in order to feel

like she was really writing.

Thus, we can gather information about the activities of -

accomplishec writers in a number of ways.

Few exampies of educational research relate the processes of

the accomplished writer to the developing writer. Donald

Murray (1984) an accomplishél writer ang, teacher of

comp051tlon at the college level w111 wrlte for his

>students and compose aloud so that they can become aware of

hls composing processes and possibly become more aware of
their own composing processes‘through such observations and
the keeplng of journals. Teachers are being encouraged to-

wrlte w1th their students durlng class tlme so that the
)

.experience of comp051ng €an be shared. Stlll much of

‘teachlng practlce 1s related to what textbooks say should

,

happen in ;he.wrltlny process and yet there is little
documentation that “rcves that such processes are &ctually

uged by(;i\w’G wpli

her acc0up11§hed writers or young writers.

It is 1mportant to examine the processes of the accomplished

writer and “the developlng writer to achieve an understandlng

of the compos;ng processes of these two groups of writers.

]
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Purpose’ of the Study

'The\purpose of this study was to determine what young
wrlters do in the compOSLng process from the 1ncubatlon of
ideas to the publishihg of. the flnal‘product. Research 1nto»
the eomposing processes Sf_the_accomplished writers, Eudora

vWelty, Margaret Laurence, John Stelnbeck and Monica Hughes

helped to inform the researchér of the writing processes of

o
supcessful writers.at any- age.

~

Research-Questions

Based on the major ‘purposes of the study, the following

research questions were posed:

1. What physical actisities does the’writer,participate in?

.

2. What are the eognitive processes of the writer?

How does the writer plan?

’

How does the writer revise? - o
What awareness does the young writer have of his own-

processes?
-4

_ \ P
3. What role does the affective domain have on the composing
processes of the writer?

' \

What feelings are present throughout the compesing

process? - _ v s

4. How are the physical activities, the cognitiye

processes, and the affective-influences of the young writer.?
el y e

\,



similar. to and different from those of the accomplished.
yriter?

13

These questlons provided' guldance for the observation’ of the

students and ‘the organlzatlon of the ﬁ;ndlngs.

Mefhodo;oqy

' ‘- . '\‘ N . i —

Three grade five students, a boy and two glrls, were
selected Eor case studies by a sampllng approach The
sampllng>was designed to identify very good writers from
_classrooms. where writiry has cchsidered a priority and where

it would be possible to observe young writers engaged in the

writing process.

\

Consultants from the Edmonton Rublic School District were
asked to nominate classrooms at grades four to siwihere
daily writing was evident and where teachers\had shown an
obvious rnterest in the development of writing evidenced by
attendancé at inservices, .involvement in writing fairs, or
the publishing of student wrifing. From this list, two"
classrooms most frequently-nominated,were‘selected. The
teachers~of Selected classrooms were then asked to name good
students from their classrooms. | |

5

The se ected students were then interviewed: Ey the
researcher and perm1551on was obtalned for exten51ve
observatlon and 1nterv1ews with each chlld Qbservatlon_and
.interyiews took place during writing classes two to five

e
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'jtime;Bper week from January to May in the two seiected"

classrooms. A questionnalre (Appendix.c), de51gned to .

'_examine the comp051ng processes of each 5tUdent was

"

administered at the beginning of each observatioﬂ session to‘,'

. all students in each classroom. Each student was.given-a.

journal and encouraged to write aboutvtheip cdmposihg

\ processes. “he researcher ihterviewed each selected student’

several times for a total of three hours, 'The pérehts of
each Chlld were 1nterv1ewed tw1ce, once D& ‘telephone at the
_beginning of the observatlon and again in peérson near the
ehé. Discussions with teachers took place throughout the
obseryation and a‘separate inter&ie@ to discuss the case
study was érranged. Students were askédlto save ail of

their written products during the. tlme that the researcher

was present in the classroom.

Four professional authors‘were selected for study/to
determine their cognitive processes,_thelr phys1ca1

processes, and their feelings while compOSLng The authors

to hevstudied were chosqusubjectlvely to‘allow for a

researcher familiarity with their writihg, and tq reflect on

the presence of additlonal source material such as

LEN
’

interviews, reports from others, and bicgrAphles.' This
information was compiled, analyzed and synthesized to.-
provide some guidelines for the observation of the

" developing writers.

~ »
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. Data Analysis

, 3
¢ | ! . . -

1. The 1nterv1ews and other 1nformatlon about famous authors
was analyzaé/'categorlzed and synthe51zed‘to prov1de
information about the physical actlvatles, cognltive
processgs, and the affective domain. The synthesis also
included any-unique asbects of tnise Writers.aétiVitiesthat
éould‘heip‘torunderstand developing w iters..

. o ST _
2: Tnanscrlptsﬁbf interviews w1th th .teachers, students,

and parents were analyzed and categorlzed to achieve a' sense

of organ;zatlon for the data. Descrlptlve field notes were

v analyzed and categorlzed to allow for organizatlon of the

data and to permlt exploratloz of the research questlons

Journal entrles of students were con51dered

i "

3. Col;eotions_of student work were used tijrovide*memory
assistance in the #nterviews. I was able to ask questions‘
about the planningfof new Grzting projects and'abOutvthe
rev151on of first draft wrlting The written product was
7used to dlscuss jzudent awareness of wHere they obtained.
their ideas and what techniques they employed’ in the
‘writing For ex mple,‘I noticed that. Staceylhad decoratdd
’bny of her titles. This led to a dichs51on about the

thinking that dne did before writing a title. A

4. The writin ‘processes of student writers were compared,to.

‘the writing processes of accomplished writers by noting
- - ' . ’ ;
o
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" between each group of writers. - S

_comparison between subjects.

L)
[i4

simﬁlarities'and”differences in the physical activities,

'composing proceSSes, and the role of the’affective domain.

Categorles that had emerged ln\bhe case studies of both

P

groups of wrlters were compared For example, the

,lnfluences of~teachers was compared between each writer and

v

’

-

.The categorizationéand‘explication of the research’guestions ;

a551sted 1n the organlzatlon of the data Unexpécted
;)-/

responses from both groups- of writers were also con51dered

. Limitations of tne Study
1. This study inQolved case studies of a'smal; number of ‘
students over a relatively.short peripd of time which may
limit the genéralizability ofyfindings in the study, and

2. The study of accomplished wrrters is also restricted to a

small number and may be a limited sample on which to draw.;

3. Determination of the cognitive processes of the

i

accomplished writer and the.deveioping,writar is very

. o . / v o
subjective and dependent upon the ability of the writer to

be’introspective'and pe'able to verbalize them. N

4. Data gathered is’ dependent on the researcher s ablllty to

LY

gather meanlngful 1nformat10n using an interview technlque
and observation. T

a

~
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- Significance of the Study

Cbservation of student writerslaS'thef practice the craft
7 - . . . ¥

. of writing‘wlll‘hélp_to inform the educational world of the’

. : - ~ . .
activities-of ydhng writérs. A comparison of the activies

"of accompllshed writers to developlng wrlters will help to

1nform educators of the speciflc needs of the student

"lear?&ng how o wrlte and glve a notion of the full path of

- o >

.development of a wrlter. o L o
! »" st . ' ‘ . .‘

The complexity'of the writing process and the

~interrelationships of its components have been

underestlmated by many educators. ‘A descrlptlve case study

approach allowed the researcher a method for dlscernlng the

cognltive processes of both accompllshed and developlng

| wrlters w1th1n a naturallstic setting Additional knowledge

& -

about “the methodology has been galned e

.

‘The comparison of’the learner tp the professlonal may lead
. ‘ . e >

to insights into other areas of study. For example, woyld

the'study\of'the/work of professional lawyers assist in the

,éducation of students aspiring to.become lawyers? Would the

study of the processes of the computer analyst help to

formulate currlculum in the area of computer technology’

4

)
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chaPTER II-

REVIEW OF RELATED LITERATURE AND RESEARCH

(L

_Qverview

This chapter reviews the llterature,and research concerned
with the trends in research on composing. Although this

study 1nvolves eleven-year old students, research on

/”

beg}nnlng wrltfng w1ll be engogzz.because it. prov1des

1n51ghts\}hto the writing’ processes of older students.

Research on good writers has also provided useful insights. S
¢

Although the number of studles is llmlted studles of

‘ £,

professional writers w1ll be reflected upon In conclusion g ﬁ@
~ the choice of research methodology will be discussed as it

relates to studies of writing processes; ‘ ,

Trends in Research into Writing

K

In the last ten years there has been a wealth of studles and
research in the fleld of wrltlng.' To some extent this

research has cauSed wrltlng to be more of a focal pornt in .

3
some school distrlcts and 1nd1v1dual schools. Because of

this new focus on the teaching of writing, research in

composing may help serve the needs of the practitioner.
N . . .

-

Research in the area of. wrlting has changed as well Donald

N

Graves noted that" only 156 studggs of writing, or an average
of six annually had been done in the twenty-flve years prlor

to 1981, and more than half of those studles had been done 5 -

'
Ad Ly

10
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T ' -
in the previous seven years. Much research was conducted on -

the best methods for teachers where a.scientific method Qas.
applied to isoiated instructional variables; The deta

became meaningless when removed from the coﬁre;t of the
Jeiassréom. Since then there has been a change of focus to =-
descriptive studies of'children's,eerivipy. (Murray, 1981,
p. 93-94) = |

Because mueh of the prevrgus research focussed on facers”ef
the teachiné of writing, %raddock, Lond-Jones,‘and Schoer
(1963) recommended thet reseerchers determine what is’
involved in.the act of writing and the nature of the writing
itselr. followihg éhis 1963 review of research in.writimg,
the studies showed some similar;tfes. Maﬁy studies ing?lved:
small groﬁps of students in a "think-aiodd" pesition'gs.they

© £

composed. ThlS wif comblned1u1;h observatlons, tap@ .
recording, and 1hterv1ews to provide a w1ndow on tcz
composing process.‘-Many researchers situated thémselves in
~the classroom to observe young chlldren wr1t12§§§Calkins,
1980; Graves, 1978; Hansen, 1981; Nolan 41@77_‘%5;?%'5\ Other

A '@roups of

u processes.

(Berelter and’Scardamalla,-1982, Brldwelﬁ} f§30)

' The work that waS.done following the recommendations by

~ Braddock and his colleagues helped to develop a reseaggg

>

| tradition and led to new breadth and depth of interest rn

the teaching of writing. 1In a subsequent -report on research

,



§
on compoSition; Hillocks (1986)'noted that in the years ,
foilowing Braddock's‘initial report:‘

We have developed a number of instruments and
techniques which will continue to be refined but which
are already useful in ;esearch We have a .body of
knowledge about the composing process which suggests
something about teaching and which raises very
intéresting questions for further research. We have a

‘good deal of knowledge about classroom practices which .

can serve as a basis for developing more effective
programs and for developing new hypotheses for
exploratlon ‘and testing.And all such knowledge,
"tentative though some of it is, can contribute to
theories of instruction in .composition which will be
far stronger than the.highly speculative theerles of
the past. (Hillocks, 1986, page xvi)

-—

In conducting'this literature search I noted'many reeent
studies. of children's compOSLng processes (Bennett 1986;
Calkins, 1986; Hansen, 1986, \kubbard 1985, Perl and Wilson,
1986; Newkirk and Atwell, 1985) which shggest%]that the

trend to research the composing processes is continuing.

Thie reviey!of research will begin with some.of the earlier
studies on lhe inting process and conclude'with some of the
more recent studies. It will focus on the studies that deal
particularly with the student' in grades four, five, and six
and on thevcemposing processes of individuals.’ Some of the
4reseafch cited willyreflect various-methodqleéies that have 
been cqnsidered before approaching this study. ‘Research

4 . .
about good writers has been included because this study is

W
concerned with what good writers do in the composing
process. Althﬁabh research about the composing processes of

professional writers is sparse, a number of researchers have



noted'the composing processes of such writers and these have .

peen cited where available. . ‘ »
.’ . . .

Research into Writing Process

One of thes first studies in writing process was Janet*Emig's

{1971) detailed study of the wfiting processes of»eight

seventeen-to-eighteen yeaf old nigh school students in-

]

Chicago. *’ ‘As-well as studying the wrltlng products she
invited the studentsrtd compose aloud and conducted
interviews with them about their writing. She considered
two categories of writing; the reflexive or inward-looking'
and the extensive or outward-looking. She showed that there
is_a_profound difference between what good.ﬁriters do, what
pﬂectising writers do and wnat standard composing textbooks
say they should do. For e&;mpie, in the area of
pre-wrltlng, Emig fbund tHat able student writers dédl little
or no formal preflgurlng, such as a formal outline, for

- pieces of school—sponsored wrltlng. For self-sponsored
writing, the eample-of students did no prefiguring, yet when
interviewed theee stddents shewed tnat almost aii features *
and components of their dlscourse were present > Emig

| questioned the teaching of the traditional outline, when it

was not used either for school-sponsored or self-sponsored

writing. .

Emig's study was undertaken at about the same time as an

extensive study of students aged eleven to eighteen in

A}
i

/
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London by Britton, Burgess} hartin, McLeog, and Rosen‘
(1375){ Their aimvwas to dndertahe a,developmental study of
the p?ooesses~by which the written language of children
becomes differentiated; between the ages of eleven ;nd'
‘eighteen. To complete the study’they 1nvest1gated the

written work of a representatlve sample of five hundred boys

¥
and girls. Th}s was ampllfled by analy21ng the written work

"u

of two ‘'groups one hundred boys and glrls, aged eleven and
s T eighteen at the butset, for an extended period of four —
. years. .

o They considered three aspects of the children's writing:
the conception.stagejfthe inCubation‘stage, and .the
production stage; ' The authors adviSeoteachers of the
inportance o% therheginning'stages of writing. One reason

1

given was that while the wrlting is in progress, the writer
is redefinlng, planning, and sortlng so that all of the

v stages may be in operatlon ‘at the same time.
. : . . [—\ .

The other important reason for studying the preparatory
stages. is that it is in these stages that teacheSS\gmmﬂ;,~
to influence the writing of their pupils.. Once they

E , are writing, 'we do not interrupt them with'advice, but .

% . . 'we do a great many things before they begin, so the ~

';Qﬁtmore we know about the way the writing process works in

"sv-. the early stages, the more influence we are likely to

g %haV%.° We may also learn more about wher we should not -

interfere. (Britton, et.al., 1975, p.26)
’
uPCanerning the production stage of wrltlng, the authors

.

explain that.we can gain insights jinto the process by

observing the writer at work, by studfing what people say

about what they do, and throuc™ Making 1nferences from the

//‘\v»,
s \ , ¢



product itself when we know the circumstances under which -

‘the writing has been done.

From this extensive study it appeared that a focus on the

process of writing'particulary the pre-writing stages_would

1

'Y

help teachers plan more appropriate ways of teaching the

writer how to write.

At about the-same time, Donald Graves (1975) examined the,
“Writing processes of seven year old childrenl Graves

:*ctcdﬁhls resea(:ch at four levels of 1nvest1gatlon as

T T
can be noted by the follow1ng dlagramzv ‘ °

U

'

DIAGRAM REMOVED

. DUE TO COPYRIGHT.

H [

"

R

Data was, collected, from all classes in"level four. The
wrltlng of 94 children was collected in file folders and ¢
ylelded 1635 wrltlngs which were logged for theme, type of
wrltlng, number of words, use of accompanying art ‘and
'teacher comments. thls artlcle (1975) states that in level
~tnree, fourteenlchildren were selected from the four ~

—— ~
assrooms and observed while ‘they were writing. The =
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writing episodes Were not‘structured by the researcher.r A

| 51ngle wrltlng eplsode was con51dered to con51st of three’

phases. The prewrlﬁlng phase 1mmed1ately preceded the =_f

,writlng of the Chlld ertlng observed in this phase was

affepted by room stlmull to thematlc ch01ce, art work

behavmors, and dlscu551ons w1th other persons The‘

'y

'compos1ng phase was. the actual wrltlng 1nclud1ng spelllng,

resource use, accompanylng language, proofreadlngs,

.l

rereadlngs, 1nterruptlons, erasufes and teacher

partic1patlon. The postwrltlng phase con51sted of all the

’behav1ors follow1nJ the completlon of wrltlng the message

In level two the r%searcher focussed on flVe chlldren by
A

observ1ng the wrltlng process and by conductlng 1nterv1ews o

with chlldren abo tre wrltlng 1n thelr folders. They,were

also asked to. rat the wrltlngs from ‘best to poorest and to

tell why the one p%per was ratea best A second 1nterv1ew

con51sted of asklng questlons as to the child's. conceptlon

of what good wrlters needed to do 1n order to write well
. \ ' . .

At the conclu51on of the data gatherlng, a dec151on was made

()

thto report only one case: study, Mlchael but to use the

informatlon gathered in the other three 1evels.' Addltlonal

‘procedures were interviews w1th parents, 1nd1v1dual ',-f

p

;eadmlnlstratlon of testvbatterleSuln reading, 1nte111gence ‘



and language, and extended observation in areas other than

‘writing é; home and at achool.

. In fepertinq this extensive study, Graveslnoped that the
' fcase study was an effective means of making visible these
:_areas which contribute to a child's writing. - A broad .
inq&iry.would not have ehebled the constant focus in
oﬁservaﬁion,'interviewing and testing. Certaim variables
were identified that could be researched in large group
.stueies;'fThe sﬁudy_oftthe'writiné episodes made it possible
to hypothesize ebout the range and relationship of
aeQelopmental,variables. For exampie the signifieance of
Studying‘differences_bétween beysi and girls' writinghand
’essigned‘and unassigned writing was identified and coeld‘be

researched from the/;arge group deta.

Conelusions were reported on learning environments. Any
environment that requires large amounts of assigned writing
‘inhibits the range,'content and amount of writing done by -

children.

The chief conclusion drawn from the case study of Mlchael
was that there were many varlables contributing in uhlque
ways at any glven p01nt to the process of writing. Children
wrlte for unique reasons, employ highly individual copin§

.strategies and view Vriting‘ihvways peculiar to their own

person. Four main variables\influenced Michael's writing:



3

Family and hor=, teacher - Room D, Michael's developmental

=1

characteristics, and a peer, Kevin. These influences could

" be observed at various stages of the writing process.

(Graves, 1975.)

*

‘Studieérof Early Literacy

In addition to research of the_writing.procesées, a. number

of .studies have given us informatioh about how children
—— : .

learn language. Assumptions and beliefs about how children

write have been derived from such researcn‘aﬂ&“observation;

el

: Wheﬁ Marie Clay (1975) did reséarch on beginning—}eading,

| she observed five yéar old New Zealand-children whoxentered
‘school in the first two months of the .school yearﬁ: Clay
rejected £he.iéea.of‘1earning letters, theﬁ word§ﬁuthen.
sentences expiaining that these are ways that teéchers
understand writing.' She explains that tﬁe first things

learned will be '"gross approximations" which later become -

refined: weird letter forms, invented words, make-believe |

sentences. She squests-that the child is reaching out

towards the principleS'of written language and any

1

Clay notes that as individual words and letters become

recognizable, the child shows that hiS/her_knowiédge is very

-~

specific. For example, Jenny has developed the habit of

e ————
N ——

instruction should encburage him to do this. Additionally,-

18

- ‘&?}-{"‘V



writing heE:name as '3ehny( and subsequently rejects the

correct spelling.ﬁ (Clay, 1975, page 15)
L .

-

Clay belleves that a child's behav1or must develop in each
of three .areas: language 1evel message quality, and
directional prenc1ple. Throughout her observatlon, Marie
Clay makes us aware of the need for sensitive observation -
and monltoring of the learnlng process in order to plan '

instruction to meet the needs of the individual child

- . & ke 4

Glenda"BisseX'(l980) studied the writing‘development,pf one !
child, her son Paul, 'from ages five to eleven. In this-
study, Bissex carefully documents Paul's Writing ' |
development.r She concludes that learning to read and write
are procesges shaped'by more~comprehensi5e patterns}of~human ;
growth and learning The first pattern would be that

children learn first those aspects o§ language that are most

universal and last those that are most culture-speciflc.

'Paul“s‘first‘reFdings;were from pictures invbooks and later

from signs that he”recognized-but did not code phonetically.

His first messages were letter ﬁorms in somewhat nonlinear

!\ "-

‘f,arrangement de51gned to flt the shape of the paper but with

a clear intention to communicate.: He acqulred the- cultural'
aspects of written 1anguage, the 1etter formation, the
left to-right top~to-bottom spatial and sequential

- L

arrange ent of print later. o _;" i,
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TheJ@§oond pattern is similar to Clay's "gross

approximations"‘ Bissex, snggests that this writind develops -

< 1

from global to dlfferentlated and 1ntegrated functlonlng

‘The Chlld is not interested in correctness. The global

'.awareness provides a framework w1th1n-wh1ch the

differentiated specifics function and have meaning. The

history of Paui's_learningtto‘write and read was one of .
."increasing differentiation" and,"heirarchic integration".

vHe moved from a55001at1ng letter: forms in general ‘with

meaning to assoc1at1ng spec1f1c letter forms with spec1f1c

Ad t

speeoh»sounds.

- Tae third pattern in‘the.growth of reading and writing, e

- : : o
cited by Bissex, is that of decentration. It involves ™

- differentiating'oneself from other persons and objedts; and

thus becoming conscious of oneself, but it also involves the

growth of memory_and language, extending time and space = ..

beyond the immediate. In Paul's early writingéthere'was no

clear distinctlon between wrlter and audien¢e but as

’_decentration developed Paul not only dlStngUlShed himself

from his audience but also modified his writing style
B - . ‘ l

-~

according to his audience.

- In Bissex's.concluding statement, snevindicates that Paul

did more than grow - that he was in control of hlS own.

. learning; that he acted on hls own environment selectlngo

r



o

.‘é_i

AN

some information'andie;periences while ignoring others.
Bissex provides in%ight into one child's growth:in‘language

and reading in a way that cannot be replicated.throdgh'hther

' research methods. Her findings assist in the observation of N

the development of other children.

@

- Research on Good Writers

{

A number#gf‘studies have examined the composing processes of

good writers and oftén have made comparisons to the
'compoSing processes of poor writers. They show that skilled-
writers devote more time.to,planning throughout-%he writing

phase and tend to more frequently examine what they have

1&3J * 3

written compared to weaker writers who spend very little
timeein-planning_(Atwell,.1981; M.E. Henderson, 1980; Perl,

1979; Sawkins, 1971; Stallard, 1974; Warters[ 1979). Many

‘'studies noted that good writers pay greater attention to .

matters of content and organization, while weaker Writers

have a tendency to be. preoccupied with mechanics,

-

- partlcularly spelling (Bechtel, 1979 Metzger, 1977; Pianko, -
. = /»————/)
1979; Sawkins,\$97l, Stiles, 1977) (From Hillocks, 1986, /p.
~ /
28) - . - . A

Barch and Wright'(19$7) conducted a study of good and poor

‘writers'in high school by surveying groups of superior

students (those enrolled in Communication Skills enriched- .

\

‘ sections) and’ defic1ent students (those enrolled in Writing -



fimproyénent'Servicef‘ Students were asked to note on a

questionnalre, some of their own vigws of tgemselves, of.
3

;their high school teachers and of their writing problems.
- Barch and erght's early study suggested that the good

student writer is concerned about organlzation, form, and .

lack of real purpose. The poor writer 1s.malnly concerneg

with mechanlcs and errors in mechanics ‘In determining

| their self-concepts as writers, Bar;h and;Wright noted-that_(
.tHe good_Writers saw the need forlimproyement in.forming
concepts and relationships in writing; whereas the'poor
writers thought of their‘writing'prOblems as mechanical,and ¢

graphic. (Barch and Wright, 1957).

Like Barch“and Wright, Culpepper-Hagen ‘used ‘a questionnaire

to identify me%hods used by the best writers among a group

'of university freshmen. (1950) Culpepper-Hagen and two other
‘nraters‘identified the.best thirty and the worst thirty o \\\\

",

writers in a group of 120 freshmen at the Unlver51ty of

Denverf They purposely excluded the area, of mechanlcs of
expression and supplemented-the evaluationqdf three papers

from each student with a battery“of objective tests%and the
studentfs grade in the.Basic,qpmmunication course; She then *
' adninistered,a Writing Methods Inventorybto_the sixty

students., .Culpepper-Hagen found that.good writerS'at this

leyel had no difficulty in concentrating on the job of

o writing and that they generally made a plan or outline to



give guidance Good writers'in’her study had no concern
 about the mechanics of writing and found little . need for

reViSion or correction

in;the'studies‘by Barch and Wright (1957) and\j
Culpépper—Hagen'&lQSO), queStionnaires allowed the
researchers‘to‘surVey a large number of students. Some
cr1t1c1sm of this method has been offered since they may not.
represent accurate findings; the students' response may be
-what they thought_they should say rather than what actually-
took place. | ! L

Qc}» . .

’ Charleshstallard's (1975)'study of.the_Writing behavior of ©
good studentﬂwriterstasxa departure.from the questionnnaire
method to observation using‘a checklist‘with predetermined

| criteria; He‘studied the processes of fifteen "good"
student writers (those who ranked'highest in their senior
class on the STEP Essay Writing?;est) and fifteen randomly
‘selected studentsQ, In»his<study Stallard notedvthatkgoodA
student writers spend morevtime.compieting the writing
assignment they change many words as they write, good
student writers frequently stop to read over what they have
.written-and they are concerned about having a purposewin
their writing. Stallard reported that generally, the goodc
studentﬁ#riters whorparticibated in'thisvStudy; put more

- o . 3 . . _ 1
effort intp their products than writers in general did; the



ﬁ*' vlg ) N ‘AV . .
investment of tlme, the consdlous attentlon tog

. ' - o} ¥
‘ problems, and the effort of repeateéry th;nklng thf%;‘
. A ; ““;- )

. -had been wrltten were . ev1dence of hlS canclus1ons.

o ', a . QA . . >

- . . . qal.“,"
Sawklns (1971) used, an 1nterv1ew tecgn;gge

,quality and loy/Quallty The comp051tlof

‘.‘
5,_ Q',,Vv.

us1ng the Dledérlch wrltlng scale.. The con;§3510ns relatlve‘
to the dlfferences between the writeré of hlgh quallty and
low quality were: - * ?,

1. Writers of compositions of high quality tended to
be more concerned with the content of written. . ,
~expression, with ideas, with organization within the -
story as evidenced by concern for and use of.
paragraphs, and with the functlon of beginning and
ending sentences.
2. Writers of compositions of low quality tended to bev

- more concerned with the mechanics of writing,

‘- particularly spelllng, punctuation,and capltallzatlon,
encounter .more problems when writing, and rewrite their
compositioNs more frequently. (Sawkins, 1971,
p.120-121) Lo :

. One further conclusion'Was'that the ability to disouss or
-answer questions about the wr1t1ng process did not ’insure \\

that the writing produced would be of hlgh quallty S

Sawkins;suggested thet'teachers use an_interview technique
qs‘a,means of understanding individﬁal»approdches‘to writing
and as a means of assisting in the diagnosis of writing |

problems. -
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. 1nterv1ews, student writing samples and teacher journals

More recent studies have shown a trend away from the

questionnaire type of study and into more individual"case

studies which require careful observation of and interviews

with the writer.

‘One such study is that of Barbara Diamond (1985) who studied

the cognltlve processes of three competent thlrd/grade

| wrlters. The data con51sted of fleld notes of writing

instruction and student wrltlng, student and parent
N - ‘
Dlamond's major flndlng was that the elements of the

environment 1nfluenced the writlng processes'of the

a0

‘§tudents{ These elements included: the teacher emphasis on
writing content and organizatidn and deemphasis on -

' mgchanics, the.formality of the group, the time restrictions

made upon- the subject and the school day, the literacy

" backgrounds of the'students, and the nature of thes

'interactions of,the.students with their peers.

Diamondnfounddthat these competent students were able to
’BalanCe the cognitive constr-~’ "ts so that they could expreSS"
| 'the meaning desired- they each - lanned for wr;tlng but in

_ different ways; they rev1sed durlng the process of wrltlng,‘

3

two students rev1sed malnly for structure and handertlng

and one for meanlng and audlence, and they easily expressed

meanlngxpecause of the wide/store of ava lahle;&nowledge.-
) , > 9

,,,,,,




Diamond s findlngs differ somewhat from the findings of

preVious research cited in that two of the competent writers

revised for structure and handwriting contrary to the

findings of Stallard (1972) and Sawkins (1971).

Kathleen Bieke (1985) studied the audience awareness of
" competent writers during expository writing using tasﬁ)

analy51s and think aloud procedures She concluded that

writers in this study proved that it dﬁb p0551ble to produce

competent writing w1thout_tak1ng the role of anyone other . -

than one's self and that audience awareness was not

necessary for competent writing.

Mano (1985) conducted a case study‘of a. successful

adolescent writer, Simon, over a two year period.; She used

regular interviews, analysis of formal texts .and obServation:

T
of Simon in his own home. Three factors emerged as

facilitative of'simonis developing 1iteracy: critical,
consciousness,‘exposure tosmedia; and 'access to social
support for writing. Mano notes that these factors were not
always facrlitative, rather they;continuaIIY‘interacted with
| each\other and other factors in the writing situation. She
‘poted that school sponsored writing couyﬁ be as 1nteresting
as self sponsored writing and that parents could be an asset

~

to the learning processes., _ .
n . :

\ﬁ# - )
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Blrnbaum (1982) related her study to. Loban s l3-year study
of children's language development and the finding that
children who were'hlghvach;evers in one language processv
tended to be high.achievers ln the others. She used
videotaping, audiotaping, analysis of readind and writing

~ samples, reading and composing aloud as well‘as classroom
observatlon to develop proflles of more prof1c1ent and less
proficient readers and writers in the fourth and seventh//

grades.

The more proficient writers aotiuely'assumed control of the’.
-process: they paused longer to(deliberate over.topics;
related ldeas and possible oréanizations to represent
“meaniny to an audience; and they volunteered more eualuative.
comments, both p051t1ve and negatlve. The more- prof1c1ent
readers and wrlters viewed themselves .as. generally ‘good

: wrlters and good readers although they recognized varlatlons
in reponse to dlffereht contexts. They engaged in

self-sbonsored as well as school-sponsored writing.

The less proficient readers and writers seemed to be

influenced by external forces outside of their own control.

When they revised, it was to find errors. None engaged in
_ X R , .

self-sponsored writing.

Her flndlngs concurred w1th that of Loban's in that better

readers weré also better writers. Although not reported in



.this (1982) article, Birnbaum noted in her study that

h differences in attitudes and activities of)parentsaend

teachers were associated with levels of,proficiepcy.

'\

<?Uus research at least-since 1957 has&reflected the :

researche;\s concern for what good stud?nts do in the
compbsing process. A variety of.ressarch'procédures have
been implemented to obtain similar con¢lusions. Generally,
the researsh suggests that~£he good Writeryshoﬁs more

concern for -content, purpose and organization than for the

' mechanics of writing. Most studies indicated the influence

A\

. . ) : I - )
of the environment suggesting that the support from teachers

and parents was -associated with ability in composing.
.Research indicated that ths good student writers exhibited
control over their writing cbmpared to poor wfitérs who
seémed to be 1nfluenced by the external expectatlons

' F

v 9:“

%@Y of Prof9551onal Writers

o
s

<o .
When Britton, Burgess, Martin, McLeod and Rosen began
studying the wrltlng ablllties of students ,aged eleven t0'

eighteen, they were aware of the difficulty of researchi®y,

- the writing processes rather than the written products. ohe_

reason-was that it was much éasisrvto study the proauct
since it was there to be observed and analyzed. Another was
that the tradition established in researching both speech

and writing was to analyé%_the groducf. Nonetheless they
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were'aware of literary studies that had shown more interest

in processes, some of it stimulated bydthg‘gublication of

4 . . o
"wr%ters' notebooks, letters, diaries and interviews:such as

"+ those publighed by Paris Review. A selection Qf interviews
" Had already been published as a book entitled Writers at

'Work.“(l958) The research group also took note of the work

. ' . . , I T
of D. W. Harding who had assisted with their understand1ng\~

-

of the psychologlcal processes of poets and novellsts\h\?ne
of thelr goals was to determlne if whatoghe profess1onal
writers said about themselves‘could be appllcable.to the

a 3 -

writing of children and adolescents. . ‘ ' @

-

Britton et al. concluded that the similarities between.the
groups was mﬁch greater thén the differences but, there Qere .‘
irreconcilable differences between the way.writers work and
the way teachers and textggoks were advising their studen£s r

to compose. Teacher intervention was an area that required &@*

- further study because frequently the child's own intentions

N4
x

were ncﬁ.considered when making a writing‘agsigﬁment. The

role of teacher as examiner was seen as having a dramatic ‘

a

effect on student writing (Britton et al. 1975 pages 19-20).

Doﬁald‘Murréy (1978) alludes to his interest in the

i

- composiig processes of professionals when discussing writing

as "internal revision":
l



This new interest in the process of writing, rather
than the product of writing, opens the doors for
important and interesting research which can employ all

“ of the tools of intelligent research. It is a job
which needs to be done. . . . The better we understand
how people write - how people think - the better we may
be .able to write and to teach writing..

' Murray, an Engllsh professor at the Unlver51ty of New
Hampshlre, is a wrlter_hlmself. He won the Pulitzer prlze
‘for_editorial writing; but he is also therauthor of magazine
articles,'juvenile and adult non-fiction books, novels,'.
short“stories and-poetry.»'He.frequently:Provides a
"'writing' When requested‘to do a"readingf where a
think-aloud protocol 111ustrates hlS wrltlng processes He

is very aware of his own processes and comments

. - | | N
. . « There. is no one right way to write. Writing
..starts in the middle or the end or the beginning of the
‘process. It starts where it starts. Aand you use the -
. process in whatever way it can help. you make an -
. effective piece of writing..

. . the writing process is- recursive. You do not
march through it as much as you keep circling back
through it, taking a step or two back whenever you need
to make the wrltlng go. (Murray, 1978 p 101) :

In addition to comlng to an understandlng hlsJown wrltlng

-

.‘,

‘processes Murray collects 1nterv1ews w1th wrlters to "hear
_what they have to say about what they we%§ hrough when they.

‘;wrote." (Murray, 1984, PP-. 213 14) : éf W

- It was as a result of Murray s concerns that I pursued the

. study’ of four professionalrwrlters; ' rray, 1986)

”suggeSted'theruse'of diaries‘and-jou, ls, writers' letters,

S

! 714/ .
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autobiographies by writers and biographies about writers,

and interviews from the Paris Review or Writers at Work.

Despite the wealth of information on profess1onal writers,.
there is surprising little research that incorporates the
writing processes of’ profe551onal writers. One recent

A Com

- study, '1son of Elements of Writin ConSidered

Im ortant by P ofe551onal Writers and Com OSltlonS Texts,
_(1986) involved 1nterv1ews w1th ten professional writers of .
nnon-fiction prose and the examination of nine high school
composition texts. Crowe researchedehat professional
writers considered“to be the'most importanthelementS’of
writing,?what the composition texts prescribed as the
1mportant elements of writing, where the two sets of
elements were the same and which elements that profeSSional
writers considered important‘were.ignored by the textbooks.
A comparison of'thebdata showed that the textbooks and |
writers agreed on,four elements:,transition, getting
:started, conSideration of audience, and use of proper -
meChanicsu ‘The profess1onal writers reported eleven
elements of writing that were overlooked by the texts.
'reading, writing daily, deadlines, writing organized
subconsciously,duse of word processor, writing the lead
first,iability to write anywhere, necessity of writing in
quiet, purpose, flexibility of rulesband peer editing. ”This

reSearch suggests a significant difference between what the



professional writers and what tek%tbooks view as the

essenfialtelcments'of writing..(crowé, 1986)

It appears that several authorities on the teaching of
writing a ree that educational practice could benefit from
ﬁhe study of the writing processes of professional writers,

vet there is little research to support this belief.

Summary

N

Following‘the tradition of research on composing proce;ses;
I have selected the descriptive case study,és a way to
feséarﬁh the composing prqcesses.éf good writers. In one .
'sense this study will add to the reséarcﬁ which already

exists in this field.

Janet Emig first lgéked at the composing proceéSes of
twelfth-graders in 1969. Since this premiere étudy of
wrifing pfocesses, fhere have beeﬁ m;ny;others inéluding Don
Graves' pyramidally'designed study of the writing processes
of seven-year old children in 1973. Glenda Bissex studied
thé réading and writing processes of her son Paul over an
eight yéar périod. These studies and others have ihdicéted
the value of observing‘a few children over an e;Eended
period of time since they illuminate the compléx.composing

processes of developing writers.



- (Braddock, 1963)

Additionally, a case study approach may overcome the

difficulties associated with using_surveﬁ,and questionnaire

" methods that large,grOUp studies,have implemented.’

[

Studies of chlldren should encompass a sense of the
development of the Chlld For thls reason, it 1: 1mportant
to relate the flndlngs of research 1n llteracy developmnet
to the new. knowledge about comp051ng processes Studles by
Blssex, Graves, and Clay suggest that many abllrtieslin‘

language begln at the same tlme. For example, both Bissex

(1980) and Clay (1975) noted that the writlng of thelr

' subjects developed from "gross approx1matlons" but became

more»specxflcf They noted that chlldren gradually acqulrec

thbgcultural aspects of wrltten language and tqa*‘the

wrltten language of the Chlld changed as they developed and

became ‘aware ‘of the facets and functlons -of wrlttenﬁggi

"language. ; -

. ' ; ‘ . . “!"“
H_ o , N : " R

i

Studies like those‘of Barch and'Wrigth(lQST),f

)l‘

Culpepper—Hagen (1950), Sawklns (1971) and Stallard (1912)
focussed on good wrlters;' They 1nd1cated tnat good wrlters
focus onvcontent organlzation and purpose for wrltlng
rather than’ the mechanlcs and surface features of the :
wrlting All suggested that good wrlters were 1nfluenced by

the school ‘and home env1ronments.‘ Good writers tended to be

3
o

K



more involved in theywriting process and had a viqy that

they were good writers. Studies of what good students do
' e" .

i

"ﬁgﬁg an underlying assump#ionythat by noting what good -

students do, we can éffectﬁghange‘in instructional practice
o B SRR :

that would ‘benefit all studentsy .

. - S

. \
roe

For this reason, it was also important to- examine what’
. » | , ~ _
professional writers do in the composing process. Both

DonaldbMurray (1978), and James Britton (1975) encouraged -
réséAréhers to consider the writing procésses of
accomplished wfiters; The few:studies that were available
suggested that thé pfacticés thét profeséional writers
engage.in varies cohsiderably from writing practices in the

- school setting. : : & - SO _
Thus, my study has tried to encompass an effe Q}ve research

methodology based on the strengths and weaknesses of other

“on

| reporﬁéq ﬁethodologies; a view of the student léarning
B Writteﬁ languageﬂwithin_a‘re¢ogni;ed developmeﬁtal process;
an underqtanding'of what current research hgé informed ué

about the good sfudent_wrgter; and an appreéiation for what

is known about the professional wrijter.

b <



ol ' CHAPTER III

DESIGN OF THE STUDY.

B + =i Overview

~

Aﬂdescription of the-desién“of the study, the selection of
subjects, and the technlques and procedures for gatherlng

and analyzing data are reported 1n thls chapter

TheQDescriQ;ive.Case &tudy Approach'

It was decided that'the best mayfto research the composing

. processes of young. writers and those of accomplished writers

was through a descriptive case study approach. The

~descriptive’ case study is a means of observihg.the

characteristics of an indiVIdnal unit —'a'child, a clique, a

. »

class, a school or-a communityab The purposefof_such
observation is to prohe deeply and to'anaIYZe intensively
the phenomena that constltute the llfe cycle of the unit,
sometimes with a view to establish;ng generalizations about

the w1der population to whlch that unit belongs. (Cohen and

Manion, 19;0) : o

Such ahstudy"involues collection of the data including
descriptions of the subjects; transcripts of the dialogue
(interv1ews), opinions of others, description of the:
phy51cal setting; and accounts of particular evernts,

activities, and behaviors. Such'studies allow for

S
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“collection of a considerable mass of data which must be

analyzed~and/or categorized and then reflected upon.

: Sonetimes.the researcher may need to‘returnpﬁafthe field
site to'confirm nis/her‘interpretations or.may wish to test
them against?other situations.

. The fiﬁdings are usually written in a narrative form with
allusions and quotations.of:actions selected‘to support tne~
findings,- Anticipating that this study mf@ﬁt be read by
classroom teachers, school administrators, parents and the-
students who were 1nvolved the findings were written to
reflect the qualititative nature of the studyand‘to\%ppeal'
to an audience in addition to the university'setting.

(Murray, 1982)

Selection of Students ] s

Three students were . selected for case studies by a sampling
approach. This was deSigned to identify very good writers

from classrooms where writing was considered a priority and
where‘it_would:be'possible to»observe young.writers engaged

in the writing process. .
oo
. X . - N N
Five consultants from the Edmonton Public SChoolVDistrict'
’were-askedvto nominate.clasSrooms at the upper elementary
grade levels (four to 51x) in which daily wrlting was
evident and in which teachers showed . an obv1ous 1nterest in

the development of writing. Thls interestﬁln wghting cduld

kY
e _
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those, f?fe classrooms most frequently nomlnated were

selected.

research as suggested by the proposal | They wvere asked to

' might .also have access to file folders of the children's

. ’ /'.' . . . T .
be determined by presence at writing workshops,_}nvolvement

in writing fairs, the publishing of student writing or an.

awareness that a good writing program‘was being implemented.

A total of twenty-three classrooms were. 1dent1f1ed From

-

>
\
&

. Teachers of the selected classrooms were then asked if they

would be w1lllng to. part1c1pate in the observatlonal

nomlnate students from their classrooms whom they felt wege

good prollflc wrlters and demonstrated through thelr work

~and/or attitudes that they-mlght someday choose wrltfhg‘as-

their life's work. ' B ' - : Lﬂ //‘“/

4

- The teachers' ch01ces were considered to be a very rellable

A
guide because the classrooms had been selected based on the

A3

1nterest in wrltlngvthat the»teachers demonstrated. v_‘

"Presumably, such ‘teachers could qulte ea51ly 1dent1fy good

.wrlters. As well the teachers had already been worklng :

~ .
w1th the selected students for four months and would be S

knowledgeable about their-students' wrltlng ab;lltles;'.They

writing and reports about their writing from previouS'years.

‘o - e

"The researCher interviewed each student selected by the

teachers and chose three students who agreed to being

. observed 1nterv1ewed and»studled‘over an extended period of



Q .time."The students'were also selected on the basis of
perceived differences from one another so that the research
sample would include differing types of developing writers
One boy and one girl were»chosen fron%one classrdom to
represent gender differenCes:as'well as differencesvin-
background. Stacey had been bdrn'and educated in Edmonton.
Milan had started school 1n grade one in Edmonton follow1ng
immigration from Yugoslavia. Both attended a small upper ‘

‘ middle_class.schoolt_zMelanie ‘was chosen from a.large_lower |
‘middle clasds school and was different from Stacey in that

 she appeared to he'more shy and less out—goind The
students in Melanie's class Viewed .her as being ‘one of the

!

best writers.

e Classroom Observation

-1

I met with each of the classroom teachers and princ1pals to
explain the purpose of the study and to set a schedule for
observation. An initial v151t was made to each classroom—to

: explaln ;he purpose of the study - that of determining the ‘
O
composing processes of the younq writens and to compare them'

to,the,composing processesfoffthe accomplished°writers. The

'j‘ choice of classroomswwas.determined part1y~by Willingness to,

part Cipate in the study as well as the school's prox1m1ty '

-~
2

% - to my home. . 'j;-‘

o}

‘It appeared to be most efficient to observe the two students
in one classroom first, then to begin observation in the



_‘second~school with the third selected student after

observation in the first classroom had been cdmpleted.

rted the parents to answer any questdons that they

ave about the study and to ask permission for an
" ' 7

'interview to be arranged at a later date. This first
telephone interview served as an 1mportant 1nﬁormatlon
gatherlng se551on as. well Written perm1551on/was re?eiVed

 from each parent before observation started.

Observation began in.January at which time a Schedule was
set. It was possible to observe‘the two students as they
tengaged in the writingsprocess about:three times a week for
~about an hour each:time. They could hevobserved'
simultaneously'or indiuiduallfz During this time I
documented‘the writing processes of.the studentS-and-
anaIYZed the wrltlng activities exhlblted ) Observation in
the second classroom began 1n mld-March and was completed by
May-l, The same observatlonalvprocedures were followed, the
.maln difference being that there was a student teacher

\ : .
present for much of the timg.

lnterviews'Were scheduled follo%ing the observation times.
\ ‘r.
The 1nterv1ews were an attempt to determlne the students'

perceptlons of themselves as wrlters and thelr strategies
for writing. Often, we would discuss the wrltten,pﬁoducts

most recently completed“or the writing that the student was

’ /
33



working on at the moment. I tried not to interfere with the

N '

composing process by observing the writing and waiting until

_ the student had completed,aysection of the writing.

Each$student in each classroon was given a‘jéurnal to record
the physical actiwites, awareness of cognitive\processes and
- feelings abo%f his/her writing. Additionally‘ every student
" was asked to conplete'a guestionnaire (Appendix C).designed
to determine the phySical activ1t1es 2nd cognitivg procasses
of writing The results from the questionnaires were
'compiled and summarized to give information about
indiv1duals Wlthln the class. -They also served as sources

of information for interviews with the selected students.

At the beginning of the reséarch in the first classroom,

' each student was given a letter (Appendii#iy that, informed |
v all parents of my presence in the classroom and requested |
permission for their children to be involved in the

observation. This ‘resulted in a desire by many students to

be the ones selected for specific study. In a sense of fair -

»
|

play, a'number of students were interviewed indiVidually,
32

although they were not the ones specifically selected for B
study. These interviews helped in further observation For
texample, one student reflected on the class members that .

they considered to be good writers stating that they were

good writers bedause they could write such long stories. A

;couple of students 1ndicated that they got\the;r;}est 1deas

-

’



. for'story'writing from‘dreams."Following thesevsuggestions,
I was able to questlon the selected students about what they
thought makes a good wrlter and where they were able to get

thelr 1deas

S .

Observation Schedule = @&

| Tge case studies wefe'arrahged to allow for ln-depth study‘
of eéach child. The resegrchervuas presentvin the first
classroom for a period of nine weeks. This‘'allowed for
‘interruptions due'to'school holidays, field trips.and
illness. A total of twenty-two v1sits were made to the
h; first classroon. As;well a follow-up visit was made two
months later. |

. . - 5
3 a I3

In the second classroom, a total of: nlneteen visits was made
over a @ix week perlod This observatlon of one child may -
appear;nore exten51ve \however there was a student teacher

as well as the classroom teacher in thls class. The context

for.lnstructlon varied from.teacher to teacher.

The following schedule illustrates the observations:



&,

SCHOOL ONE

December 20 Initial visit with the principal and teacher.
Week 1 : January‘4;9 2 visits o
' ‘ .2 parent telephon
interviews
. Week 2 January 12-16 - 3 visits ' \
Week 3 '~ January 18-23 Interviews with
. Stacey's former
teachers.
Week 4 - January 26-30 3 visits
~>
Week 5 - . ‘February 2-6 3 visits
Week 6 February 9-13 ' 3 visits
Week 7 ’ February 16-20 3 visits

2 parent interviews

)

- TEACHERS' CONVENTION

Week.s March 2-6 ) 2 visits
| Juné 2 : -‘ Follpw-up‘visit ‘ l'
» SCHOOL TWO T
March 10 i Initial.visit with teacher and principal
- Weei_l >  March 16-19 3 visits
parent telephone
. interview '
Wgeklz March 23-27 ° ‘ 2 visits
| SPRING BREAK . | f
;eek 3 \ April 13-16 ' 4 visits y
Week 4 ) April 20-24 5 visits ¥ ,

Week 5 April 27-May 1 5 visits.
. ‘parent interview



.

Sources of Information ) ,

»uﬂ

The students selected were asked to save all of the’ wrltlng ﬁ

v

'they did (ooth at home and at school) durlng-the time of tﬁe
LresearCh. . Both Stacey and Melanie's parepts had saved
hei}nnind writing Samples which‘provided adddtional
information about,their composino processes.' The students

also provided Lneir daily journals and writihg samples from
‘the hegihning of the school year. I S

l

Additionally=there were three hours of taped‘intefviews‘with
each. child which.were.scheduleg as required for explication.

The 1nterv1ews were transcrlbed and analyzed briefly

o K]

‘ followlng each day s observatlon

-

»

The parents of each child were 1nterv1ewed 1n1t1ally by

-7' 3

teleﬁhone an «then in person near the end of the observatlon

).

Tfst.interv1ews allowed ror some initial -y @
%he composing processes. The second inteﬁView
was more exteﬁsive (two hours) and permltted the researcher
to conflrm some of the ideas that had been gleaned from

observatlon and study of the_students. o

Oy < -
Theé teachers were also a :° cce of information. The

researcher checked perceptions with th_iteachers thrdugh

frequent telephone COnversations and qu
. . . Q;, N . /
during the school visits. The t&achers read and responded

to the caie_studies that were written’followdng the = ..



y

observation. Addltlonal 1nformatlon was. obtalned through

1nterv1ews w1th three of Stacey s former teachers at another

!

school;

! , ) o . ] Lo ;

Sther,students in the classroom were alsOAValuabie:sources

of information. It was possible to'gain their perceptions

.through questioning and from.their self&initiated conmentsl
'u‘Selection'of‘AcconpliShed writgrs'
4 | | .,\. . ‘ :5/

‘Four authors were selected for. study to determlne the.

'phy51cal processes, the cognltive processes and the role of"

the affectlve domaln of these partlcular authors. Although

only two authors, Eudora Welty and John Stelnbeck were

.featured 1n the erters at Work serles, the questlons that

were asked in that serles of 1nterv1ews served as guldellnes

for the research on Margaret Laurence and Monlca Hughes

The authors studled were chosen subjectlvely for the

. -

follow1ng reasons. . o R o ‘

Eudora Weltv was selectéd‘because available information

o )

showed that she was- very 1ntrospect1ve about her own

\;compos1ng processes as, ev1denced in her autoblography, One

.Writer's Beglnnlngs and from 1nterv1ews avallable.;

-Margaret Laurence, a Canadlan author, was chosen because of

_my'familiarityrwith her}wrrtlng. The Dlvlners, Laurence s

-lastvmajor novel, (i the introspective story of a‘writer.

-



. For- example, Stacey spent a great deal of tlme reflec x

45

John Steinbeck, an American male writer, was chosen because’

of my familiarity with his novels, short stories and films.

Monica Hughes was selected because of.my familiarity with

‘her'work as a Canadian writer of children's literature. She

is introspective about her own composing processes and will

discuss them quite candidly. I interviewed Mré:}ﬁughes for

xS N

this study.

It was possible to collect data on.the,composing'prooesses

of accomplished writers from a wide variety of sources

~including interviews, repdrts_from others, letters,

.q\\

dbiographies'and actual compositions. ' Thls 1nformatlon was

7\,

'analyzed categorized and reflected upon. It helped to

prov1d‘;gu1dellnes for the observatlon of the young wrlters,

LI

 and prov1ded useful comparlsons to the young wrlters.

Analysds of Information about Student Writers

. i |

Transcripts of intervieWS with the teachers, students, and
parents were analyzed, categorlzed and reflected upon to
achleve a sense of organlzatlon for the data. - Some -Of thed
informatlon could be organlzed around the research questlonér“

and other 1nformatlon was saved for other con51deratlons

upon the titles of her wrltten work. She would 1lluotrate

One letter of the title to’ deplot the theme of her story

Her obvious 1ntr1que w1th titles led to an examlnatlon of



,che role that'the writing of titles played in the COmposingV
proeesses of young writers and professional writers.

Descrlptlve fleld notes were analyzed and categorlzed in
relation to the research questlons. Journal entries were to
~ have’ been handled in a. 51m11ar way but due'to the lack of

1nformatlon, they were dealt WILh separately

.;'

v

Coilectionshef student work‘wete used,tefppovide memory
assistaﬂce in the‘intefvieWS. -They also aesisted’in the
'fuhde:standihg_of‘the cpmposing processes through the

' consideratiqn of the'resulting produéts,j For example/ in an
llintefview with'Melanie,bshe indicqted that one story that
she had'written in‘Grade foutkwas one of her best. When she

brcught the story to the next interv1ew, she showed the Gode

o

that 1t had been wrltten in: i
. s 5

S

g
St i
S

DEAR MINNYE, ~° & i
xmxxrxxr;xm&XIXXE |
o Y :
J 7 XXIXXIXZHKXVXXEXXX .
XXYX?{Q@(?(UXXXXXXXXX
' # . .

! /‘6;

‘ngelan then sq%d "Do you get it? It's in code. It's what

"1=fmy sister and I ‘used sé& my brother couldn't read our

:messages;ﬁiﬂghis was an example of the playfulness with

*:languegefthat existed in her work.
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Analysis of %nformation about Accompiished Writers =

'Information about the comp051ng processes of the

accomplashed writers was. gathered from a number of sources.

'”For example the biography of;Eudora Welty, One Writer s_
,r\, ',

Beginnings, thelinterv1ew 1n4Writers at Work: other

published.interv1ews, and her own writing vere used as

sources of informatlon. ThlS was categorized to match the\

’ A

research questmons In reporting on her compOSing

s

‘processes it was also 1mportant to note the 1nfluence of
11terature on .her writing.q Welty also’ indicated the

importance of storytelllng . G -

L 4

N

Informatlon about the compOSing Processes of Margaret

Laurence was gathered from a wider variety of sources

Y|

Following her death 1naJanuary,.there were numerous tributeS'

‘to her. vIt was possible'for me to attend two'memorial
tributes where people who knew her as a person and as an'

.author spoke of her. 1In this way, I felt that I was able to

'

learn of ‘her personal feelings about writing Laurence was

also featured in a number of films which were essentially -

interviews about her and her writing The&films captured
the similarities between the Manawaka series of novels and
the small town of Neepawa where she grew up. They also B
featured her personal feelings about her writing
:Additionally, Laurence had writtendLhe Diviners, a story
about a.writer. Much of her thoughts about,composing were:j

¥ ) o . . T |



: )
about the composing processes‘was categorized around the

48

hlghllghted 1n this novel. As wkth Welty,'the information

. d
n

was categorlzed around the research questions. Subsequently

_areas such as symbolism were researched in more~depth.

'The case study of John Steinbeck was prepared mainly from

the letters between him‘and the important people of his

\

life. There were several long collectlons of such letters
that provided a history of his development as a wrlter
(Stelnbeck and Wallesten, 1975, Fensch, 1979) He declined to

- -

be 1nterv1ewed for the Parls Review, hut was still featured

*
~in that journal of interviews with famous wrlters As well,

_there wgere several blographles on Stelnbeck I selected

biographles (Benson, 1984; Fensch, 1c 79, Klernan, 1979) that.

dealt w1th his work as a wrlter Again, the informatigif
: - : \

v

research questions and important areas wene noted for
~ : . » .

- further consideration.

Although Monlca Hughes had not been featured in erters at
Work, there)were numerous interviews with her published in
journals‘ané Canadian magaz1nes. I attended the Henry

'\
Kreisel Distinguished Lecture, an ‘annual lecture on //

‘literature given at the University of Alberta.‘>On March 24,

1987, Hughes presented the lecture and answered;questions
about her composing processes in the discussion that
followed. Lagér, I met Hughes at a conference and arranged
an interview'with-her on May 12.- The,resultlng two hour’

‘—L .
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interview geﬁged to cenflrm many of the 1deas that. had been
gleaned from the publlshed 1nterv1ews This was organized.

as the prev1ous studlg% of accomplished writers had been.
4 ’ ’

Although‘Itwas familiar with the writing of each of the
auﬁhors selected, I read at least one more of their novels

to renew.my kndwledgevbf their writing. ot

Relating the Data

Case studies of-theAaccemplished writers and the young
writers were organized around the research questions,and
ihcluded other considerations; related to.the research
questions. An analysis of the case studies.serﬁed te:
highlight the majer;areas of.consideratiqn.

The comp051ng processes of the. student wrlters were compared

"Jﬂa
,(\ \‘1

to those of the g@@ompllshed wrlters.

)

The de51gn of this study has involved deserlptlve case
.studles of three good student wrlters .based on class
ebservation,,interv1ews and comment_from parents and |

" teachetéfﬂand descriptive case studies of four accomplished
‘writensﬂbased on Qritten interviews, biographies’and_a'
;varieti'Of other written material. The data was anal&zed and
catedo:iaed'aCCdrding to the_research questions which'wefe
designed to%ekplore tﬁe:coﬁposing_processes of the two
_groups ofvwriters. Additionally, unexpected‘reSponsesffrom

all writers were noted and examined where possible.
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CHAPTER IV . . %=

e

I
¥ - ,
THE CASE STUDIES OF ACCOMPLISHED WRITERS

; ‘
Overview - L

In this chapter the data is examined‘with reference to the
feuf published authotsf Eudora We}ty, Margaret Laurence, ;
John Stefnbeck and Monica Hughes: The prefiles ef these
accompllshed writers contain the follOW1ng 1nformatlon ‘an
explanatlon of the selectlons and sources of 1nformat10n
fof the case study, blographlcal 1nformatlon about the
selected author; a proflle of the wrlter S compe51ng

.

processes following the organlzatlon of 'the research

"questions; and a summary.

-

Case One: FEudora Welty

LS
t

 Eudora Welty was selected as an accomplished writer to

research because of her ability as a writer. She is a

Pulitzer Prize-Winning‘fiction'writer whose work beéan"with'

widely-acciaimed short stories and also in;ludeéla number

of outstanding noﬁels and essays. I have been able to
‘:;,

' gather con51derable 1nformatlon about Welty s comp051ng

processes through an exten51ve number of publlshed
Ed

. interviews which span a fortx year'perlod. As well One
Writer's Beginnings, the autobiographical culm;natlon.of
three lectures entitled "Listeningﬂ, "Learning to See", and

N\
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 Biographical Data:

. J !
“Finding a Voice" provided exceptional insight into the

composing‘processes of this writer.

Eudora Welty was born 1n 1909 in Jackspn Mlssrss1pp1 wh
she has spent‘almost her entire llfe wrltlng 3Yearly |
trlps to New York where she went to see plays and some time
spent away for educational endeavors or to receive honors

mark her 1nfrequent absences from home.
v

Eudora Welty s works lnclude her fﬂﬁ?ﬁ short story, Death

of a Travellng Salesman publlshed in 1936; collectlons of

7short stories 1nclud1ng Curtaln of Green, published in

1941; a chlldren s book, -and a book of her Depre551on

’photographs.‘ She’has written under a number of grants

including the Rockefeller and Merrill'Foundation Grants and

_has received the,highest of literary awards and honors.

Welty ishanvextremely shy person who is quite reluctant to

‘discuss anything personal about herself or her friends.

She has given perm1551on for 1nterv1ews, however, to

‘ beneflt a college class, to confer with other wrrters or on

the occa51ons of w1nn1ng partlcular honors llke the ‘vf

Pulitzer Prize.‘ Her self-awareness has been captured by

‘many of the 1nterviews but it is her. awareness of the 4§

composlng process that I wish to share here,

sk
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-:..

wrltlng and that . she enjoys wrltlng af home as ne, wleﬁ'in‘

an interv1ew WLth Allce Walker, a writer of southern black :

7

flctlon, now a recent winner: of the Pulltzer Prize for Ther=
‘Color Purple. Walker asks: Do’ yo%e;rlte,every_day? and e

; Weltyfskrepiy is:

No, I don't write every day --I wr1te only when I'm.
in actual work on a partlcular story I'm not a
 notebook keeper. Sustained time is what we fight
. for, would probably sell my soul for--it's so hard to
manage:-that. I'd like to write a story from beginhning .
to end right through without having to stop.  Where I
write is upstairs in my,bedroom......I-write at a
.desk. .I have a long room with six big windows in it,
~and a desk and typewrlter at one end . (Walker, 1973,
"p.133) ~ ‘ : S .

I d get claustrophoblc 51tting in front of a lanﬁ wall
S

~ with life cut off from view.n (Walker,,1973,)

When interviewed for Paris Reviews journal, Welty says that

she can write anywhere but prefers to wrlte at home becausea

it's more convenient for an early riser. In fact she does
o C ‘ B 4 S

~most of her writing in the morning. She explains her

process: &

My ideal way to write a short story:is to write

~ thewhole flrst draft through in one sitting, -then work
as : S

’ .' - : }_\ . | ~

. . C
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long as it takes on revisions and then write the final
version all in one, so that in the end the whole thing
‘amounts to one long sustained effort." (Plimpton,
1976, p. 290) : .

When asked 1f she uses a typewrlter, Welty replles that

yes, she does and that 1t s.useful %ecause_k{\’glves the -

- feeling of making her work ob]ectlve She then explajins

vher revislon process

- I can correct it Retter if I see it in typescrlpt

,”After that, I revise with SClssorS and pins. Pasting
is tod slow and you can't undo it, but with pins you
can move things, from anywhere to anywhere, ahd that's
what I really love doing--putting'thlngs in their ‘hest ’
and proper place, ¢ aling things at a time when they =
matter most." (Kuehl® 1972) _ o

It is likely dlfflcult td observe Eudora Weltyfwhile she is'

.actively ehgaged'in writing. When Alice Walker,(1973)

asked her what she was working on Welty,replied: "Well, : ™

I'm not doing anything except thinking. I haven't got

anything on paper yet. CItve got many things‘that I want to

write, and expect to write,® She seems to be thlnklng

about many dlfferent pikces at the same tlme It took

’_\elght years toywrite the novel Losing Battles partly

because Welty was doing a lot of other wrltlng at the same

- time and because she does a lot: of rewriting, of careful
3 .

writing, and of con51derationhuhtil she is satisfied. She

- reflects}on this by adding: "Maybe I keep things‘too-long."

i

In discussing her composing processes, Eudora Welty talks
'abouthuoh of the thinking thatbipfluences her writing.
She says: - |

&
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"Sometimes I go around for a long time with a theme or-

point in my mind. And then, suddenly, I hear
something or see something, and I know in an 1nstant
that I have a bottle for the theme -I've been thlnklng
. about." (Keith, W73) . - G,

'Et is 'this thinking that will be probed further in other

interviews. N . :

LN AN

© In her gook, On: Writer's Beginnings (1984) ¢ Welty tells’ of

- her early’literacy experiences, andgdescribes how'thiS-

shaped her own writing. \ / o ¢

* Ever since I was first read to, then started reading
to myself, there has never bPeen a line read that I
didn't hear. As my eyes followed the sentence, a
voice was say&ng it silently to me. It isn't my-:
mother's voice, or the voice of any person I can
identify, Certainly not my own. It is human, but
inward, and it is inwardly that I listen to it.* It is
to: me the voice of the- story or the poem 1tself .

My own words, when I am at work on a story, Jhear too
as they go, in the same voice that I hear when I read

in books. When I write and the sound of it .comes back

to my ears, then I act to make my changes. I have '

always trusted this voice. (Welty, 1984, pp. 12-13)

She knows the inflﬁence of her visual memory or what she

iescribes as 'scenes'. In her autobiography, Welty tells .

~f going‘on a Sunday afternoon drive with a neighbor and

how she loved the stories she would tell because everything
/

would happen 1n 'scenes’'. These were frequently
highlighted by the comment "the crisis had come"' Welty

says that it was her dramatic 1nst1nct that then ‘led her to
N N .

_take the scene which was full of hlnts, p01nters, . A

r.
. ,\‘

suggestions, and promlses of things to come Hn order to *
v 72%- _

VN
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‘Welty elaborates such scenes in herrinterview with Bill

find out and know about human beings. They led her to both "

the truths and lies about th@h..

! >

Ferris (1975 and 1976) when she discusses the relationship

that she'seestbetween film and the short'story-\ he’

explalns how both can use the téchnlque of flashbacks and

memory, of a dream sequence--thlngs that cannot “be shown on

I

~a stage. She says it is pos51ble to move backward and

forward and to change the/speed of the story ~ Welty also

&

'enjoys‘the techniques of Alfred Hitchcock and glves the -

_eXampletof'the person screaming; with the sound turning

Lo

into a train whistle for the opening to the fext' scene.

Welty's "llteral memory" is dlscussed in the 1nterv1ew with
3.

~Gretlund (1984) when she explaigs that parts of the novel

.,\-‘

3 éhe Optlmlst's Dauqhter are such a memory 0

oud

A
: I fﬁ-z&\/ .
The way my uncles looked comlng home at night through—
~the far-off fields,” jus}, white shirts showing down' 'the
‘mbuntain. And the sounﬁ”of the horses. All the j] .
~physical sensations; were memories of about age ‘three,
when you really héwe very sharp sensory perceptions. I
still recall thls and I just put it all. there
(p.213) % s

&

. .f" » : .
In her 1nterv1ew'w1th J. Griffin Jones (1981) she

reconflrms the 1mportance of memory. Jones refers to
MaurlceuSendak whom he quotes as saylng that wrlting this a .
book has madevhlm a happy man for it put him in touch with

a memory that he had but wasn't aware of.
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Welty agrees heartily and adds :
: v _ _ N

I think any.writer has more to thank memory for than
most ‘anything. I don't pan writing about the past
What you remember <an apply just as well\to something
you are writing today. You learned it .through
something in your memory, but you use it for anythirng
that you might wish. You might be writing about the
uture...(Jones, 1981 pp 334-35) . : g

. Eudora Welty has frequently been asked about her sense of
4 W

place,since so many of her storles,take place in specific

parts of MiSsissippi. In her conversation with. Charlotte A
. ' - . Y
Capers (1973) also a. Mississippian, she explains this %

Asense of place ag something she does in everythlng that

their.lures a despairs: which is a little more

complicated than having a story set in a place which never

N
'

moves or changes._ In The Optimist's Daughter, Becky, the

¢ g . ¢ ’ ' "o
. motggr, ks her .roots in another place which is the thing -

. L. & S B, i

' which has most,, changed her life and has created a feeling

rereg ™y

IiJ/ O

of beiﬁg out of place.v Laurel - has come from Chicago where
" ®
she hds attempted to change her llfe back 1nto "the past.’

¢

-

'It is interesting to note that one of her familiar storles :

v?

:.Whv I _Live at the P. 0 , began when she saw a little post

Wq'the back that she saw

€, m a

through the window. She supposed that someone just decided

to move down there but used‘this 1dea along with an

exercise using the'spoken WOrd'to create her s;pry.

4
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+ It is with her experiments w1th the spoken word that Eudora
Welty excels. 1In her conversatlon with Bill Ferris (1975

and 1976) she explains:

I think the ability to use dialogue, or the first
person, or anything like that, is just as essential as
-the knowledge of place and other components of a
story. But I think it has a special importance,
because you can use it in fiction to do very subtle
things and very many things at onceé-- like giving a
notion of the speaker's background, furthering the
plot, giving the sense’ of the give-and-take between
charac;ers. Dlalogue gives a character's age,
background, upbringjng, everything, without the
author's having to- explain it on; the side. He's doing
< it out of his ‘own mouth. And also, other things--
likeg' a character may be tellihg a lie which he will
. . show* to the reader, but perhaps not to the person to
whom he's talking,and perhaps not even realize.
¥ himself. Somefimes he's deluded. All these things . -
can come out iff dialogue. And you get that, of
course, by your ear,by listening to the rhythms and
habits and so on of everiday speech everywhere. : ¥

v

Welty beliéyes that writing is an internal pfoceﬁs{ ‘She
calls her work more of an "internal map" which she explains
as a map ofAminds and imagination. Gudiding the internal

n »

-map are” the insides of characterSvkue:ris; 1975 and 1976,
p. 161) ~UF

2 B N .
She adheres to this theory .in her conversation with Charles

Q.

'T. Bunting in 1972. He asks her if she thinks would-be
a . : :
writers should have a course in literary analysis. Her

reply is :

-

I wouldn't know because that ish't the way my mind _
works at.all. Because writing is an internal process.

You can't be helped from outside. It's interesting to
see what people have done with analysis, but I don't -
start by saying, "these ingredients are to go in my

O
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novel: A, B, D;.l,”g, 3," and so on. It has to’start'i
from an internal feeling of your own and an experience
of your -own, and I think each reality .like that has to
find and build its own form. Another person's form
doesn't really help. It shows what they've found, but
that deesn't, may not, even apply. I know it doesn?t :
help ‘in the act of writing bebause you're thinking of

- anything then but your story. You're not. thinking,
"How did Joyce do this?® that's fatal. It's

. all-absorbing, as it is, to bring about your own; your
work needs all the sense you can master, and all the
feeling, everything of yourself you can put into- it.
I don't mean self-conscious self. You don't think
about your self either; you think about the work.. To
think "I, so~and-so, am writing this story" would just
‘be fatal, more fatal than anything (Bunting, 1972,

p. 43)
She coptinues to explain that her use of symbols is. just
part of the equipment and does not ex1st for its own sake. -
but that she uses. them w1th a proper sense of proportion

s

and with as light a touch as poss1ble

Similarly, she explains that human beings are incapable'of
'being made 1nto character Mag iS"‘l Welty'nSes certain
qualities df people in certain 51tuations, the qualities
’.which make people‘unique. While her knowledge of people
H'and character guide her writing,,Welty draws upon this
knowledge rather than wholly transplanting it ThlS is
explained to Charlotte Capers (1973) with reference to the

,character of her mother' S : <;

. Well, all my books are autobiographical in that I _
‘never have made up the’ feeling in them. I think that

~ you have to experience emotion before you write about

- it, but usually I Kave the emotions acted out by a
cast of characters and through situations that are

~ better dramatic vehicles. than my life happens to be,

. which is rather calm, but in the case of The
Optimist's Daughter I did draw on some of the
childhood and early married experiences of my own
mother That's -the only thing that is "factual"; and
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the character of Becky, the mpther,.ls not the'%ﬁ” Co
-character of my mother, but it draws upon it. Yn
rate, there were letters andikevents and traumatlc REGE S
things in the life of my character, Becky, which cane -,
from my knowledge of my mother. This®made it both- C
meaningful and instructive --and hard for me to write. .

(Capers, 1973, pp. 116~ 17)

In sum%Fry, it is apparent that the cognltlve worklngs of
Eudora Welty demand a 'sense of v01ce, of llstenlng,

vbscenes or place and belng able to call'upon a trehehdous
hmemory. She blends this into thewworkings_of her:-
characters after formuiatihg avtheme in'her’hind."It seems.

a very complicated procedure almost defying d%alysis.

'~Eudora Welty has had a speoial relationship with print

~ right from the beginning. In Ohe'Writer'S'Beqinhinqs

' (1984), she says“of;her childhood:

It had been startling and disappointing to me to find
out that story books had been written by ,people, that
books were not natural wonders, coming up of
themselves like grass. Yet regardless of where they
came from, I cannot remember a time when I was not in
love with them-~with the books themselves, cover and
‘binding ‘and the paper they were printed on, with their
- smell and their’ﬁelqht and with their possession in my
. arms, capturedsahd .carried off: to myself. Still
i111terate, ‘I was.ready for them, committed to all the
~reading I could glve themn. (Welty, 1984 . p.6)

Her parents prov1ded her w1th a rlch literary background

for which she was always grateful

She views her love of writing quite objeotively, however.
'She was qulte in agreement with her father s idea of
sending her to New York for!a bu51ness course because they

4
both reallzed that it was too difficult to earn a living by
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w@iking. 'When she returned to Missisddfige

by an advertising agency.' O

&y :

Despite the economic pitfalls of writing as a profession,
Welty enjoys her work. She explains to Diamonstein (1970)
that her writing comes from her imagination and that it:

allows her choice of time and place in which to work.

When writing, ipé:does not write for a public audience for o
friends b;ffgf herself_and feels that if she did she could
" not Q;iﬁé at all. She says, "I write for it, for the
pleASure_gf it." HoWevef, she - values the opinion of her
friends: "I care about_my what my friends think, very.
',deeply'Q - and it's only after'they'vé read the finished‘
' thing that I really can rest, deep down. "
| A
Writing appears t@ be a natural part of Welty's life. w
Gretlund (1978) asked her about the tradition of 4
storytelling in her life. She explains:
Yes, on my mother‘s side they were big storytellers.
When her ‘brothers came here to visit, they would renew
the stories of their youth, funny things that happened
in West Virginia out in the country. They rew up on
a farm. Every name they mentioned would bring out
gales of laughter and reminiscences--and there would
. be songs: "Remember how we used to sing. . . ?" So
they would all sing it. ' (Gretlund, 1978, pp. 212-13)
Eudora Welty shares much of herself in her writing. One of

her greatest loves is her garden. This, too, "is cleverly

woven into the background of her stories as evidenced in

this description from Delta Wedding (1946): .
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Little Battle crowded er a fittle as he jumped and
she had to move down t board a little. They could
play an endless game of hide-and-seek in so many rooms
and up and down the halls that intersected and- turned
into dead-end porches and rooms full of wax begonias,
and elephant's-ears, or rooms full of trunks. She
remembered the nlghts-- the moon vine, the
ever-bloomlng Cape jessamines, the verbena smelling
under running feet, the lateness of dancers. . .
(Welty, 1946, p. 8)

Welty has a great love of certain authors, particularly,

ﬁ&ane Austen, Anton Chekhov/'and Virginia Woolf and returns
regularly to reread their.works. She tells of her mother‘sd'
fbve'of Dickens. The set of Dickens wasngiven to her°
" mother as a reward for hav1ng her halr cut when all other
girls would have been given gold earrlngs ‘Her mother

. adored those books so much that when: their house caught

»
o
1

fire, she went back into the burnlng house, on

and began throw1ng the set of chkenslout df the W1ndow to«

AN ’ R LAY}

chutches,t‘

save it. o S

"
-

Eudora Welty malntains relatlonshlps with good friends and -

other authors 11ke~§ather1ne Aﬁhe Porter but she mentlons

them only briefly as is her way about frlends and prlvate :

1 .

feelings.

W

The composingvprocesses of Eudora Welty'suggest that she '
writeshfor‘the love of it; because it suits her life; and
because it seems so nztural whenﬁshe‘has such a high regard
for books, with her traditions of listening and

storytelllng and sense of place so firmly established It

seems ‘the 1nev1tab1e thlng to do.
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Casg@ Twof Margaret Laurence

Margaret Laurence was selected as an accomplished writer.to

research because of her recognition as one of the best n

' Canadlan wr1te§f¢, gr work .represents a varlety of prose

t‘f" .
1nclud1ng novelé b Zed in both Africa and Canada, short

storles,:essays, and chlldren s literature. It 1s~for her -
"Manawaka" series of four novels based -on a f1ctlonal
western Canadian town tHat she has received the highest.
-

acclaim.g

FrOm the last novel of the series, The Diviners, it has

been possible to gather'more information about Margaret

Laurence, the writer. The Diviners is the story of Morag,

a writer who grew up A the small town of Manawaka.

‘o

'J~chose wr1t1ng as the profe551on for
‘»"\ i.‘l L

Laurenceﬁsald that

. her central charaoter because that was what she knew most

about. Scattered throughout The Diviners are many thoughts

about the writing process?

Other information has been gathered from collections of

interviews and books about Laurence. Trlbutes to her

. LN . L3 > " !
memory following her recent death have also been used-as

sources: of—informatlon since they include personal
h g : .
testimonies about Margaret, the writer and Margaret, the

wowan.

]
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Information about Laurence will be grouped around the

research questions to allow for comparison’'with other

[§

'accomplished and developing writeré{)

Bioqraphical Data |
. _ o | 9

Margaret Laurence was born in 1926 in Neepawa, a small town
"in Manitoba, north of,Winnipeg."She attended United
College in Wlnnipeg then married Jack Laurence, an
englneer. They moved Lo Africa where their two chlldren
were born and where she wrote her flrst recognized noyels.

- She then moved to England where she wrote many of the

"Manawaka""series of novels. - She returned to Canada and

completed The D1v1ners, the last novel of the series. In

1974, Laurence returned permanently to Canada to Lakefleld
Ontario. In the years before her death she. wrote The Olden

~Days Coat, a book for children and became involved in

K]

working against nuclear armaments. She also became
’ . E ) : L “ '7‘; .
embroiled in a number of issues involving school districts

that banned her books from their libfaries.
' P

Since Laurence's death many have paid her homage. Timothy

Findley, award-Winning author of The Wars and'Famous Last

Words wrote:

’

+ + . She made Canadian writers aware that they are a
community of people bent upon articulating something,
just as the community of science is built upon its
particular articulation. ' There is a universal ,
~exploration of the human spirit in writing -- and:

I



Margaret Laurence was one of the/great explorers
(Edmonton Journal January 25 1987 ) .

’ r‘\‘zoﬁn051nq ProceSses of Marqaret Laurence R
. . | S W SRR
Margaret Laurence wrote five days a week saving the . .
. ’ ] B . . B . i .f: \_',__ ﬁ ) K

. . 5 . -‘-C,"" l'._: n:

weekends for family and friends. Generally she wrote four:

MRS

to six hours per day except when completing a novel when & 3
she wrote longer. She‘also proclaims that when,she is
beginning a new novel, "my house 1s the cleanest in the }@'

country; I find all kinds of excuses to keep me %&ay from -

the typ# .;ter " She says that the blank page is

-

I

frighten*gé and describes the beginning of the writing as

: terrifying challenge.

Usually she writes a firSt'draft longhand.andvfrequently:
" uses scribblers for collecting-her»writing..‘She explains
that she ddesn't-dare 1ook‘beck much, but when finished,
she types out the longhandwuer51on. In doing this, she
does some rev1Sion-but mainly cuts outythe_verbiage. The
most_importantﬁrevisingﬂand reuriting‘comes after the
tYpescript’is completed. It is at this time that she iSif
‘able to distance herself ;rom the writing. SheVSays::"The .
afirstmtime through, one is inside, seeing it from the
Hinside. In?re¥writing,vone is seeing it more as a whole;
| and not from that deeply inside viewpoint any more. The
isecond or. third times you can think about ig." - ‘

3
3
W

k|
3

‘N | o B , . fi?
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. process - ‘) ‘ - /’

- Some of Laurence s work was written dlrectly on the

1 typewrlter although she expressed some dlstrust for that

-

7

~

Laurence descrlbes the best. wrlt*ng as when "everythlng

) comes spontaneously, by itself, the characters findlng the

2

words whlch,express themselves."

¢

,Thig.is quite abtly described by her in The Diviners:

‘She . had been worklng through the day, the words not
having to be. dredged up out of the caves of the mind,
but rushing out in a spate so that her hand could not
keepf up with them. Odd feeling. Someone else
dictatlng the words. - Untrue, of course, but that was
how it felt, the characters speaking. Where was the
character, and who? Never mind. Not Morag's concern.
Possession or .self-hypnosis--it made no difference.
Just let 1t keep on- coming (Laurence, 1974, p. 404)‘

Thls floodlng of words onto the page may be partly because

Laurence's . characters have been in her mind for such a long

.tlme before'she'writes her novels. She says that,they have |

been there" for several years and then qualifies it with

.9many years". This is how she,describes*the main character

from "The Stone_Angel",_Hagar:

. The character of Hagar had been in mlnd for quite a
‘while before I started'wrlﬁéng the novel which took

: place with surprising ease.~ I.wrote about Hagar as

- an. individual old/woman, not r!flecting whether she
would be called unhiversal or typical. She did come
from my own Manitoba and fa ily background but I felt
she was an indiv1dual e oo ( abre,_l?83, p. 196) .



farted she writes quickly. She knows
‘ha,g, Lilac knows about herself, but
(Laurence, 1974, page 225)

more about Lilal
how to convey th

bcertalnly, it appears’ x@ﬁt;the subconsc1ous unfolding of
. character and events leads Margaret,Laurence onwards. She
writes con%inﬁous{y as the ideas flow. And it is not until
,this process is‘finished thateshe.begins to type and later
revise:t | . | o

~ .

It appears that Laurence thinks many years about her
characters before beginning the writing'process. When she
begins to write, the-characters assume sone control over
their speech and actionsl'nLaurence'as writer provides a

form for this action and interaction and then shapes the

product'once it is written.

‘Bird in the House, a collection of Storiégzabout‘Vanessa
MacLeod set in Manawaka, uses the background of har
chlldhood and her grandparents. In her discussiom with
Michael Fabre (1983); faurence'egplains the connections in.

. y
.this way:

!

My grandfather - I hated when I was a kid because he was
a,very -difficult man and only when I grew up, only
when I finished the final story. . . that I had at
vlast come to terms with him. -
The "coming alive" of her characters as they assume their
own: v01ces and actlons 1s not without some kinds of
conscious planning however. Laurence says ‘"When I am’about

to write a novel, I do jot down the characters and their



families, a kind of geﬁeological table, so I know who was

who and when they died and so on?{ (Perigoe, 1983, Because

of the repetition df characters in the Maqsraka n =21s,”
Ladfg;;;;i;;¥.a quantity of notes on them. _

The question of form occﬁpied Margaret Laurence a good deal
before she wréte'becausevof her need to express the
charactéé%zaﬁion in the best way possible. Two-types that
she‘used were the sWift-paced building of scenes with
.action riéing to a climax followed by an epilcgue>and tﬁe
traditional method of the oral s£6ryteller.O

~

The building of scenes lent itself well to‘Laurenégfs

"nafural" way of writing. Her work is highly visual as can
; : , .

be noted in these eﬁcerpts:»

. ) H./ l\, - »
In "Nanuck", Vanessa walks across the tracks in Manamwaka

to the North End of t0wnf

At the farthest point of the town, the CPR station
stood, respectably painted in gloomy maroon colour
known as Railway Red, paradoxically neat in the midst
of the decrepit buildings around it. .Above and beyond
the statiop rose the peeked roofs of the grain
elevators, solid and ugly, but the closest thing there
were to towers here. (Perigoe, 1983)

In "The Diviners",’Mqrag's description of ‘Fan is explicit:

Fan Brady does, as Julie said, take some getting used
to. It is impossible ko tell her age, but she is
probably close to thinty. She is tiny, bird-boned,
but well-endowed withal, and.she cares tenderly for
her body, constantly smearing perfumed and
pastel-tinted creams and ointments on various parts of
herself, whoever happens to be present. . FalSe modesty
&

-
) ;



'is one thihg Fan hasn't got. She wears her flaming -
auburn hair in an odd assortment of ringlets,- frlzz
and spitcurls like a calendar girl from the Mary
Plckford era, and yet on Fan this coiffure doesn't
lock old ~-fashioned. Her face isn't beautiful--it
isn't even pretty. In fact, fac1ally, she rather
resembles a monkey. She is wdll aware of this, and
doesn't give a damn. ‘When she has applied her false
eyelashes, green eyeshadow, orange lipstick, and .
multitudinous other bits of makeup, she looks weird.
But from a distance, p0551b1y, and under coloured
lights, there would be a certain circus-: sequinned
splendour about. her.-(Laurence, 1974, Page 308) .

When dlscu551ng v1sual 1mages, Laurence lndlcated that

there were many ways that fllm and T v. had helped to

inform the writer.  She was very aware that film could do

' }‘

things that writing could not and that writing could do

-things that filnocould not.?e(Perigoe, 1983)

.Another way that Laurence enabled her;charac;ers to.come
alive was through the traditional method of the oral
storyteiler. ‘She does tnis through providing first person
narrative for her main characters. She also uses the

' technrgues of a story»within a'story. The term 'Memor&bank
.Movie:’used throughout The Diviners is a means of relating
scenes from Morag's background to her present-day
experiences., Additionally Laurence uses the technique
'Snapshot"to allow the reader brief glimpses of.Motag-as
she is growing up'ro bring the reader up to the beginning
of the story. Botﬁ‘are techniques that she used “

consciously to prov1de the necessary background for the

story that she is telling. .



IOnejgf-the reasone'that Margareé\Laurenée is considered. one
of Canada's best writers is because of her ability to

po rﬁy the western Canadian dilemma éhd small town culture

‘prevatent on the prairies. She downplays its importance-by

T

highlighting the cheragters but the sense of place still

|

prevails. S o -

The town of Manawaka is the town of her own maklng, hav1ng

&

been 1n her mind since about the age of eighteeen. It
1ncorporates the general geographlcal and phyhlcal features

of her blrthplace, Neepawa. It 1ncludes the small brown
3.y

. river of her chlldhood, the cemetery on the hill, the CPR
tracks and station, the church, and the local businesses.

Laurence describes it:

-

. Manawaka is not so much any one. prairie town but
an amalgam of many prairie towns. Mest of all, I like-
to think, it is simply itself, a town of the mlnd
. which one hopes ultimately w1ll somehow ‘relate to

.~ the outside world which we all share. - (Perigoe, '1983)

In her African writing, Laurence uses similar techniques to
describe the settings. The places'are recognizable because
of the composites of charqcteristiﬁs gathered from many. -

* African places.
Laurence viewed this sense of place as being important pob.,

I think it is about time we started giving our kids
some real sense of background of their cultural
heritage. I think it is only through a literature
which is truly theirs that they are going-to gain a
very strong sense of their own place and belonging
which is here. (Perigoe, 1983.)



Like many writers, Margaret Laurence-dislikes discussing

«

how she writes. She freguently makes reference to the

rising of the 'inner»Voice' from the subconscious levels of

ST

the mind. She reﬁers to this experienée.in her’

conversation with Rbsemary Sullivan when she discusses this
inner voice coming to the surface while writing The Stone

) L
Angel: : , : - 3

When I wrote The Stone Angel 1% was really rather

marvellous, because phrases, bits of idiom would come

back to me that I hgd Tifg that I didn't know I
parents' speech. {(Fabre,

. even remembered, f o
1983)" ‘

'Laurence makes particularn e first, five books of

the Bible. She loved the Mg James version for its

d .
poetry. Many of the names of characters come directly from s
the Bible like that b% Lazarus Tonnerre. Eazarur means
"risen from the dead" which seemed espe01ally approprlate

for the character of Lazarus Tonnerre although the. name was

not chosen for that reason.

Symbollcally, Hagar in The stone Angel, the second wife of“

;Bram Shipley, resents the flrst w1fe as the b1b11ca1 Hagar
resented Sarah the first wife of Abraham . In The
Diviners, Morag‘wrltes of the Three Wlse Men represented by

characters, Chrlstle Royland and lazarus. ~

Such symbelism is not a conscious act but rather it occurs
at a subconscious level. 1In her discussion with: Robert.

Kroetsch (1983),,he'says ﬁyou;san't go through after

tm,



'fassist in thlS 1ntegratlon

*fputting'in’thelsymbol§." She replies‘that you can't even

think of them,as being symbols and continues to explain;_

f,. éﬁere obviously are:echoes in the mind when you
are daing the writing. You sense the symbols. 'If
they, are organic symbols, if they arow there, if they
belong there, you sense them.* But it is something. you
‘don't analyze at the time. People point out certain
things in your work and say, "Well you know this )
particular bit of : ymbolism works extemely well"”, and

~ you say, "Good, Lor I didn't know it was there'" But
in a way, You half knew it was. (Kroetsch, 1983)

In Summarizing, Laurence s composing procesSes,-it is
b

apparent that..she integratescthe sense of place, the strong

Visual imageSLﬁnd the’ complex characterizatlon into her .

' storles._ Biblical references, symbolism and descrlption

She is able to manipulate language to suit her needs ~ When

=

,ithinking about Fan, the danseuse in The D1v1ners, Laurence

:fmakes a reference to éarl Sandburg s'quotatlon- "Look at
’ songs hidden in eggs " Laurepce manipulates this reference
‘ to descrlbe Fan*s story of her famlly history' "Look at
. laments hidden in: eggshg?ll‘ skulls L - ‘ i
| Gy T |
In the ‘same book Morag is considerlng the names of the A
wildflowers‘while her daughtef suggests th;t 1t 1s only theV

"‘fnames that sh likes

. 3‘:.,4

r
S

» : . ‘ -

"I think it's marvellous, to find out all about them,-
Morag."

"Oh, she doesn t," Pique said laughing "Il bet -
“she couldn't identify more than half a dozen. She jus
likes the names.- Isn't 'that sd Ma’" : S N
This girl knows me. : :

I



gf words A erter in- the Nuclear Aqe | A Conversatlon w1th

\ //5{ Lo

" "Yeh," Morag admitted. "I qguess so. But listen to -
some of the names. ; ’

Curly Pondweed

Silver: Halrgrass

0ld Witch Grass

" Prostrate Pigweed

Night- flowerlng Catchfly ‘
Queen-of-the-Meadow : ’ (l
Spiked Loosestrife . .
Hounds Tongue !
Creeping Charlie ' ‘ ’

- Heal-all or Self-heal

- Black Nightshade -

. Sneezeweeg ,
Pussy-toes or Lady's Tobacco
Common Mugwort
Roygh Daisy Fleah@ne
. Povertyweed \
Staggerwort . e '

.. . Devil's Paintbrush (Laurence, 1974, p.407- 8)

: She confesses that ‘one of the” most dlfflcult tasks that she
'-mustwdoeln‘the wrlt;ng process is to,choose.a tltle.
‘ Laurehce believes that titles should be like Lines of

. poetry capable of saylng a great deal w1th hardly any f?

A

'Marqaret Laurence (N&sh 198J) shows her descrlblng the

' xp'o( ss of rejectlng the Fltles suggested by pulechers for

73

 her book The §tone Angel b The orlglnal tlt%e of "Hagar" is o

‘rnjected by the publishers and they su est tltles like.;~ '

;"01d Lady Shipley" but she cannot accept them -She goes to_ﬂ
LT & -

“Athe boak of "Psalms" in the Brblerbut cannot thlnk of:
anythlng sultable Finally.she opens,the,hook-itseli'and
5 ffinds the title»wlthirif the first line: ,’5'Aboye ‘the town, on
-the-hillﬁbrow, the stone angel used to stané."‘\"

f _ , oo . .



'3She descrlbed it in thls way:

T

Laurence has described writing as "An attempt to come to .

terms with what you‘are." This indicates the highly

8
personal nature of the writing act.

It is not surprising to note the ways in which Laurence

74

must "distance" herself from the writing. When writing the-

first draft, she wrltes quickly allowing the subconscious
to come into play. She then types the work cutting out much

of the 'verbiage"as she types.' Finally, she edits and

- revises the typewrltten copy exten51vely Such a process

"allows some dlstance between the. 1n1t1al wrltlng and the

-~

~ final act. o o A

Laurence beqan wrltlng the Manawaka novels in England.

Part of her reason for locatlng 1n[England was to: enable f»

&

'Jher to make connectlons w1th the writers. of the world

Another reason was that she was ready to write about \
Manawaka but needed the dlstance to see 1t clearly Time

and space away from Canada qave her a better perspective

[0

L "

-~ a small prairie town, I could see it in much better -

perspective; and' I qould e it w1th'a gréat. deal more

compassion and upderstanding tHan I had as a kpd
(Sullivan, 1983)

b

if ‘ I thlnk that by the tlme { got around to wrltlng about-

‘_Margaret Laurence indicated that she loved wrltlng and that

1t took her a long tlme to reallze that. thls was her: "work"

<

v

because she loved it S0 much

7 {':"k

fes



" This love of writing began at an early agé. She began

"writing" when she was in grade two but none of her

~ teachers took it seriously until she was in grade five.

Margaret considered herself to be a writer at a young age

' too, and was amused by early book reviews that described

-had begun when she was a child.

"at the agé of seventeen.

her as a'heginning writer for she realized that her writing

:

Her first published "work" was The Case of the Blonde

Butcher wh;ch appeared on the Young erter s Page of the

”Fss when she was twelve The next year ‘she

'

wrote her%fiééﬁ novel,’ The Plllars of the Nation. It

filled two scrlbblers. Her first published poem appeared

. “

leely it was Margaret's step-mother who prov1ded the“

"n’

‘1n1t1al,encouragement for.her wr1t1ng ’ Margaret s mother

&

I

had d1ed when she was four. Her mother's 51ster left a
teachlng career to look after Margaret follow1ng theiﬂeath

and then marrled her father 'Margaret's father died when .

’ )
-

sﬁ; was tenx She was provrded warmth and love fromzhag

stepmother,,Grandfather Slmpson, and brother w1th1n a ';

-

s relatlvely stable family env1ronment desplte the loss of

7

both of hexsparents. _ ‘. ; g*'

w

‘Laurence said that her stepmother “alwais took'my writing

: seriously and never laughed at it." She also encouraged

Py
Laurence to read. As Neepawa s first librarian, she

N

Q ’ -,,_7‘. .
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provided a wealth of literary experiences, including the

»

habit of readlng book reViews She was understanding in a

speCial way. For example, Margaret took music lessons as a

)

young Chlld and although she would practice, her stepmother
could see that she didn't really love music in the way that

she loved her writing and was allowed>tovquit.|

‘ . v : ‘
, Her univer51ty education ‘at United College in. Winnipeg was

“r

as successful as her early schoolingr Al number of stories
) - s . . : ?Y‘

and poems were published while sge was there Her roommate
described "Peggy" as having the sense of independence and

_oonfidence'that most yi%Fg worien thére did.not&possess.

' ﬁgurence rememberedﬂthe years at United-for the learning

from all of her teachers but particulariy remembhred R.M.

LY

Hallestead because of his\enthuSiasm for the study of

literature and writing and all humane causes.

v

S ’ ‘ . .— . ]

: Thus Laurepce s early beginnings as a writer were very

7

supportive of her-as a person and as’a writer. She thrived

\

in that emVironment BT

Laurence receiVed support for her writing from her two
. ,\ LY ~‘." M
writer friends, Adele Wiseman and Marion Engel.. They were

3

t

- part of a network df writers who discussed their writing -

‘and share& their problems:' o \’v. :?

J 3 - : N : .

VA
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In The 'Diviners,' Laurence makes reference to Marion Engel-

whom she glves the pseudonym of Ella. This illustrates the

kind of sharlng between them:

e ‘also doing a certain amount of freelance radio
E=< in her dpare‘time. Good God, what spare time?
.urence,/l974 P 212)#

&

1

.sinvolved in the novel she is writlng
. .

“enable her to access.

. J

Margaret Laurence mové@;to England t

rr’r,

o g‘other writers and publishe&s. Du ing that period of timeyf

she’ wrote a total of six novels.. She enjoyed her friends -

Y a7

"despite»her heavy worklpad , A Sign on her gate indicated

R ﬂherhﬁ%rk hours plus an 1nv1tation to come back whgn they
Q_\”: - . ,':)_ .‘m ' .' 4 e~ . . . L.
- dwere: over

It was in England that Dave Billington, a ]ournalist wrkh
- N
the Edmonton Sun, met Laurence. After getting to know her,

he’ renewed acquaintances with her 1n Ontario, and was 1n
? /
: correspondence with her over the years. 'In his tribute to
her he said wHer home,was open to all." I

.- . . . . - . -

i . .

& 2

'In the years following the publication'of The Diviners,'
Laurence spent many hours corresponding w1th 25iends and

Other writers. 'Thus it, was Laurence s love of writing that



ﬁi L e

' ",.‘ .. ‘ ' .o ’ ,
has given us the ‘works for which she is famous. It was her.
family and friends that offered the sﬁpportive environment,

for much of it to be accomplished.

L

.Throughout Margaret Laurence s llfetime, writlng was her

work Some of /the work was very conscious and involved;

the other was- 11v1ng the life of her characters It was

difficult emotionally as well as physically.

: ) . t . ' ) o .
The gift of writing is compared to that of divining in The-

_Diviners, processes neither Morag nor Royland wish to

N fAlthough Margaret LaurenCe was reluctant to

-

é&plain. rhorag is led to question her own gift when

Royland'loses,hi§ ability to "divine" for water.
. ‘ N .
N o o
At least’ Royland knew he had been a true d1v1ner._~
There were the wells, proof positive. Water. Real
wet water. There to be felt rand tasted " Morag's-.
magic tricks were of a different. order. "She would - -
never know if ‘they- actually‘worked or not, or to what_
extent. That wasn't given to her to know. In a
'sense, it did not matter. The- necessary. doing of. the :
,thing -- that mattered (Laurence, 1974, p. 452) :

,It was the necessary doing of the writing that has created

such fine works.

[S v

,iscuss her

"composing processes it is apparent that she had very

;;spec1fic physical act1v1t1es that helped her write 'She*

'I

was skilled at u51ng techniqpes such as characterlzation S

’through dialogue and description and she integrated her;\

" ideas iné%aa planned form. Laurence was 1nfluenced by her

family, her friends and the books that she read. She
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iallowed the subconsc1ous flow of ideas to "take over" and»
wrote w1th.con81derable fluency., Laurence loved her work
which was writing.

Case Three: John Steinbeckt

" John SteinbeCKHWas'selected as an accomplished writer

‘jbecause of his re¢ognitien as one of America's best writers
N N .(b
- of fiction. Steinbeck is known for his powerful novels

about the’commonfman, his intriguing short stories and some

non-fiction pieces. . SR ,

_I have enjoyed Steinbeck's wfiting over, a number of years.:

His characterization, the#ﬁntﬁ&caCies of hlS descriétion,.

and- his ertlng style enable the.reader to 'see' the

gactlon. It seemed reasonable to study the writing

processes of such A prolific ana well recognized writer. " .,

A
s

‘Mydstudy of the writing processes of other authorsfhas been
derived from pnbliShediinterviews with these;successful

writers. With Steinbeck however,,no 1nterV1ews were

.o e w‘

avallable because he seldom gave permission to be B xﬂ« S

interViewed even after w1nn1ng major honors. He Viewed

. himself as a writer, not an author and thereforeﬁdeclined‘
interviews.- Information about his writing ﬁ?BEegses, has:
been gathered from the numerous letters written by

Steinbeck to his agent, Elizabeth Otis; his editor, Pascal

COYiCl (Pat); and- friends like George Albee, Bo Beskow



.Amasa (Ted) Mlller Ed Rlckebts, and Carlton (Dook)
.Sheffleld (Stelnbeck and Wallstenf l§i§ Others 1nc1ud1ng
ahis wives and people ofsgreat lmportance 1nclud1n;jjrnest
Hemingway, Wllllam Faulkner, Adlai St:zenson, Dag
Hammars;old and Jacquellne Kennedy havegprov1ded i
considerable in51ght 1nto hlS wrltlng ha éts as well. 'A
number of blographles\have alsopprov1dedjg@sights into
Steinbeck, the man. (Benson, 19?4; Fensch,‘léz9; Kiernan,

1979)

\?55

. 5”1east forty
RS

- Grapes of Wrath (1939), CanneryfRow (1945) ’Eggt of Eden

(1952), inter of Our Dlsconten (1961), and Travels w1th
Charley (1962) ﬁemglso wrote the scrlpts for fllms of

f books that he had wrltten. Scrapt wrltlng eased the »

insecure ilnanc1al 51tuatlon resultlng from the expenses of

two divorces and support for the two Sons from.hls secondg
‘marriage. e, o '_ | R

.'vA

'y
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'John Steinbeck was born on February 27 1902' the third

‘-'child~and ‘only sen of John Ernst and dllve stelnbeck

‘Because he was the long awalted boy, hlS parents had.
- special aspirations for him. Ollve had been a school
Leacher ‘and John Ernst was the successful ‘manager of his

own graln and feed store when John was born. The family

® .
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(
held a fairly influential position in the community of -
Salinas, California. : T B

John s blrth was traumatic and he was born w1th rather

‘coarse features. Thls contributed to his shy disp051tlon
<

among strangers. When he entered school, John's mother had

made sure that he was able to read and write ﬁut he was

still very shy and lacked the SOcial skillsfnecessary to>be

7

| very successful with regular schooling His school hlstory

.was marked by, unacceptable behav1or which continued 1nto
hls years/at Stanford Univer51ty as~well Desplte several
semesters at Stanford, stelxbeck dld not graduate due to

erratlcvattendance‘and }ack of attention to his courses.

[

’ His adult life was relatlvely stable desplte the fact that

Kl

he spent much of his life as a poor man In 1930, he

married Carol Henning whom he had met at Hopkins Marine

-Station,‘while‘doing~some writing w1th his friend Ed

Ricketts. This‘marriage ended in 1942. .In 1943, he

\

marrled Gwyndolyn Conger.ﬁ TWo'séns’ﬁEre'born'in this
marrlage.. They were separated and divorced in. 1948. In’

SE-) o
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1950, he. married Elalne Scott and he remalned with her - fﬂ,

untll hlS death in ;968.° R

y -
N g L : .
=) Y . v

Steinbeck was a determined man who loved wrlting Very

little stood in the way of his writing Benson (lQéii,i'

| .Kiernan (1979),'and Steinbeck and Wallsten (1975) suggest

that Stelnbeck was a difficult man to live w1th yet the
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.

letters to his editor, his agent and his?friehds indicate

that he was & warm and géntle man who valued his long-term

friendships.

Composing Processes of John Steinbeck

Steinbeck was almost ritualistic in his use of pencils for
his wrifing. Mal y comm allude to this hablt In a
letter to his friend Sheffield, December, 1952, Steinbeck

says:

" I'm coming to life again. I like the feeling of the
pencil. The second finger of my right hand has a
- great grooved callus on it into which the pencil fits. .
" And I have an electric pencil sharpener I use about
200 a day. I love the smooth lead and a sharp point.
(Steinbeck and Wallsten, 1975, p. 462)

He noted that he preferred round pencils\to hexagonal ones

for they were easier on the callus. He held a pencil about
six hours each day and a newly sharpened pencil generally

lasted one page. He also experlmented 'with dlfferent kinds

;'of penc1ls.; ‘After trying out some pencils, he made™ thlS :

-comment:

[P ! . Y
L S -

,MY’choice of penc1ls lies between the black Calculator
. .stolen from Fox Films and this Mongol: 3/8 F 'which is
. quite black and holds its point well - guch better in
- fact ‘than: the Fox pencils. I will get six more or
maybe four more dozen of them for my penc1l tray.

I have found a new kind of pencil - the best I have
ever had. Of course it costs three times as much too,
but it is black and soft but doesn't break off. I .
think I will always use these. They are calléd

. Blackwings and they really glide over the pade.

- (Plimpton, 1974, p. 187) i -

f

g
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While he did have use of a typewriter, they were mainly

‘_second-hand ones which wives, Carol and Elaine, used before

,
Hiy

sibmitting the manuscript to the publisher. He explained

- this in a letter to Elia Kazan in 1959:

A typewriter stands between me and the word, 'a tool

thg; has never become an appendage, but a penc1l is .
al

rm%ng letters. (Steinbeck and Wallsten, "1975, p. .
For paperﬁ@Steinbeck generally used the yellow legal pads
or ledger bagks. Entire manuscripts were written in the

ledger books.

-

A hablt that Stelnbeck started“dhlle attendlng Stanford was
that of wrltlng letters. , HlS professor, Miss errlelees,'
had recommended letter wrltlng to her students as a form of
:llterary discipline. She urged her student¥ to treat the
letter writing_seriously, and»suggested that 1fwthey could
write good letters, then they could write good steries.
N Follow1ng this adv1ce, Stelnbeck's letters improved in
quallty and in hlS letters he tested ‘sentence construction,

| word.usage, cadences and rhythms. (Kiernan, 1979, p.,94)

The letter writing became his way of getting\started in the
mornihg for he wrote letters tc get warmed up. He wrote
them on anything that was available including~pagesitorn.\
from a ledger‘and hotel stationary but most usually he

wrote on the yellow legal pad using a soft pencil. A

83

st like an umbilical -connection between me and the '
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crabbed~m1n1scule almost 1ndec1nherable type of handwrltlng

ot

was hls trademark.

‘Steinbeck's composing'habits were very systematic. They

were so con51stent that in 1960, when he changed a small

,,,,,

Pascal Cov1ci

" I've made a little change in method" which is very
great. Irused to get the papers in the mornlng and
read them before I went to work. Now I get up at six,
hear fifteen minutes of news and go directly to work
unconfused and undeflected. The simple thing works so
well that I shallwnever go back to the other. I read
the papers in the evening, after work. . (Steinbeck
and Wallesten, 1975 p. 676.)

ol

Other hablts that were: akin to Ste;nbeck's wrltlng were the

9

fact that he smoked a p1pe when he worked Because wrltlng
\

time'also consisted of thinking time, he wodld carve on
pieces of wood and also scratched the surface of his desk

to the ektent the surface wodld‘need to be refinished.

Steinbeck would spend many hours of thrnklng before
actually writing Tn a letter to a friend he explalned on
January 31 that he was just completlng the wrltlng of a
play that he.started on January 9. ‘He then explalned that
the time did not include the months that he had spent
thinklng about it. At one p01nt he estlmated that 1t took

twenty hours of thinklng for three hours of wrltlng " As a

-”teenager, he was known to have sat at the upstalrs window

with his head bent over his wrlting or simply ga21ng out of

«\‘



the window. One neighbor wag irate at thlS when a load of
A wood was dellverud to the Steinbeck home and John stayed in
thls position while his father unloaded and moved the wood

by himself.

7} %
6%ce his ideas were firm, Steinbeck would begin to write
~and continue~writing to comgéetion, Then he would correct

,"and revise, 1In writing East of Eden, He took the better

part of onélyéér with the last six weeks given to the

.

rewriting.

, ' e . i
Thus, Steinbeck's physical actions are easily described
»gcé.hq was so consistent. The actual composing process

%gsfmireldifficult for even Steinbeck to‘explain,

3 éomp051ng, espec1ally longer pieces of work there
31@ oe a long perlod of collectlng information and

‘ihpre551ons. This was not particularly goal dlrected but
would :eoeive direction when an idea or awareness of somo

Jflaw in society became a theme in Steinbeck's mind. For

example, the misery of the ‘migrant worke¥ and the

A
A

~intidelity of Steinbeck's second wifé’Sérved-as organizing,
“thenes. °He would then begin composing‘tge4inner dialogue
and relating these thoﬁghts to the 1argef issues of histofyf
:and llterature like Shakespeare, the Bible, classical_r
'litetathro of'Maloty;. Much of-QhatAhe was feading_ﬁas

directly'reflected in his next oomposition“ For example,

Winter oanuf Discontent, was influenced oy his readings of

N
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documents from Américan history, collections of American
poetry‘ana the short stories of Kafka,\that Steinbeck was
reading at that time. “‘

Finally, Steinbeck's.mihd would be so filled with ideas
that they would virtually explode into writing. He .would
then proCQ?d until he was exhausted. He ignored ev;:yoge
around him éhd could hardly sleep because of the ideas. Hé

would try to discipline his mind, slow his pace, and \?~\\
control the writing bg&\?ad difficulty in doing so.

(Benson, 1984, pp. 874-75)

Additional insights into Steinbeck's composing process “came
from a letter to Robert Wallsten, dated February, 1962. He

explains the fear of writing for publication and his ways

of overcoming this fear. ‘

L4

Now let me give you the benefit of my experience in
-~ facing 400 pages of blank stock - the appalling stuff
that must be filled. I know that no one really wants
the benefit of spyone's experience which is probably
why it is so frekly offered. But the following are
some of the things I have had to do to keep from going
nuts. ' ,
1. Abandon the idea that you are .ever going to
finish. Lose track of the 400 pages and write just
one page  for each day, it helps. Then when it gets
inished, you are really surprised.-

. Write freely and as rapidly as pgssible and throw
the whole thing on paper. Never correct or rewrite
until the while thing is down. Rewrite in process is
usually found to be an excuse for not going on. It
also interferes with flow and rhythm which can only
come from a kind of unconscious association with the
material.

3. Forget your generalized audience. In the first
place, the nameless, faceless audience will scare you

-~



to death and in the second place, unlike the theatre,

. it doesn't exist. In writing, your audience is one
single redder. . I have found that sometimes it helps
to pick out one person - a real persqgn yodu know, . or an
imagined person and write to that one.

4. If a scene or a section gets the better of you and
you still think you want it - bypass it and go on. -
When you have finished the whole you can come back to
it and then you may find that the reason it gave
trouble is because it didn't belong there.

5. Beware of a scene that becomes too dear to you,
dearer than the rest. It will usually be found that
it is out of drawing. - ,

6. If you are using dialogque - say it aloud aigyou
write it. Only then will it have the sound of-Speech.

Steinbeck cautioned that this might not work for Wallsten,
vho was like a nephew to him, but that it had mostly worked

for ‘him. (Steinbeck and Wallsten, 1975, pp. 736-37)

In a letter to Bob Anderson, the poét,>he described how to
get over the \\n:j:“liexrsj'a block. What worked for him was to
"writo poetry; not for anyone or for publication but just to

get the ideas onto the paper.

Steinheck was influenced by the books he read. His mother,"

a former teacher, read to him as a young child. When he
was two, she read fairy tales; at three, she read passages,

from the Bible and English animal stories; and when he was

four, #Wl read books 11k§ Ivanhoe, Robin Hood, and Treasure
;gggnd. She started to teaéh him to read at the age of
three and he r’menbcrod having a difficult time of it.
Their home had an abundance of books, magazines and

classical recordings.

“
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One of the most profound influences on his early.litorafy
beginnings was the gift of a book, a version of the Caxton
Morte d'Arthur of Thomas Malory. ,Because the book looked
so difficult and boring, Steinbeck resented the book
initially} but then grgdually became absorbed by it. He
loved the old spelliﬂg of the words and the dice{pn no
longQ‘ used: He began to'develop a passionate love tqr'fhe

. English language; and, for a period of time, Malpf&

provided him with a secret language.
J

'He used the stories from this book for some of his {:ﬁ
stories. For example, in §!gg§_mng;§ggy, Steinbeck retold
the story of the poor knight who made a wife out of flowers
.and in Tortilla Flat, he likened the poor, illiterate
paisanos to the knights of King Arthur's Ro&nd Table.

(Kiernan, 1979, p. 15)

He later pursued this love of Morte d'Arthur by living in

England for almost a year while he researched the stogpies:
and language of the earfly time® and began translating the .
Morte d'Arthur of his childhood.

He remembered other books that he had read, like Crime and

Punishment, Madame Bovary, parts of Paradise Lost, and The
Return of the Native as experiences or things that had N
happened to him rather than as reading.

88
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His stories do not heve extensive biblical references, but

some are notable. ng example, the title, East of Eden was
. decided about half way through the novel. Steinbeck

described it in‘thie Qaf_in a letter to El}a and Molly

L]

Kazan:

[

"At last I have .a title which I like. It is East of
Eden. It is perfect for this book and it sounds like
a very 'soft title yntil you read the first sixteen
© verses of the foupth chapter lof Genesis. ‘'The title
comes from the eiﬁs:enth verse but the whole passage
" is applicable. Plehse don't fell my title yet. . . "

(Steinbeck and Wallsgen, 1975, p. 425)

)

in eddition to the reading experiences, Steinbeck liked to
tell stories. One of hie childhood friends remembered him
gathering the neiéhbo;hood children in the Steinbeck
basement to read ghost stories to them. others remember
him gathering them together to reed stories or poems.
Sometimes he wrote poetry and presented it as a gift. He
would write stories and send them to newspapers and
maqezinee, anonymously and then searcp for them in

subsequent publications.

Steinbeck's teachers influenced his writing. Miss Cppp, a
freshman conpéeition teacher, encouraged him by having him
read“ﬁis compouitione to class and holding them up as a
model. Another teacher, Miss Hawkins, encouraged him to
chart his own course- and persist with his ambition to

become a writer.
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¥When John attended sianford University, on&_éf his
teachors,.Edith Mirrielees, had a protoﬁnd’infldnnqi on his
.caridr aa§a'ﬁritor. It was at her sﬁggcstion that he. begin
tdo write ﬁatters before beginning a writing session. She
~wag demanding and critical while ’at the same time
"Bcuuraqing when encouragement wﬁs jUstitieg. One of the
~na%p faults of §teiﬁbeck!s‘fiction yriting ;hilc a

university stu it was a tendency to be wordy and to

’yrovidé too much ornamentation. Mirrielees, was known to be

f ,3f£ft"words that was indicated in a letter to Peter 'Benchley
» - {author 6: Jaws) in 1§§6, when Bench!eyAwaa a‘beginning

A man who writes a story is forced'to put into it the
best of his knowledge and the best of his feeling.
The discipline of the written word punishes both .
stupidity and dishonesty. A writer lives in awe of
words for they can be cruel or kind, and they can
change their meanings right in front of you. They
pick up flavors and odors like butter in a .
refrigerator. Of course there are dishonest writers
who go on for a little while, but not for long - not
for long. (Steinbeck and Wallstcn\\}975,-p. 523)

\
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in 19%2 he wroto to his friend Sheftield oxplaining a .°

library of 'words' that ho wvas accunulatinq

I am- gradually accumulitinq a 1ihrary which would.
delight _you. I think. 1It's a library of words - all
dictionaries - 12 vol. Oxtord, all of Mencken,
folklore, Americanisms, dic. of slang = many - and
then all books and nonographl on words. I find I love
words very much. And gradually I ‘am getting a series
of dictionaries of modern languages. The crazy thing
about all this is that I don't use a great variety ot
words in my work at all. I just love them for
themselves. The long and specialized words are not
very interesting because they have no history and no
family. But a word like claw or land or host or foist
- goes back and back and has relatives in all
directions. . . (Steinbeck and Wallsten, 1975, p.

- 457) '

sdattorcd throughout many letters are musings about words

and then dismissal of his %fterost since ifidppears thft

his audience does not have the intgnse interest that he has
himself. He sent Wallsten a twelve volume set’ot the

Oxford dictionary as a gift, another indication of his love .

for words.

in additiogxﬁg—h!! love of words, there is evidence that
Steinbeck got his ideas from his own experiences. His
writiag, however is described by him an others as

"personal not autobdiographical®. ' 3

3

In a ICABO, his work is regional. ngpgg_gj_ﬂ;g;b resulted
fron‘hié experiences with nigrﬁnt workers moving to
Calitornia~during the depression. The setting for Cannery
Row was in Salinas, hil home town. Although the people of

Salinas found the Sook offensive, they almost immediately
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The stuzh lilonco of 'Q !gther is reflected in

e N
some of his male cﬁa:&dtizaﬂ’&(’* The character of Katq
app-arshy have been- creatcd by Stainbeck'
1»1"&
gﬂ‘ ﬁ &uﬂ.i}iea of his first two wives.
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Many think' ﬂxat Steinbeck's first novel, Cup of Gold is the

most autobiographical of all hi. books, a summary of his
yﬁ* iy
&oughts and feelings up t:oﬁ th ,}__ggo‘tot twcnty-six. In Cup
Qf_Gold, young Henry Morgan dd&

fulfill his own dreams. Henry's mq;her, who speaks with an

{ ] to leave home to

!;é

Irish\\l_ir';t similar to Mrs. Steinbeck's, opposes his ¢

-

- i
journey, preferring that he stay close to home leading a

more conventional life. (Benson, 1984) \

J



. Feelings sometimes form the theme for a book like for The

'hiﬁ;}t_gg_gniipigggn;gn;. In a letter to Dag Hammarskjold

—

":Steinbeck dhscu:ses the feeling that forms the basa for the

novol. L : . ;
1 R ’
.

I arrivbd le home for thg culmination of the TV
scandal. .Except as a sad and dusty episode, I am not

. deeply movad by the.little earnest, cheating people

: iuvolvcd. axcept insofar as they are symptoms of a

. . gemeral Jdmmorality which pervades every level of our

national life and perhaps the life of the whole world.
. . How can I teach my boys the value and beauty of
language and thus communication when the Predident
himself (Eisenhower) reads westerns exclusively and
cannot put together a simple English sentence?"
(Stoinbeck gnd Wallsten, 1975, p. 653) . L

Y

Steinbeck conncntl cvan less on the: formation of hls ideas
‘than—he does about other aspects of his writing. He

mentions that hO-lpendp nuch more time in thinking than in
writing, P;rhapl he 1s‘ﬂ5t really aware of the sources of

ideas onéo‘thcy have been thought throug&.

John Steinbeck loved to write. This is evident by the way

he pursued\hil wvriting careér dcspite obstacles placed in

his way. Hil mother wished that Re would pursue a more
socially acceptable career such as banking and he attended
Stanford to meet her aspirations for him. ‘Hié life at
Stanford, however, met his noodslto be a writer for he
enrolled in the creative writing courses and the classical
literature which interested him. Even theﬁ, he did not

‘mcct the course rcqui;ements and despite six years of

attendance didn't graduate.
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His father supported his desire to be a writer altﬁough not
verbally. He gave financial sgpport throughout Steinbeck's
years at Stanford. When John and Caroi were married hg

sent fifty dollars per month and later let them live at the

Steinbeck coastal cottage.

&

John Steinbeck worked at improving his writjng until he had
perfected the technique. But then he feared that the

technique had taken over from the ideag. In a létter to

v s

b

Having a technique, is it not possible that the
‘technique not only dictates how a stery is to be
written but also what story is to itten? .

- Will not my technique, wh¥®H has become almost
unconscious, warp and drag me around to the old
attitudes and subtly force the new work to be the old?
(Steinbeck and Wallsten, 1975, p. 497) .

his agent, Elizabeth Otis, hé sai@g

He also feared receiving major honors such as the Pulitzer

Prize and the Nobel prize for he thought his ideas might

disappear. He declared that he knew of too many authors
whose work declined after receiving such prizes. He
believed that a man's writing became less 9322 with the

numbers of his honors. (Fensch, 1979)

C

Steinbeck expressed a concern that he should not enjoy

writing. After writlng the book Bgﬂx;flng, he described
this feeling to Otis:

I have enjoyed writing this book, the B.F.

There is a school of thought among writers which iayl
that if you enjoy writing something it is
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automatically. no good and should be thrown out. I
can't agree with this. Bear Flag may not be much good
at it is, I think it is all right. Also I
kes a nice balance for the weight of Eden."
3-of l1ight and gay and astringent. It may
good things. (Steinbeck and Wallsten,

In the uancgisttcr he indicated that he wolld hate to end

the book for he was enjoying the writing so much. This w;s
a feeling that he had with many of his novels such as East
of Eden. At the end of East of Eden he wrote to his
friend, Bo Beskow and described the tec‘ing in this way:
"Anyway, it is done and not quite all a relief. I miss it.
Ydu can't live that intimately with anything and not miss
it when it dies.® once the book was written, he refﬂsed to
make significant chanées‘;or that was how he intended it to
be. He suggested that it was then up to the reader to get

out of it what he could.

When Steinbeck finiqhed'a book,vhe viewed it as a death.
He grieved briefly and then went on to a new book. He
described the books that he had written as "very
well-embalmed corpses. They are noither alive nor mine."

(Plimpton, 1976, p. 196)

In response to his publisher's qucgtionigq\ot the ending of
Grapes of Wrath where he indicated that h; did his damnest
‘to r}p a reader's nerves to shreds, and didn't Qant thenm
satisfied, he said: "I tried to Qrit;\this book the way
lives are Soinq lived not the way books are written."

(Steinbeck and Wallsten, 1975, p. 178)

. .95
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'Steinbeck took his work seriously. Before writing, he took

H
notes and thought about his work for a long t&no. He wrote

to a publisher that it had taken him five years to ﬁakp

notes for one particular manuscript. At a party in 1936,
AN

, he embarrassed hinself in a discussion with fellow writers.

In the letter he described it in this way:

,4M§ .
We went to a party at John Calvin's in Carnd! Y14
wveek. . . Says John Calvin, "I long age co¥ to
take anything I write seriously." 1I retorted, "I take
everything I write seriousiy; unless omoes take his
work seriously there is very little chance ¢f its ever
1 being good work." And the whole company was a little
ashamed of me as though I had three legs or was an
albino. (Steinbeck and Wallsten, 1975, p. 30)

His opinion of himself as a writer was as an author
concerned with the story and the way the story was written.:
Early in his career Steinbeck stated a position showin§ his
distain for the conventions of writing which he madntained
throughout his liteqime. In a letter to friend, A. Grove

Day, another writer, he wrote:

I want to speak particularly of your theory of clean
manuscript and spelling as correct as a collegiate
stenographer and every nasty little commas in its
place and preening of itself. "Manners," you say it
is, and knowing the "trade" and the "Printed Word."
But I quh no interest in the printed word. I would
pRgto write if there were no writing and no

f* put ny words down for a natzzr of memory.
. By ‘more made to be spoken than be read. I
havVe ‘¥i¢ instincts of a minstrel rather than those af
a scrivener. There you have it. We are not of the
sanme trade at all and so how can your rules fit me?
When my sounds are all in place, I can send them to a
stenographer who knows his trade and he can slip the
commas about until they sit comfortably and he can
spell the words so that school teachers will not raise
their eyebrows when they read thenm. Why should I
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bother? Thete are millions of people who are good
stenagraphers but there aren't so many thousands .who
can make as nice sounds as I can. (Steinbeck and
Wallsten, 1975, p. 19) ‘

( Despite his friondsﬁ}p with his editor, Pascal Covici,

teinbeck said that :;?ding his work to him was like

feeding books to the¥Plions.
. ~ | .
I‘polieve that Steinbeck's irelings about writing are best
i "
described in Benson's Prologue for The True Adventures of
W : St

Most serious writers, in their heart of hearts, have
some concern for artistic immortality. But John
Steinbeck didn't caré about it much one way or the
other. His perspective was too hroad, and his,sensiy
of self-importance t small. What he cared about was
writing itself. He didn't write for fame, although
occasionally he enjoyed being famous: he didn't write
for money, although there were times when he needed

money; he wrote because he loved to write, because he
was addicted to it. (Benson, 1984)

~

¢ -Thus, John Steinbeck is another giriter who had a
well-defined set of physical acfivities. His writing grew
afrom_hts experiences and from the places he lived and

travelled, He was profoundly intluenced by the books he*

LN

read ‘\B*Sy his associates inoludinq his parents,‘;eachers

and wives. Despite nunerpus obstacles ranging from

tinancial diff?culties t6 m al problems and he

problams , s#i

. writing. s

beck pursued e work he loved



Monica Hughes gis selected hs a writer to study because of
L [

her success as a writer of‘juvenilé iitérafﬁre She is a

well-known Canadian writer who lives in Edmonton "Much of
9 ¢
the information on ﬁhghes came from a public 1ecture and

from an interview‘at\B}r home on May 12, 1987.

Monica Hughes was born in England in 1925 but spent the
first seven years of her life in Egypt where her father was
a mathemotician’ She returned to London when she was seven
years old, where she attended a London school Which she

described as excellén\’ The family later moved to N

Edinburgh, Scotland. Much of Nonica Hughes' education was

3

at private schools. During the war she joined the WRNS,

and *following the war went to zimbabwe, at that,;ime,

-SOuthern Rhodesia. Hqu\s came to Canada in 1952,

intending to cross Canada and then travel to Australia.
She met her husband, Glen #ughes, and moved across Canada
from Ottawa to Edmontow where she began writing seriously -©

in 1971.

L 4

Monica Hughes has written and published many novels for
juveniles. She has received many awards including the
Beaver Award (1980), the Vicky Metcalf Award (1981) and the

Canada Council Children's Literature Prize,¢}982). Her

3 o



-books.cover a .range of fiction from science fiction to v',,
historicalifiction; They are enjoyed by many teenaged o
_ readers because of their.presentation of realistic

g characterization 1nvoiving ‘the difficulties 1nvolved in

coming to terms with one' S own adﬁlescence.

‘Composinq Processes of Monica anhes
At t e Henry KreiSel Distinguished Lectﬁre, (March i987) I
‘asked Monica Hughes about her phySical actiVlties when O

A S

| writing and if.she used a word»processor. She replied that
she writesifrom é;od.tovlz:ooqeaCh morninga She used to .
'*write_fron 8:00 to‘l%soo but felt that she must be faster
now._fShe ekolained'that she now. writes in her Study'at
'home; ”Before her study was set up, she had-written at the
. dining room table w1th her back towards the windows so that
8 ‘wouldn't be distracted She uses ja black 'Bic' pen and
looseleaf papen writlng by hand so. that she doesn't lose

her-subcon501ous.bﬂ(Hughes, 1987)

.
i'Hﬁghes éxﬁlained\to.Gerald Rubio'(l932) that'writing‘was a-
’vwery 1onely‘business ewen‘when writing-for children.which
she described as being a joyful experience.‘ She'expressed
discomfort at confronting the. set of blank pages and
wondering "Why am I d01ng this°" when she first begins and
i'when she confronts a difficult part in a book

-

(Rubto, 1982)

-y
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Hughes has been very.dpen about sharing her writing
processes with others_and is active.in speaking with groups
of writers both adult and children. The influences on the
VWritinévprocess wiil be discussed first followed by a

' - X o :
discussion of her composing processes.

When Monica Hughes talks abouflher writing she'is careful
té explain the early influences of her,dévelopment as a‘
writer. She explains tEF love of books that were a part of
her life from the very béginning. Hughes ekplains that she

‘can ré@%mber things that happened when she was two,

ihcludingvthe books that: were read to her: The Adventufes, *

-of Lﬁdo, Little Green Duck, and Der Struwwelpeter, a story
where a man came along and chopped off the thumbs of the
bad thumb-sucking children. '

Hughes gives particular credit to the London school thét

.

Shq attended when she was seven and eight years old. She
dévei;ped an_eafly apbregiation for the development of
,wri@ing.Qhen.%hey were réad s*.ories about pre-~historic. man
s and took;trips to the Britiéh Museum to see the Stone Age
.tburials; ‘She explainéd that in the year that was |
approximate to'grade‘two; they‘learned to write on clay and
wax tablets Qith=a'&ﬁyius,~learned some cuneiform, studied
hiéroglyphs, ahd @eré‘taught apout the Rosetta Stone. ‘In_

the next year t?ey were read aloud to from the Norse Sagas;

C
lero was Baldur the Beautiful. These profound
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_‘experiences led Hughes to appreciate the magic of writing,

a phenomenonvthat she still marvels at today.

Hughes recalls that reading was never difficult for her and

tha{ while growing up she was caught up in thebfaﬁtasy of

~.

~—the stories she read: Wind in the Willows, ﬁlack Beauty, .-

Coral Iéland, and all the books of E. Nesbit. Her *father

had a new position at the %niversiéy of Edinburgh, where he
used his work in pure mathematics to do problem solving in
~astronomy. He talked with Hughes about the stars and gave

her James Jean's Mysterious Universe to read. She said

that shéfdevoured the book not feally pnderstahding it but

"absorbing it almost by osmosis. - -

Hér.féther provided the love of words and the sense of
music in words by reading aloud to the family every Sunday

afternoon._ Rather than choosing children's books, which

weren't very good at the time, he read what he wanted to

read: Treasure Island, Lorna Doone, Kidnapped, Tales of

- Mystery and- Imagination, and the Ingoldsby Legends.

Moriica Hughes mentioned many books.that she had experienced
as a child. Many require considerable effort to comprehend
and many were beYond her ability and interest leVel when

" she first read them. ' .

\7 .
Another influence was her schooling which required frequent

writing. Hughes explained that this was before the time of
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multlple choice questlons and that they dld much wrltlng(é;

essays at Harrogate School

- Like iehy writers, Hughes has a background that encouraged
reading and writing. .Yet she didn't start writing for

publication until 1971, when she;wasiin herAmid-forties.

'Ohe of thevreasons-for beginning.theh was that she was'
appalled by the basal readers that her children were
feqﬁired to read. The "Dick and Jane" readers with their.
scant use of language and mllky p\ctures both puzzled and
offended her. She was dismayed by the laok of Canadlan
writingvthat'children could read. Before emig;eting to
Canadabshe had tried to find out about the country\hy
reading-some of its literature. hll that .she found was
"Anne of Green'Gables" whioh described the rural easterh-
.setting of 1910 in Prihce Edwatrd Island, and "Grey Owl".
There seemed to be nothing that represented,the preSent-day
life of Canada. Most children's books were imported from
the United States. T

Hughes set out to correct this deficiency. She had
atteﬁpted to write some adult fictioh but felt that she was

unsuccessful.’ It was the book Writianfor the‘Juvenile and

Teenaqe Market by Jane Fltz-Randolph that she happened to
g choose from the': llbrary one day. She reallzed how wrlting
for juveniles had improved since she was that age. She

read numerous good juvenile fiction books includihg those
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by Eleanor Cameron and Roseméry Sutcliffe. She set a
schedule to write at the table every day from eight to
twelve with no interruptions. This was the beginning for

Hughes as a writer of juvenile fiction.

She_began wiﬁh some "horrible formula advenﬁures" and could
not come to terms with the advice to "Write abcut what you
"know". Success came «:th the writing of Crisis dh Conshelf

Ten. (1981%’ She described it in this way:

I'd watched a Jacques Cousteau program on television
which had to do with setting up an undersea habitat
where scientists or engineers could live for two or .
three days at a time while working at pressures of
three or four atmospheres, and so avoid the hazards
and the wasted time of continually having. to
decompress and surface after very, very short work v
intervals. It was an interesting progratm, but I found .
myself saying, "Well, what would it be like if men"
‘lived permanently in habitats sixty feet under the
surface: If that were their real home for all time?"
And then the crucial question popped into my mind:
"What would it be like to be a boy growing up in an
environment like that?" (Rubio, 1982, p. 11)

The! formulation of such quésﬁions from seemingly everyday

mundane situations formed the seed for other books.

=) .
In the Henry Kreisel lecture, (1987&4Hughes described the

newspaper article about climatic change and started

thinking about what woﬁld happen if there were a dramatic
climatic change. This formed the background for Ring-Rise, -
Eigg-get.

Hunter in the Dark came from a simple incident in her son
Russell's life. She described it in this way:
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My son had been planning a hunting trip throughout the

. fall with his friends but every weekend something
‘happened that they couldn't go. At the end of -~
November, he asked his father if he could go hunting’ ™

+ and . stay away from school and of course, he didn”t get

.. permission so he played hookey from school and went up
to Swan Hills to hunt where they got a little mule
deer. He wrote his Dad a note and when he was asked
why he did this he said "Mom, I just had ‘to."
(Hughes, 1987)

When she'was finished being angry with Russell for skipping

)

“school she ‘questioned his motives for going‘hunting and

'began to compare the’situation to the rites_ofipassage that

g .
are so prominent in many cultures. Hughes explained that -

in Britain, between the wars, when a boy would quit school
and bring his.flrstﬁpay check home5 it was con51dered a
rite of passage into adulthood. A}.

. , : \
Hughes continues her explanation by then describing how the

character of this boy began to become clear: that she knew -

he was'cailed»Mike but she puzzled over why he had to go

hunting She questioned the situation for a while and then

it. became clear. that Mike had to go hunting because he was

‘very ill and could p0551b1y die, that he might never have

the chance to become a man and that he was angry at life

{
f

getting away from him without a chance to experience it.

#he hunt became the symbol of his manhood. (Rubic, p.

'17,18)

Thus a rather simple incident became the kernel for a

‘rather complex novel,'Hunter in the Dark. (1982)
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Questlons have very often been a sprlngboard for Hughes'

o

major works. Hughes descrlbed another famlly incident
Awhlch provided the questlons necessary to thlnk through

ﬁnother major work. She descrlbed it 1hwthls way:

3

My daughter was very neglectful of pets. One day I
went up to her room and her hamster had died because
of lack of food and care and I was furious with her.
I thought "If I kept her in a cage for a week w1th no -

food or water, then.." and that was the idea for the
story Space Trap. _ p e

Hughes described this thought iprocess ‘in thﬁs wdy: "I

guess stories come out of a questiohiﬁgimind‘and I ‘have
always had a questioning mind." ' -

Incidents like the ones referred to have-formed the ideas

for storfes. Hughes also uges newspaper cuttings for ideas
26l ! .

of whole stories and for descriptions within stories.

Keeper of the Isis Light (1980) arose from a neys story
about David, .the "bubble boy", who was a child of three at
the time and condemned to spend his lire in isolation from
the rest of huﬁanity + Hughes struggled with the questlon
"Is David lonely?" forfflve years before settlng up a
situation similar to David's in which.01wen, the heroine,
was marooned on a planet far.removed from earth..'Many
modifications were made to the basic idea before'the story

became realized with Olwen as the central character.
L

-

Hughe§ described an excellent article from the Edmonton

Journal which explained the Sweat ceremony of the native



‘Indian culture. When writing the Ghost Dance Caper, she

was able to'use~the\sweat-lodge experience'as described in
the newspaper article. She:said that she would neVef-have
been able to experlence it herself in the way that 1t was
»descrlbed in the article and it was just what she needed
tHughes mentioned that she would be lost without her
.cnttings file that provides much of the necessary research
for tne incidents in her-books. o

/._. .f."."' X . )
Just as-questions form the beginning for major works,

Hughes.also uses a mappingvtechnique for planning‘her,
novels, particularly the science fiction_ones. She
compares. it to the planning of a holiday when one takes the
map and plans the routes and alternatlves She says that'

you take into account your budget and the time that is.

106

aVallable. The vacation may turn out to be quite different-.

from the plan since unexpected things always_ turn up. She
says that writing is just like this:
. . . the writer is not only the planner but the
mapmaker, and the more she has to plan .into the blank
areas marked only "terra jncognita" or "here there be

dragons," the more stimulating and, at the same tlme,
the more scary the voyage of dlscovery becomes.

}
She said that her writing comes at the end of the process
of creating the map.” She has made. maps of many possible
future worlds on earth and out in the galaxy. She;startS‘

with "now" and moves to the immediate future with kncdn

points joined together in plausible but imaginative ways.

e
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Like a family selecting locations¥to-visgt,on a holiday
map, the main characters make choices as they proceed along.

the routes that have been plotted on this beginning map.

These maps are just the beginning for Hughes, and she uses
ther =long witﬁ the cHaracter developmen; to lead the way.
At times she experiencés a writer's blocglwhere the journey
seems to be leading'nowher% but in such cases she plods
.onwards and lefs.the story take over. She describes one

situation in'this way: _ ~

My protagonists had reached the library and were about
to open the door leading to the next section. I
described the padded leather door, its stuffing
leaking out. I described the forty-year carpet of
dust upon the door. Then they pushed the door
cautiously open, and to my enormous surprise, I saw
footprlnts in the dust within.

Hey, what was going on? Nqbody was supposed to have
entered that building for forty years! Since I had no
swer, I shrugged my shoulders, described the
ootprints, and went on. The two began to pull the
books out of the shelves. A book fell to the floor
‘with a bang and suddenly like the Demon King in the
pantomime, out from behind the stacks jumped a crazy
librarian!
‘Well, I was so startled I just sat and stared. Who
are you’ Where did you come from? And what are you
d01ng in my book?

At least with all these questlons to be answered, I :
seemed to have gotten over the" block, so I. granted the
intruder a temporary visa ‘into my country until I saw
how he behaved. . . (Hughes, 1986, p. )

@ .
So with a map of possible events and places, wlth knowledge

of her characters, with broad 1mportant questlons in mlnd

(,)——‘ &

Hughes embarks on;perrngvels; She encounters wrlte; s’
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block as many writers do but perseveres and lets the
~ subconscious take over until she sees-how this will fit

with her plan.

~

Hughes does extensive research into the backgrouuds'of her
novels and the_charactersf She indicated thaf one of gpe
problems wss infknowing what to keep out. For example,
when she wrote Earthdark. (1981}, she described what life
was like on the moon anthow cars would work on the moon.
At her publisher's request she removed the technologisal
descripﬁion from the book. When asked at a later time‘to
describe'how the cars worked she had forgotten, however the
Pasic research lent credlblllty and truthfulness to the

story.- For this reason, Hughes does exten51ve .research

e
N
‘before she beglns writing. _ > _ dﬁ>

She described Blaine's Way (1986) as her husband's story. %

It is the story of a young Canadian boy who leaves his

Ontario areas which involved interviewing:the residents and

looking through shoeboxes full of newspaper clippings. . \

Sometimes, she said: o ' o | t

You do it the opposite way around through research.
Sandwriter began with a view on television of an
Israeli art or general art and it finished up with
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these wonderful sand sculptures. It had this deserty
looking background. I hadn't. been paying particular
attention, I was just flaked out. in front of the
television. And through my brain, literally, sort of
the book fell out of the back of my head. "Oh, that's
~one of the entrances to one of their houses. " Now
that is obviously, a clue, that the back of my head is
storing what needed to be written, which is key to
something I have absolutely no knowledge of. I have no
clue of what is to be written.

So the only clue is desert, so I went down to the
library and did massive research on deserts. I know so
much about different irrigation systems now and the
history of farming in arid countries. I read and I  °
read and I made notes. It just didn't feel like the
right story-at all. I went to pick up this book on the
Negev Desert. A woman journallst who had written it,
had had a marvelous experience of climbing up to the
top of Mount Sinai, in order to watch the sunrise the
next day and she spent -the night there. She started.
musing about the importance of deserts in the
Judai-Christian tradition. Places we go to get love,
places that you go to meditate, places that where youy,
go to find yourself, places where you go to hear God,
you know.

And I thought "Ah ha, this is the sort of tone that I
want. " Then the figure of Sandwriter suddenly
appeared, fully clothed as it were, “this old old
shaman. Now all I had to do was ask the kind of
questions that would get, first of all, at country.
What country? 1Is there another country? Do I want a
contrast? Then I started working on that. I did a
»lot of map-drawing on that one. I realized I was
going to get contrast which is so important in writing
for young people and sometimes you have to get induce
as it were from outside by contrasting the desert to a
continent where one is very lush.

. Obviously since I had two opposites, it involved a
journey. Will the protaganist go from the miserable
place to the glorious place? ©Oh, that won't be very
‘exciting. Just relax and enjoy 11fe Much more
abrasive and thus .more interesting to go from the lush.
place to the harsh pl So all I have to do is find
a reason. And of cqﬂibe the same reasons come in, I
might become the character, "Oh, she wouldn't want to
do that." Now I know what she's like. And so build
up. . .. (Wyatt, 1987)



' This explanation of the writing of a novel shows. the many

ﬁechniques that Monicalﬁughes may use in éomposingf——They

Ilo

inciude the initial idea, the‘map-making, the research, the

. character formation, the planning of a plot and the
important central idea. The questlonlng leads her through

much of the beglnnlng phase.
«

Monica Hughes is most noted for her writing of science

fiction for children. Her science fiction is purposeful:

I think one of the functions of a good writer
for <children (besides, obv1ously, being entertaining)
is to help them explore the world and the future. And
to find acceptable answers‘to the Big Questions::
"What's life about?" "What is it to be human?" As I
said beggre, those are questions that demand truthful

answers not pat ones. So I think my chief criterion
for a story for children -- it should be for all

fiction in fact, of course, but very especially that
written for the young -- is that one should write as

truthfully as possible, even if it isn't easy or
painless. One faces oneself in the darkest inside
places of one's memory and one's subconscious, and out
of that comes both joy and sorrow. But always -- and
I think again this is perhaps the second crucial thing
for children =-- always there must come hope. (Wyatt,
1987) .
Thus, Monica Hughes shows that she has a well¥defined set’
of physieal activities associated with her Qriting. She ig
another writer who loves her work‘and who has been
influenced by her parents, her schoollng, and her love of "
lite ature. She is very-cognizant of her own comp051ng
procesdses and is quite willing for the subconscious to lead

the way beyond her own organization.

-
(s
K
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Research 1nto the comp051ng processes of the four
accompllshed writers: Eudora Welty, Margaret Laurgnce,
John.steinbeck and Monica Hughes indicates that there are
many similarities amongs them,“ Such findings'may not be
generalizable to a entirelpopulation of publisned writers

gl

butf%g§3$ssist in understand&ng the composing processes of
other professional writers and_ﬁas helped in the

observation of student writers.

All writers showed preferences for particularvbhysicel

settings. Eudora Welty liked to write in the mornings in
/ .

‘
1

her second story bedroom where she colld look out of the
windows to the world. Her stories .were almost entirely
handwritten. Margaret Laurence scheduled specific hours

five days per week for her writing. From the time that she

A

_was a young child she used péncils and scribblers for her

~

compositions. Like'Laurence, Steinbeck also set a working

schedule, however he usually started by writing letters to

friends andwassociates, a habit that was encouraged by his.
collége teach%;.. He requlred sevéral sharp- penc1ls and
\% .
£ .
paper rqy a fezger or yellow legal pads . S)q\}arly,

Monica Hughes requires speci riting tools: a black

!

'Bic* pen and looseleaf papdr. Like Welty, sne schedules

the hours of 9;00 to 32:00 ea orning focrher‘writing.
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She uses the same chair at the dining room table sitting

with her back to éhe garden. | { >

!

Both Eudora Welty and ‘Margaret Laurence indicated that they

[N

requlred quiet tlme with few 1nterrupt10ns to facilitate
'thelr writing. Although Steinbeck did not 1nd1cate a
preference, he led a qulet life while writing. When Mohica'
Hughes began her writing career,'she scheduled time while

her chlldrerﬁe}»at school, presumably to avoi‘d being- | o

1nterrupted -
D

'All of the published writers composed their firstvdrefts

"by hand" and would then type a second draft of the

-

original handwritten p&ece. They eiplained the notion that

they.were better able to revise en copies that were

once- removed from thelhandwrltten piece. The accompllshed
\ <

‘writers wrote the first drafts completely before engaging

in any klnd of rev151on

-

L . v
In reference to planning their stories, they suggested that

the stories had beentin their hinds for months and
.sometimes years before writing could occur. Laufehce
‘indicated that' the sfghts ana sognds of northern Manitoba‘
'"had been in her mind for years.before she begen to write
the "Manaw ke" series. Similafly, Hughes indicated that
she had kep many.ideas such as the g@gry of David, the

. "bubble -bgy", in her mind before it formed a story. ~Hughes

was the bnly writer who shared .any physical type of plan



forfwriting.’ She often used prhisticated mapping

. procedurés in'blanning. Laurence 1nd1cated that_she kept

v\,

many notes on her‘characters for her-Canadianvseries, but

‘that she.was surprised when the voices from her past'would‘

' appear and provide,directiOn'to,her'characters.‘

‘“Because the accomplished writers viewed writing as an

"internal" ‘process,; they occa51onally referred to times

L when the subconsc1ous would take control and the voices of

the characters would direct the writing Although they

L were reluctant to discuss it, all of the writers suggested

o that they enjoyed thls aspect of writing

0 <

‘Study of the accomplished writers showed that‘literature

and reading had profound influences on their writing

: mother s family and the values that were placed upon good -

_books. Margaret Laurence and John-Steinbeck were also

'influenced by their llterary backgrounds Both for

example, used biblical symbolism in their wrlting.

«Steinbeck was particularly 1nf1uenced by a versxon of King

' Arthur s story that he had received when a Chlld and :

';also noted. that many books had 1nfluenced her 1ove of

writing When she began to write for juveniles she read

‘widely 1n the field of contemporary adolescent literature

Another important 1nfluence was her.understanding-of_the

!
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Welty recalled the 1nfluences of the storytelling of her =

» credited it for the beginning of hlS love of wozrds. Hughesv
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’history of writing which began'with her visits to the
British Museum when she was seven. She noted her’intrique ‘

with the cuneiform symbols and the hieroglyphs.

All writers became involved in the manipulation of language
as a part of compositionQ'Eudora,Welty tried to create

 different feelings through the use of dialogué. Laurence

. . "¢
used different structures within her novels including °

flashbacks and the building of scenes to create an effect
Steinbeck's love of words was demonstrated 1n°the language
of the people he characterized in his writing. Monica

.Hughes' writlng was frequently derived from questions shei

7

: pondered

Absense of confidence existed amongst all, of the
professional writers. They rec;i;ed support from their
families'that encouraged them to pursue writing as a
career.‘ Such support generally began when they were young

~ children when the’ parents provided rich literary

backgrounds. 'Each writer cited teachers who had encouraged
o

-

.

and helped ‘them with their writing.

" Some similarities existed in the writing-itself.- Each
published author presented a strong sense of place in
- his/her writing B Welty is famous for her represent'ﬁ“

of the Mississippi area; Steinbeck for his portrayag

the'Salinas Valley .in California, and-Laurence, for her

Jraphic description of a small ftown in Western Cana€a. ~
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Much‘Of Monica Hughes' writing reflects contemporary rural
and urban Canadian settings or Isis, the planet of hér
science fiction trilogy. Two writers, Laurence and-
Steinbéck,’showed concern for their choice of titles. Aall
of the writers used symbolism althéugh they were frequent1y

unaware of its use at the time of composition.

- Perhaps the most important feature of this Study was that
every writer 'lowed' to write. Although Margaret Laurence
and John Steinbeck referred to writing as 'work', théréfWas,

a unanimous feeling of enjoyment expressed.

Thus, alﬁhough this selegtibn of authors represents writers
from different geographic areas writing for different

audiences at a different time, there are many similarities i

in their composing processes.



CHAPTER V
THE CASE STUDIES OF DEVELOPING WRITERS

Ooverview

In this chapter three developing writers, Stacey,

Milan, and Melanie are considered. The profiles of

these young writers contain the following information:

‘ presentation of the background of the young writer

including biographical information and an explanation

. of the classroom sett#hg; a profile of the young

writer's composing procedses following the orqanization
of-the research questions; and a brief summary. |
Similarities amongst the student writers are noted in a-
concluding summary. , o (

Case One: Stacey
3 !

Background

Stacey, a brlght and attractlve grade flve student

1 \

attends a small elementary school in Edmonton.

Balmoral School is located in a well-established upper
middle class neighborhood. Stacey lives with her

mother in anotb = communlty but attends school in the

dlstrlct that her father and stepmother live. She ha;a'h

an olde; 51ster, grown %§d awvay from home, and a ¢

.....

-
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Stacey dressed in éolorfulrup-to-date clothing. Her
‘'glasses had a small balloon and a musical note at the
bottom corners, ihdicative of her fun-loving nature. One

day she had a back pack that matched her outfit. She did

d Y
not flaunt her clothing but appeared at ease in what she

.wWwore.

She had an exéellent rélationship_with her parents. At
homef with her Mdm, shevliked to write or do homework while
her Mom read. Stacey explained that her Mom read a lot of
books, and that éhe would someday like to write bobks.like
those that S i: e read. Eacﬁ morning, her Mom took her to
her Dad's in Balmoral community, then Sarah, her stepmom,
drove Stacey to school on her way to work at the
university. Stacey appeared to be very content at her
Dad's as well.‘ Although there was plenty of activity
associated with her two yéar old brother,‘stacey spent many
evenings and weekends there. She had her own room.

Several of her d:awings wefe framed and prahinently
displayéd. Sarah frequently helped Stacey with her

writing.

This was Stacey's first year at Balmoral Schocl. In
January she was already an accepfed member of this
community of learners that had been established. When she
read or shared her writing, her classmates were.eager to

respond to her stories. She was named in many of their

-
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storles. in a Discovery Shlp drama in February, sHe was
qulckly accepted into a - group for the drama act1v1ty
 Five &f Stacey's teaChers stated that Stacey handled
nerself very'well.'fghe showed a maturity that as\unuéual
fer eleven year o}dej: Fer example,‘;ast year ﬁhe‘decided
that she no longeriﬁﬁeded te attend day'care.- First she
complained about the duality;ef.the food and then decided .
that she would ﬁpt go. Her parents determined that i¢ had
been her own decision. | | |

. The schoollwas an important part of ;tacey ‘s wrltlng world»
because théle Were so many opportunltles for language
“learning. One week the class was_lnvolved with writing
stories with the kindergarten children. ‘Thideas part of a

school-wide theme on magic. Another day, the local college

drama group presented Little Red Riding Hood. Two students

thanked thedperformers and -all students were given
.opportunities to ask questions of the performere'at'the end
of the play. 'They qute personal responses in.their

journals and thank-you letters.

The classroom learning.environment also encouraged language
learndng. When I began each morning's observation, the
students were usually in?olved in sustained silent reading.
Their writing was frequently shared_either at the.beginnind'
of the writing time or at the end. The children listened

attentively to theireading and responded with positive
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;conments followed by.a few questions or concerns.t

' Frequently,~Mrs DeLaurierbwould use the-children's writing
as examples for techniques and stratrgles that she w1sheﬂ

{to.teach. For example, one day she had written one

' student‘s story on the blackboard. The childrenbwere asked
to readdthe story.and respond with positive cpmments first..

, She then asked the children to make suggesti:;s/£§r

inproving the story. After suggestions for pevision were
made, Mrs. Delaurier indicated thLat the student‘could
either accept the suggestlons or’ not Each student was
then asked: to choose a story from thelr wrlting folder and
make appropriate revisions. Mrs. Delaurier scheduled
individual conferences while.the students were°involved in
assigned and non-assigned writing tasks. bue to the
extended French program in the school, the tlme for
teaching Language Arts was somewhat restrlcted however

there was a scheduled time for the reading of‘storles as

well. - . : e
Stacey's Composing Processes

Stacey was observed in the wrltlng process w1th a yellow HB
pencil and . 1ined paper, either: foolscap, loose-leaf or
lined paper in a scribbler. She proceeded by writing a few
- lines, readiﬂg what she had written,~and then writing more
untilfshe was finished a major section:of her piece. 1If

she stopped for any reason and had time to start again at a
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later time or the next day, Stacey reread a larger portion
of the writing, usually a paragraph or two, and then

——

proceeded with the writing and reading sequence again.

W g

When Stacey wrote a title, it was almost as if she knew
what her story would he about. She often decorated a
letter of the title at the very peginning of her writing.
This she did first in pencil,then when she had finished the
first draft she WOuld.color her drauing. Titles, The

Secret Magnificent LlllV where the,'L'°of the 'Lilly' was

" made to look like a lily and Beautiful Jewel of the

Peacocks where the 'P' of 'Peacocks' was made into the tail

feathers of a peacock, ate examples of this use of

degoration.-

When Stacey had~completed the first draft, she frequently
decided Eé revise and proof-read and completed the'final“'
draft. 1In a parenteteacher conference this fall, Mrs.
DeLaurier/had suggested that Stacey's parents could help
her with the spelling and revisions when completing this

final copy.

2

Stacey typed her final ‘draft. She received an "TBM

roller-baller" typeWriter for Christmas this year. In

T January, she typed her first story on the Sunday following

my. initial interv1ew With her. Because she had so many
errors, Sarah helped her'by retyping her story. FFOr one of

her major stories completed near the end of my obserVation

.2
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time, Stacey typed about two thlrds of the flrst@page but

_then became bogged down w1th the logistics . of th@ typlng R

-\

until Sarah completed the typlng while Stacey %}dathe&
. ‘:’g NSRS

’

illustrations.

She sald that she liked to look out of- the w1ndow whenlshe
was writing at school where there is a row ;f windows along
one side of the classroom. SHe can also look out of the |
window when writing at either her-Mom'S'or her Dad's. When
participating in a drama involVing a pirate ship and a ship;
- loaded with treasures and maps, each student had access to

a bunk and candlelzcht while wrltlng Stacey found ‘a spot
under a desk w1th a candle by her paper and wrote lylng on
her stomach with her feetﬁ%p. TShe barely moved until she
had finished. In the classroom, she seemed to be able to

. block out any disturbance and proceed with little

‘distraction until she completed her writing.

¢

Sarah confided that Stacey'sdlengthy story The Secret
’Magnigicent Lilly was written on the _steps at the school
when ehe dropped her off at 8:15 each morning and in the
washrooms until she was discovered and‘sent‘outside again.
Stacey said that she liked to write at school so'that her
two-year old brother couldn't bother her. At her Mom's she
liked to write between 5:00 and 7:00 p.m.’mhen it was quiet

because her Mom was reading. Her Dad indicated that even

oI
LR



as a young child, Stacey spent long periods of time working

on her own in her room.

Stacey ihdicated a preference for cursive.writing’on-
several occasions. She openly told me that she hated to

prlnt and was "so happy" when she learned to write. She

:d fhg% enjoy wrltlng with Ryan, her klndergarten partner,

because 1§}was necessary for her to prlnt so that he could

read it. She commented : ". . and we had to print and.my

2 .

printing is really lousy and I hate printing and I never

print,_onlyéyhen I have to." On one occasion the class

was writing a log entry from a discoyery ship. Many of the

'u}students*had chosen special.scripting that resembled the

script of‘tiﬁes long ago. One classmate asked Stacey. why
R . o ¢ '

'she wasn't printing her letter. Stacey carefully

* considered the idea. and then firmly rejected it again. She

wrote in-her"ﬁsualicursivefwriting»style but made the

letters more w1ggly to show the swaying motion of the boat

She also spllled wax over her paper to  resent what might

have happened whlle one,was writing us.ng : candle as a

source of light... »
- BRI

- Stacey showed a definite'preference for long stories. 1In a

way, the children measﬁred writing expertise by leng

Before beglnnlng one story, Stacey stapled fourteen heets;
\ i
together, already;planning that her story would be a loﬁf

one. On February , her story wap nine pages long. When

(2]
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she shared a stbry about Lambourgreeny, she said: ﬁI could

go Part One, Part Two and keep on -going." The class had an
opportunity to choose some tiny boo}s in which to publish‘

their stories. Stacey commented that she didn't like those
"teény little booké" because éhe would need about forty Q

pages to complete her story. :
| &

Some of her journal entries were up to three pages in
length and she iﬁdicated in her comments to Mrs. Delaurier
that she needed more time to finish her journal entries.
One day when there was a positi&e comment at the end of the

journal, Stacey's reply was "Today, I had time to finish."

- Much of the revision and editing  of stories was done at.

home. Mrs. DeLaurierbalways read and rg%ponded to Stacey's
compositions. She frequently gave her enough help to
proceed with the revisions on he; own. In completing The.
Secret Magnificent Lilly,'stacey worked with Sarah from
2:00 p.m. until 9:00 p.m. one Sunday afternoon. Sarah set
everything aside and helpédgstacey complete the task so |

that it was in final form for Monday morning. @

Stacey completed her writing assignments in a similar
task-oriented mannef; Whether it was a story or questions

to answer, she started at the béginning and continued until

."she hadffinished. After that, she was ready to share by

having someone else read. her work or talk about ‘it. In a

“-:rgcience assignment which required questions td& be answered

[

P ’ ' I
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and illustrations drawn, Stacey worked in sequentia; order.
Stacey proceeded in the same manner when writing-her_chial
Studies Test. She started with the first question'and :
worked throughout' recess until she had finished. When she
had finished, she made some revisions and edited before'

handing it in.

To summarize Stacey's physical dctivities while composing,
I observed that Stacey liked to use lined paper and an HB
pencil to write long stories. She liked to writ%‘where it
was quiet and Where she could look.out of the window. She

preferred cursixg writing to printing. She would write,

' read what she had wrltten and contlnue in this manner untll

she had completed the task Stacey generally shared her -
writing with an important adult, usually her teacher or her

parents, when she had flnlshed,~but she also enjoyed :

vreadlng her stories to the class and to her friend in

another school.. She would then do whatever revisions and
editing that were necessary, frequently at home. Her

writing habits helped to facilitate the writing process.

Stacey indicated that planning for writing occurred in her
head. While there wasdiittle evidence of any written plan,
StaEey revealed she had a wealth of sources for ideas and
Lasyahle to effectiveiy integrate the requirements of ‘an

assignment with her own ideas\ For example, her story

Beautiful Jewel of the Peacocks is based on a list of

!
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~ ' - _ _ .
content areas which she thought the children should know

| how to spell. First, Stacey listed the words along. the

side of her paper. She began with two spelling words in
the title: ' 'beautiful' and 'jewel'...As she was thinking
about the topic, Jean-Paul, one! of the étudents, had made

an excellent drawing of an aquarium and was showing it -

~around the classroom. Stacey decided that a beautiful
; .

\ .
jewel could be hidden among: the stones of an aquarium.

>

This gave her the setting for her story. To create a plot,
she thoﬁghf'of a booklth;;*;éf—;;ther was reéaing called ’
The Aljens which has a memorable picturewof an alien on the
front cover. She,then deq%ggd that the al?éns needed the
beautiful jewels that'Were?ﬁﬂdden in the stones of the
aquariuﬁ andﬂcreatéd the plotufrom those elements. Two
spelling'words which caused her some frustration were the
homonyns need and knead. She'decided to put them into some
conversation that didn't have to make sense, however éhé

expressed her frustration because the rest of the story

includgd meaningful contexts for the spelling words. -

Before the Christmas break, the students had read many

T#ables aﬁbut how something came to é& creéged and had

written one such fable. Mrs. Delaurier asked them tovwrite‘

- " !
another fable and they brainstormed for ideas of whaﬁ\could

be created. To get ideas for her story Stacey was lq%king

-

:
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at the amaryflis on the shelves by the windows. It was a
Jbeautiful’ plant with five blossoms at the top of a very~

long stem.’ Stacey ‘described her thoughts in this way:

I was looking and I didn't know what to write and I
wondered what it would look like if it didn't. Have any '
blossoms - it would look really sad"

She then wrote the story How Plants Got Their Blossoms
_ JQu

Some of stacey s ideas came from playing ylth language
Most of the children in the class quite enjoyed playing as

shown by a joke that went from‘one student to the next: -~

- Billy: What:is the first letter in the word "yellow"?
Stacey: Y
vBilly: Because I wanted to knoy.
Students were asked to“bring their favorite rocks or rock
collectlons to school for the science unit on "Rocks"

l /

Mrs. Delaurier then read them the story: Evervbody Needs _ a

Rock by Byrd Baylor. After dlscu551ng,the1r favorite .
rocks, the students were asked to work together or-
individually in writing conversations between :ocks or to

create a story about their irock, possibly taking the rock's

., point of view.

Stacey chose a dreen rock which she named hLambourgreeny"
because it was green and was shaped like the Lamborgini
sports car. She also had a purplish colored egg-shaped
rock whichesne naﬁéd "Purple Eggy". c_She‘created her story

from these two names.



Stacey created a map in her flrst draft of The Secret
agnlglcent Lilly where she reversed the letters of each
of the locations to create 1nterest She wrote "PAM fo

~ ylliL" for the title of the map whlch if reversedymeans:

"MAP of Lilly" The name of each'location had'a'similar

pattern to it. Although Stacey dld not stay w1th thlS plan

‘.t in her flnal draft it showed her w1lllngness to experlment

with language in an 1nterest1ng manner.

'Throthout'her writing,‘Stacey demonStrated exﬁlicit_use of:
.1anguage._ She.was able to form.yisual images'for her
readers with statements suchtas<"He{was:going:to/put me as
Sa decoration on'the guillotise."w Her log book entry
Jfollowlng;a drama begins: o

"My‘dearest'husband Jerald,

, L o . |
Life is worth giving up, four:of the
crew have fallen 1nto the mouths of the

hungry Atlantlc - : R ,‘ ' = o :i"j

She showed control of the dlalogue format that manyﬁd@

her storles ‘were wrltten 1n* o : @rV‘@

As I was on my way to my frlends house,

. faint whispering voices. ¥
"I wonder what that was?" I said to myself;»
Then I heard them whisper,_"She is a goog”human
Let her into our world." - .

"No, no! She will destroy us'" S
"But we need her help." :




-~ worked with'stacey on this.

 "Alright. We are. taking risks no matter what we

do 1" . }. ‘
Suddenly, I felt some kind of instinct, "I must
go to’ my backyard and through Mom's rose bush.

]

(The Secret Magnificent Lilly, page 1, Appendix-

,In'describing her writing, St&ceylSaid that her ideas
"just poured out" of her head After wrltlng a firgt =~
draft, she usually rev1sed her wrltlng Mrs. : W)

DeLaurier had suggested ‘that her parents could help

her with spelling  and punctuation. Sarah frequently

Stacey's writing showed a flare for what sounded

right, - an areavin'which she was beginning to‘gain

control. For example, in the story‘The Secret.

Magnificent Lilly, she rev1sed her first draft to
remove repetltlons of the word screamed and replaced
vfthem w1th words that were more approprlate to the tone

of the story In her next_story, "Beautiful Jewel of

| the Peacocks", stacey no. 1onger repeated any words ‘but

]

.the words that she chose were not necessarily
'approprlate to the 51tuatlons or characterlzatlon that

‘she presented:

Her mom greeted Lilla at the front door. "Hello,
sweetie, did you remember the rocks?" shreaked
Mrs. Hunter. "Yes, and look, they are peacock
blue!" shrilled Lilla.» ~"Good now you can't go
‘to the store for fish today, because it's too
dark." advised Mrs. Hunter. "I'll tuck you in
your bed. You have to go to church, tomorrow so
. _

1

—



I'l1l wake you up at 8:00 am," announced Mrs.
Hunter. "Oh, yuk," mumbled Lilla. :

In substituting new words for "said", stacey
demonstratéd that éhe was $till learning about
choosing words that were appropriate for the actibn
~and characterization; 'Shreaked' and 'shrilled' are
not likely the words that StaceyIWOuld‘have chosen to
demonstrate how she would like her characters to be

taiking.

HAt times, Stacey miscued on the pronunéiation of words
éuch as ';onfidenne' and 'obnoxiously', and although
they f}t the‘meaning of the story, she was unable to
give a definition for'theée words. On February 9,
Stacey asked me to tell her the difference bétween the
words: 'metal', 'medal', and 'meddle' which were ‘
spelling words for that week. She.understood that
?neddle' meant to interfere in the affairs of others

" but was unsuré of the\words '‘metal’' and 'medal’.

As a developiné write;, Stacey éhowed mar?eloué
control of the English language yét was still learning
about the way it worked. These particulars‘abouf her
learning of vocabularyvdemonstratéd that she used |
words that seemed appropriate without truly

understanding the meanings‘of the words.

K



Stacey's composing processes'were influenced by’ the;

- books she read. Story reading inflhenced-her Writlng
| as early as grade two Interviews wlth'Mrs Kornackl,
her grade two teacher, and dlscu551ons w1th stacey

- revealed that Stacey had modelled some of her story
ideas from storﬁes read durlng that year. .For :

example, "Stacey and Her Pets" was modelled after a

i

‘filmstrip shown that year called "A Kitten For Kim". " -

The story was personalized'softhat it was about
herself'howeveq@' Anotherjstory called "The

~

Leprechaun's Gold"_was:modelled'after'a story that .

~ «

Mrs. Kornacki had read to ‘them which Stacey - .
remembered. In the same book of fayorite stories that
Stacey had written,fwere some poems by Shel’

1

Silverstein whichﬁshe enjoyed;

Many ideas in Stacey's written work/ in grade fiye

»

showed an influende of the,literature'to which she was ..

exposed. In January; the principal read aba’x"g hy
Ernest Small to the class explalnlng that it was a,
story within a story She also explalned the concept

of 'reality - fantasy - reallty present in Baba Yag .

Stacey . 1mmed1ately used the idea of the 'story wlthln‘i*

a story' in Lambourgreeny, her comp051t10n about the
rocks. It is 1nterest1ng to note that although'she
had the opportunity of using the ideas from "gyegybogz

]

-



' Needs A Rock" by Byrd Baylor, she chose the story

Structure;érom Baba Yaga inetead.

i . ~

-Stacey contlnued with the idea of 'a ﬁtory w1th1n a

story' in "The Secret Magnlflcent Lllly"f' She also

‘managed’ to keep a sense of mystery in the story when

~

she wrote at the -end of her first draft.

.

‘All of a sudden I was in my own bed at my own
house. As my mom walked. . in my bedroom, she

, smiled. "Darling, aré you allright." I found
you in the backyard, in my rosebush!""You were
laying there as still as a mouse." I brought you
her, you slept for 15 hours." "It's time to go '

to school! my mom expained. "Oh no my
homework!""I had 3 pages. of math!,"I screamed. .
""Oh they are on the tablé you already finished
them, they are all correct too. As I slipped on
my jacket for school, I wondered if I was
dreaming or if it was really true.

<

When one of her classmates asked who had finished her
homework, Stacey replied "That is for you to figure -

out."

The influence of literature was evident when Stacey'

. e N
.wrote a story for her kindergarten’partner, Ryan,
. . o ) .

during the school'theme about Magic. Sherchose an
‘antique pot and together they decided that the story
should be caffied "The'glue é:;de Pot" because they
both knewjabout,genies; They were thinking of the
ideas from*&laddinfs MagieiLamp. Stacey wanted the

.genie to grant on&y tﬁree»Wiehes as a storybook genie

.

VT .
CE
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would . llkely«do but Ryam uanted the genie to grant one

hundred&m;shes.

Fl

When Stacey was writirg her story, The Secret

d

--..,)&
Magnlflcent Lllly she sald that she was thlnklng

about some llttle people llke The L;ﬁtles on Saturday

L] rr

morning television. ,Thls is a cartd@n based on the

story series The Littles by John Peterson 'Ifasked

‘where she got the idea of "T T. F N ".whlch means "Ta |

0

Ta For Now" mentloned in the same story ‘ Stacey

exnlained that it came from Tlgger 1n W1nnie the Pooh.

.5 likely the.fllm ver51on1wh1ch Stacey remembered
c.nce she also recalled him bouncing through .

feverything.

Throughout’her stories, Stacey used other techniques
that authors use. She incorporated chanté and songs’

into a number of her stories such as her first draft
of The Secret nagnificent Lilly: :

“"‘,

. . . As we walked in, bottles with bubbly green,
purple, blue liquids were all in a row on a
shelf. The Keeper took out spiders, bubbly
.purple liquid, smelly herbs and a lions paw and
put them in a big black cooking pot. As it
gurgled and brewed’ on the table, the Keeper
chanted: L

Bubble! Bubble!

Steep and brew

Go to Earth with a Earthling too!

We shared the idea that many stories have sohgs or

- chants in them and discussed Charlie and the Chocolate
a g . i .



 Factory and Charlie and the Great Glass Elevator, both

by Roald Dahl, which have chants and songs-scattered
throughout. Stacey said that Charlie and the Chocolate

Factory was her favorite story.

‘ Thﬁs_it is apparent that Stacey was able to adapt.
ideas from literature to help her write stories. In
the_Same way, she was able to glean much from her

experiences to weave into her writing.

The letter follow1ng the drama involving life aboard
the dlscovery ships is an example of her ablllty to

flntegrate ideas from a number of sources.

May 3, 1492
_-To.my'dearest husband, Jerald,
‘ Life aboard the Mayflower is very wet. The
drinking water is horrable and so is the salty
meat. I sure wish I was home to celabrate our 2
.. aniversary. I 1ove you. A few of us have barfed
~out but I haven't yet. My cloths our soaking
with salty water that is giving me a.
uncomfortable rash. Otherwise" everythlng is

~dandy. I do think the world is round, I shall
return with cotton, silks and other luxerles.

‘Love, Annabella

~ Although inaccurate in scme7places, Stacev shows
compassion for her husband on their'second anniversary
and also reveals knowledge about'why they are on this

voyage, that is to prove that the world is round and‘

to get_luxurles for themselves. .Some local : :f?5



colloquialisms, llke "barfed out" and "everythlng is
dandy®¥, show that stacey may not be completely in role
or aware.of the language-of the time but she does

‘capture the essence of the intentions of the letter.

She demonstrated an ability to use previous learning
in-new situations. This is'also evident in her Social/
Studies Test dated February 20 in answer to the
~question, "Who were the voyageurs?' Descrlbe thelr
life and Qhether or not -- and why -- you would have
liked to spend a week or a month with them as they
 used to be." Stacey replied:
The Voyageurs were men who sailed in canoes and
sang. I would not like to spend time with them
because they only ate.corn, banic, bread, water
and wine. I would also hate to have to carrie
the 450 pd canoce or the 90 pd back packs. But I
"would have liked to sing and dance and drink wine
and be as merry as they were.
Throughout her wrltten work it was ev1dent that Stacey
qeffectlvely 1ntegrated 1deas from a number of sources
She made the ideas work for her purposes and seemed to

pe able to use a number_of sources for her purposes

and adapt them to the task.

Stacey's composing processes showed her love for art'
too. As a young child she already loved to draw.
. Although her parents had not. kept any samples of her

',early writing, they saved many examples of her

drawing. She-wor an art contest at K-Mart as a
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‘pre—schooler and in»grade one won The.Edmonton Journal
contest.for a picture that illustrated the Universiad.
athletic contest.d'she'integrated-the Universiad Logo
intova.drawing of dancers with mountains and the sun
in the backgroundi She aiso won a school-cdhtest:in S
grade one‘forther draVinq of "Wugie", the“Universiad |
nascot. Her Mom mentloned that her early wrltlng had

_‘all kinds of draw1ngs scattered amongst the wrltlng

b

This is still evident in some of her ;rit' g.

',This experlmentatlon wlth dlfferlng art forns can.b
‘observed as she advances through the grades. One very
1nterest1ng story was created ‘at one of the
"fantastic" actlvity Lenters in her second grade - 3
classroom. Her story J'géentftled "The Birthday Party"
and she used. the prlntlng stamps from the act1v1ty .
centre to create a1rebus tyoe of story, where the
‘pictures -on the stamps represented the vords in her
story. Her work in grﬁde four -also showed thls

blending of creatlve thought with a551gned task when B
much of the writlng evolved from science and social

'> studies',prolects. Her folder for a prOJect on water
has the edges scaliOped‘with,aAIittle-sailboat

. ¥ ’ . .
floating and bubbles coming from the title "wWater".

(o]
Many of the prcjects that Stace§‘participated in_
showed this trend. She created the name "Witosha" for

4



her little people in the story, The Secret Fantastic

Liliy. The map in the story was based on what she
could see on the kitchen table while she is writing.
She illustrated words such as 'zoom' in a special way

that showed their meaning.

In analyzing Stacey's writing over a number of years,
one can see that she has ideas of her own and_thet she
can effectively eXpress them in ways that are

. innovative and creative.

-it wastdiffieﬁlt to determine the source of Stacey's
ideas and her thoughts as she wrete I noted that.she
spent more tlme in wrltlng the title than ‘on other
parts of the wrltlng and that she wrote with
considerable ease until she has completed the first

~draft. She received help in revising,and editing from
~.

her tEacher and her parents and she liked to share her
work with tEEE\ag\Well as her claésmates,'a friend
close to home, and-hEE\QQg.
When questhned about her ideas for\storles 1t was
‘apparent that some of her ideas were influented by
v;sua%x;mages sueh as the plant on the shelfvand a‘“

classmate's drawing.

-StaceyAshowed that she was not totally aware that

ideas like the’songs_or chants within a étory were .

130
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influenced by any outside source.until it was .
" suggested. For example, she'remembered'that Roald'
Dahl used songs and'chants in her books following my
questioning of his inflience but Iim not sure that she
could recall them without a‘pronpt. Most ideas seemned

to be truly internalized.
_ : ‘b
She used original visualgimages while composing. : / bﬁ)
_'Stacey said""I don't write'down‘what I'm goingito'do,

I just keep it in my head and when I was writing my

story, I had in my head the plcture of Lilly and Simon

and little creatures." When I asked if the picture

was in color, she appeared puzzled and added "No iti

just in black and white. I have a picture but I ne#éf'-

% [
thought of 1t beinglin color. It.s just there."

W

HerfSocial Studies' test also illnstrated this fact. In
her answer to the question that asked the respondent
to indicate;what native’cave‘drawings might mean,
Stacey used the pictoral'symbols.ra’/er than writing
the verbal description. It appeéared that visual
imageg; were important in originating and sustaining |

her writing. This would make sense in view of her

early and continued interest in illustrating.

Stacey showed confidence in her obwn abilities to make -

¢

decisions while expressing her thoughts through’

writing Thls confidence had grown over a number of
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years of positive learning .experiences and close
relationships:with family, friends, classmates andg

teachers.

s
o

In her journal on February 14, Stacey oescribed how
she composed a song for “The Canadian:Kids' Party" for
one of three groups that p;:sented rdeas to make life
bearable for kids in school. The students then voted
for the party that gave the best preseﬂtatlon There
was active campalgnlng for a few days before the vote
took place. Stacey wrote 1n he% journal "They. sang
it wrong, but that's show blz." The fact that Stacey.
was able to compdse¢a song for public performance and
that she .was able to accept the fact that they sang it

»

dlfferently than she intended showed extraordlnary

maturlty..q;'

She seemed'to be able to do anything that'she set her
mrndgto; Mr. Holm told me about Stacey receiving C's
‘in;thsical education last year yet won a ton level
'Canada Fitness award. Her parents felt that her

’ athletic abilitieshnere underrated the entire ‘year
becapse-she Qas able to skate, swim and do other

bhfsical activities ektremely well. To’receive a*top s,
’iaward confirmed the feelings of Stacey and her parents ¢

about her ablllty to excel in physical educatlon.
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On wédnesday, Janﬁary 14, the Grant MacEwan college

students presented a-blay called Little Red Riding

Hood. Stacey quite accurat;ly described the
peg@§r€$nce in her j?urnallentry for that day. Her
teacher's comment was: "You might consider writing a
play’for children and then acting it or diggétingwit.
The talent show is'coming up!" Stacey replied: "I
don't know. I might be too'scared!" and she
illustrated the 'c' of scared by showing an EXpressiié

face with the hair standing on end. This was one of

~ the few indications that Stacey lacked cohfidgnce to

carry out a task since everyihing else appeared to

come so &asily for her.

Stacey did not waiver in her decision-making but made

decisions]as she thought through each facet of the

,yriting°prpces§1 Such decisions were seldom

influenced by the opinion .of others. For example, in

he: story The Secret MaqﬂificentuLillv, the—éuards in

the new land hold styrofoam cups. When’I questiéned

this rﬁther strange concept, Stacey explained: "Well,

I just thought, for weapons, I didn't want to have-,
daggers or shotguhs, so I thought of rain&ater cups
because ﬁhey had been there for a long time;ﬂéooo

years. So they probably got a_IittiL thirsty:" It
probably didn't ~ccur to Stacey that they likeiy v‘ )

didn't have styrofoam cups 9000 years ago, but it did



make sense to exclude violent weapons in this story.

It was logical that the guards would be thirsty after

-

9000 years.

Stacey was able “to keep to taeks. Her journal entryv'

on learning to ski showed this perseverance:

. I learned how to ski and how to turn, walk
with skis, snow pile, stop and have fun. I went

down the small bunny hill first. On the bunny

hill I was pulled up by a rope tow. I went down
that hill three times. I then headed to the
challay for my bagged lunch with Marla and Sarah.

After lunch, I headed to the bigger hills.

I

went with Lisa on the T bar. Going up it is very
-fun! As I was skiing down the hill,“I got scared
and went down the hill on my bottom I-had
enought currage to.go on it agian. The man told
me toﬁhold on as. if I were water skiing. As I
was going ‘up, I lost controll. I was being
dragged, then I Let go and rolled into the
bushes. I°took my; skis of and walked up the
hill. The,man han ed me my ski poles that flew
when I was : #egged. I put my skis on.and
-Qacccessfully Then Terri

8k 1ift. I was so scared! We
jumped on and "u‘ were lifted up, Terri dropped
her ski pole.. g’ﬁ' “top ther was a little hill,
as I weht down it I7fell. Then'I went down the
~left hill. I was going down it Pine untill I did
three summer salts and landed on m!gface' I got
right up and headed right for the chair lift. (I
must have been crazy!) I went on the chair lift
and T bar some more. Then it was time to go back
to school. 1 i

}
!
’

took me on tﬁ

This portion from Stacey's journai a. Tt learnin% how

to ski showed how Stacey tackled most learning.

She .

was not afraid to fall on her face or make mistakes

She kept going back and trying again. She seemed to

welcome new challengé%; She handled composition

_the'same way except that in grade five, the risks may

in

140
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not have been as great because of the success she's

experienced.

stacey has had some excellent relatlonshlps with' her

Qﬂ)

"teachers. Her program ?% grade two was an act1v1ty

" centered approach and Stacey descrlbed the centres,as
beinge"just fabulous!" .She had frequent.opportunlties
to write and by studying her jdurnal, one can notice

’ great'inprovements in'length and»quality as the”year:'
progresses} ‘This was anaimportant aspect of Stacey's
growth in writing. ‘Sarah thought that Stacey had .
‘really become a wrlter because of the journal that she
started then.v She explalned to me that the teacher .

- used the journal and did not correct the mlstakes
rather she let the children;learn through fluency'and
by making their own»mistakesx -Sarah used the’example

: of when Stacey wrote that she, had gone to ‘McDonald's
_'for supper, that Mrs. Kornackl had responded w1th a
_comment:about how it’must have been fun to go to
Mcbonald' ’ Mrs. Kornacki had spelled McDonald s
'correctly to show a model of correct wrltrng

Stacey s collectlon of storles from that year ‘showed

that wrlting was a. hlghly valued component of the

_,Language Arts program. A

/ '(\.’ .
Stacey maintained‘an excellent relationship with her
teacher in grade four as well{? She said that it was
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easy to do Math because Mr.’Murray had taught them .
everything about Math last year "without eveh using-
the book" Wheh I ihterviewed'Mr ‘Murray, he said
that she was a "dellghtful" Chlld and was so glad that
I had con51dered her for my research Stacey's
parents‘suggested that Stacey had been his "pet" last
v’year,.that she had really done well.thh'hlm.

~

5Stacey has also maintaihed a good relationship with

Mrs. beLahrier. There was a mutual'respect for eachv‘

B other.;Mrs.xﬁeLaurier liétened to.stacey ahd'resoonded
.to‘hef needs.. FOr example, when Stacey asked for more-.Vyr;ffl
time to wrlte her journal Mrs. DeLaurier prov1ded more

b‘tlme. ‘stacey recifved almost immediate feedback to

her.creative'responses. ;Her»parents were very pleased 2

with the‘way the 1ibrarian and Mrs. DeLaurier directed

Stacey to’ good books that they would have not .

otherw1se known about '

Stacey received appropriate‘praise for;her f

| ac:oﬁﬁldshments,' When she campleted her story, The

Secret Fantastic Lilly,:Mrs. Delaurier said, “Boys and

- girls, i would 1ikevyou‘to hear a really fine

-masterplece." and Stacey read the story to.; the class.

This was done subtlely.so that other students in the
‘class would not feel badly about their own efforts.

For eﬁaﬁple, at the .end of Language Arts time on



February llﬂ Mrs.mDeLaurier‘said:'"I'm glad to see
that some of you haye made so much p%ogress." This
was a compliment to Stacey and others in the‘olass

without singling out anyoneyinfparticular.

: Encouragement was glven through Mrs DeLaurier's

responses to Stacey:s wrrtlng. She most frequently

r

responoeg to .the oontentfand will also give help Wlth

spelling or other easily‘corrected mechanical errors,“

In Stacey's storyy Beautiful'Jewel of the Peacocks,

where she had placed a letter Witnln the story, Mrs.
Delaurier's comment wasE‘"What a thrilling letter!“.
In the same story, Stacey had wrltten. "P. S./Part two

pcoming soon. . . ". Mrs.. DeLaurler s response was "I

) K ) ’ ] N & ' B g J,;'/
~ can't wait." . K
T
a7

‘Sinilarly,vMrs,‘DeLaurier offered guidance to Stacey
about her/feelings; on February 13, Staoey wrote
about. the votlng for the various groups that would

offer advantages “to stuqents if elepted She said,

L

N -yu‘/
"I'm not g01ng to tell you who I'voted for because I

might hurt some feellngs I votéﬁ for the group I

thought was best " -;ﬁ@;

Mrs,,DeLaurler conflrmed Stacey's feellngs by

responding,_"That s what you were supposed to do' Two

pages for a journal entry is a fine effort! Onward,

stacey'"
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Stacey then replied, “Thanks, this time I had enough
‘. ' . . t

time." . . &

‘"
¥ o .

There are numerous examples of thls medlatlon of

&

thought and dlscu551on;. A trustlng relatlohshlp had

)« o

been built over the months

Stacey said that she doesn't share her wrltlng with
friends because they dOn't seem to care very much
She dld share with one friend, Vlola They dlso

played Barbies and went on outlngs togéther

LY

Stacey!s parents provided-models for her'writing.ﬁ
Sarah writes letters for her job in;résearchiandw
marketing at the university. She reCalled.haying’to
.do quotatlon marks and grammar 1n fourth grade and ;
avoiding writing stories because of ‘it and then
~learning to write well in grade eleven;',Because of’
‘her own difficulty in learning to write'Sarah.A
encouraged Stacey to write, valued her fluency and

gave help in proof-reading and revising.f

Diane, Stacey's natural Mom, reads a great deal.

Stacey looked at her books and said she' would likefto'

write books llke that some day. She‘was quite-
exp11c1t that she would prefer to wrlte stories. llke

o

that rather than stories for chlldren; ﬁ.

P
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Stacey's Dad responded to her writing by being the

kg
s

’uncritical reader. He did not involve himself in the

writingap§ocess but valued Stacey for herSelf»and
eyeryth;ﬁg:that she did. He encouraged her by buying

theﬁtypewriter for her just as he bought.the many
'Jf
klnds of paper and art supplies for her drawing when

1

she was a young child. The framing of Stacey! s_art

‘was a refiection of the encouragement that she-

4

.
A q

'The env1ronment that surrounded Stacey was encouraglng

and presented exceﬂlent models for her to learn from.

" Stacey s teachers, her classmates, her parents and her
.frlend all contrlbuted to this env1ronment Thls,
Tcombined with her own confidence and ablllty have

,,influenced Stacey in béEoming the writer that she is

today _
RE

Thus, Stacey/demonstrated well-defined preferences fcr

'the physical activities of composing. She preferred an

" HB pencil and lined paper; and liked to lock out of

the window while writing. She showed that she could

write almoét anywhere but' preferred quiet surroundings

at school or home. Stacey showed little evidence of

any written plan, but planned in her mind before

. writing the title and beginning to cohpose; Many of

77«..

her ideas came from visual images in her mind. She
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showed that her ideas-wé@e%@nfluenced by books read.
Stacey would revise after writinq§?.firstxdraft often
receiving help from her parents or teachers. She enjoyed d
ﬁ%Jriting and approached it with the confidence and
task-orientedvhehav1or that characterized much of;what she
did. Composing. took place in the supportive environment

provided‘by her parents; teachers, and friends.

E

CaSe Two: Milan

Background

Milan is an eleven year old boy in grade five at Balmoral
school in Edmonton, He is in the same class as Stacey, one
which encourages the use of language and which provides an

encouraging learning environpent. Milan is considered to

(\’ v?‘

40'»«

be a very good writer by hiﬁ,m assmates and his teachers.

He enjoysowriting and is able to write quickly

Milan did not speak English until he moved to Canada from
Yugoslavia about five and a half years ago. ' His parents,
both architects, decided to move to Canada to improve their

‘living situations‘ They had received academic educations .

in Yugoslavia where they learned to speak French as a

second language. ‘At that time,.Engiish was not the

preferred language as it 1is now with the advent of computer

——

technology.



Mr. and Mrs. Milanovich explained that in Yugoslawla,»it is
expected that children come: to school knowing}how ta§£%5d
and to write. Before Milan was six, -he had learned two 1
alphabets: one that was similar»to the*Russian alphabet
and the other Similar to the ‘Latin alphabet. They showed
me the two YugoslaVian alphabet charts used. to »teach the
grapho-phonemic relationship that were very similar to
alphabet charts in Canada. The difference between those
systems and our alphabet 1s that the YugoslaVian alphabets
are more highly phonetic S0 that a childécan 1earn to read . 3
very quickly just by knowing the sounds made by.the
letters: The difficulty in learning to read and write is
— ’ :

in gaining control of the syntax'or graﬁmar of the

languages.

Mr. and Mrsv MilanoVich indicated that Milan was a
"special" child, choosing a Yugoslavian word and explaining

”to me that it more closely describes the meaning:of

: "specialﬂ.' When I‘noted the beautifully hand knit sweaters
that Milanlfreqﬁentlf wore, Mrs. Milanovich said that they

. were sent to him by her sister-ianaw who gave Milan |

N special considerations | They _said that he had always been

a faverite of their friends z\g being the youngest oy

‘grandchild,wwas also .given special treatment by his
grandparents. In his journal, Milan Said that he was

"looking forward to a VlSlt from his grandmother this spring

espec1ally because she makes the "best" chocolate cake.

o
i
t
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Uﬁtil.they noved to Canada, Milan had always been cared for

by grandparents or relatives and had never attended
day-care nor any kind of pre—schcol program in- YugoslaVia
His first school experiences, 1n/Canada were quite‘
negative because he was unable to communlcate w1th children ¢
his own age. His first school was a Catholic School in
East Edmonton which provided'plentv of help in Iearning |
_English Milan's older~brotﬁer learned quickly and enjoyed
school but Milan was. very frustrated and did noﬁ%@ike to go.
to school. This frustration may have been due to a
combination of circumstances including not understanding
-English, the socialization in ‘an institution, and living in

a new country away from his grandparents.

Milan's mother indicated tbat Milan and his brother had

seturned to Yugoslavia last summer and that it had made

,%jé a difference. She suggested that: both boys felt more
'ﬁsettled in that they could now see that there were
‘advantages to living in both Canada and Yugoslavia and -
that they had adjusted toilife,in Canada. She said that .
IIWhen they first arrived in Canada the boys wanted to go

back for the weekend.

' Milan'and his brother are»bilingual since it is thelserbdan

language that tﬁey speak'at'home. Mrs; Milanovich gave

examples of"how.she‘writes her shopping list in their nome

language éina then asks the boys to add to the 1ist or .read
_ R N -

EE

Q



it to-her. ‘She has a rec1pe booek tha:%g9 she 4949 s

o

\.

g

read to her. Mr. Mllahovrchedoubted whether the;r

‘keepvit alive by us1ng it orally.

When I began my observation of Milan, I knew' h“t'he had

come from Yugoslav1a and that hls parents were "both

"archltects who valued an academlc educatlon All outward -

'_,appearances were that Mllan was llke any other child: with ©

similar experiences, likes and diSlikes In many ways, he

was like my_own two boys. He 1iked playirng -sports

~incldging basketball, soccer and hockey ‘ He.swam for the

vOlympianvSWim Cclub. In fact, he begged hlS father to allow

him to become involved in the swimming.. He loved computer

-and electronic games. He liked to play board’gamesbwith

his friends. He enjoyed‘reading, watching movies, and
drawing. He Yiked to express hlmself orally. My’ . |
observatlons were reflectlve of the dlfferent cultural

background-butzdld not dwell on the dlfferences.

v

Milan's Composing Processes

Milan liked to write where there was qﬁiet.in the room. He

, ‘ 5.
had a favourite place at the back of the classroom, usually

facing out to the windows.butfsometimes facing inwafds

,underneath,the shelves behind the sink. He frequently

"chose a particular old oak chair with a straight back that ~

he moved_to his favorite writihg spot. Once, I was sitting /A\
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on his chair and he stood around me not saying anything. %

‘ Wh9n I moved he took the chair to his place by the window

and bégan to write. When the table from the back and the
chairs wgre moved to the fron;/‘i\Fhe classrooh Milan did “

~
not move thh the chair bwg 1ns€dad took another chair to

ithe back of-the classrodm so that he could work at the

counter.. Milan also liked to write with a friend,

particularly Matt whom he described as being "quiet".

"He said that he liked to write usingga "Paper-mate" pen.

He also liked to write Using calligraphy pehsL During the

two .months of observation in this classroom, I noticed an

~ increased intereét in- the cailigraphy'pehs. One weekend,

Six'boys_went out to purchase them. At that time, Milan

,was usiné the-pens for much of his writing. I noticed fhat

if Mrs. DelLaurier was using a calligraphy pen, so was

. »

Milan.. If she was using a fine ink pen, so was Milan. He

told Mrs. Delaurier that his new calligraphy pen was

‘"excellent", a term used to indicate the best of the best.

] '-,.._.'. Iy - .. . ) : S - |
He indicated that he liked to write long stories. Three

stories that were written prior to my observation exceeded

ten pages in length. Although much of Milan's other

‘writing such as letters and the answers to questions.wére

very short, most of the uhassigned topics tended to be

lengthy.
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Mila;.said that he‘preferréd to write at school; He wrote
quickly.and shared his work immediately and_then proceeded
to do his.revisions. ~Hiébparents said that he was morez”
likely to draw at home than write. He also liked to draw
atschoOI andowhen given‘a choice wouid frequently chooie a

drawing aotivity in preference to a writing aqtivity .

- U

In observ1ng his comp051ng processes, Milan showed little
evidence_of any written plan.‘ The exten51ve talk that
breceded the writing of.stories and'the talklng and
planning that breceded the wri#ing of his "Advanced
Dungeons and Dragons" story showed that he did plan but in
a_manner that may net have been obvious to a casual

observer. T~ § _ i

- ?

It “as been difficult to get information about his writind.
processe. from Milan. iSome things he did not like to talk
about. He rould willingly discuss the story that he was
writing but .id not wish to talk about where he obtained
his ideas. te said: "I don't stop and thlnk I just know
it off by he .rt, 1like subtractlon and multlpllcatlon, I
don't have :o think about_it," About his writing, he said,
"It just oes." : | : , T
Mt showed that he obtalned nis ideas from a varlety of
~sources. For example, his ideas for hogtg’ a story thatQ
he wrote before my observatlon, came from a dream. Otherf

’

students who were interviewed in this class had also
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Lndlcated that they got their’ 1deas from &geams. For
examDTe, Scott said that he got hlS 1dea for the story of

- Inc : Raccoon and the Temple’of Weasles from aldream.

Darcy indicated that most of his ideas for stories came

from dreams. ' _ §

fMilan's story, bhosts;fpart II which héiwrote at the
v.beginning of January was influenced by a number of sources.
fThe genera} plot of the story very closely resembled the
| plot of the movie: Raiders of the'Lost Ark, avmovie that’

¥

-Mllan sald he had seen "milllons" of tlmes. It also

. resembled the sequel: Indlana Jones and the Temple of Doonm,

~wh1ch he had seen only a couple of times. It was like

Scott's.story Indiana Raccoon“and'the Temple of Weasles 0(?

X

whlch appeare@ to be an orlglnal idea for Scott There

l

were many other boys in thqu}gssroom who tried out thlS
. . ,L‘n ' [
plot 1dea after Scott's success with it however.

Manyﬂideas for Ghosts, Part I1 came £r@m Ghosts", Milun's

first. story The characters uere the classmates that Milan ~
had 1nclud d in the first story Both storles contained
///oulck-mov1ng action. In many cases, the sentences 1acked
end pgﬁctuatlon because they seemed to flow from one
ﬂty to the’ next. They differed in that the flrst

st&?y was like a computer game where you move from level to

level conquering opponents and encountering evils like



zombies and’ ghosts. Ghosts Part IT was like the Indiana

Jones movies where they were looking for 'a treasure.

Milan explained his story during our first interview.

Throughout the/éxplanation, he was highly animated and

. o , W
explained the sounds of the action as he described what was
happening.. This excérpt'from our interview illustrates

the .storytelling behavior that took place before he began

to write:

Donna: This/is your story "Ghosts, Part II". Where

are you going:¥p go with this story? '
O . .

Milan: Well, we're.goinglto end up in an&ther world’

where all beings ar fferent and we're going to-

search for theé lost taftple. And in the lost temple

there's a treasure. coL ' ’

g

Donna: .Is that like Indiana Jones?

Milan: Ya f@éli there's this room and and I don't

know how esftinsgve it is,but 'it's an idol and that's °

guarded by R#tets and two-.gods. Well they left traps
so' they have to gg dowh and there's monsters,. cobras
-and tarantulasy< "thére's littlke tarantulas that when

they pass you,’ you have to é&uag down; then they can't
hurt'you;~i£ﬁjou go up they go CUCK and then they fall

down again’® ' and when you go down a level
there's even harder monsters. There's Tyrannosaursus

Rex and ‘. s«

" Donna: ' ‘There's quite a variegy!
Milan:’ And there's a box, ybu opéhl@ﬁ@ boxeés and you
can find stuff. If you prime the proﬁgﬁr-voster+wif
you take it you can find all kinds of dynamite,
pistol, machete’ and bullets.swAndgthe ancient Aztec
guys, you can shoot bullets, Theré's octopusises too
and they're very big and you have to shoot them. You
can't kill them any other way. - Soiyou have to sneak

.them back and shoot them. You don't have everlasting

' bullets, you can only have seven‘pieces of dynamite
. and seven bullets.  And if you're trappéd; ‘thére's
' walls that are coming in that are £illing up with

153
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water and you crouch down, stick out your hand. like
~that, put the dynamite in and run away and then it
blows a hole and then you have to jump through the
hole and then you're at another level. And when you

# find the idol. Um the easy part is finding the idol.
"~ . And the hard part is getting out. .

_Donha: Ch, once you've got it?

‘Milan: Ya, and when you get out you find out how much
it's worth. The faster you get it, the faster you come
out, the more it's worth. .

- Donna: And who decides that? =

Milan: Well the guy who sees it . And there's-
crocodiles and there's big tarantulas: big guys, that
big, that crawl up and there's little ones. There's
scorpions. The big guys don't kill you but they hit
you and you fall down and 1fgthey touch’ you again then
o - you're dead. And the big Tyrahna saurus Rexes, they
‘ kill you, one shot. And the only way you can excape
from them is to shoot them, kill them with a machete
or just crouch down like that and they‘can't hurt you
‘Donna: It sounds like you have some good ideas.
Where do you get all of your ideas from? Just
thinking? Where did you get the idea of the
! . tarantulas? That's not in Indiana Jones is it?’
Milan: They have spiders mostly.

This highly animated conversation showed that Milan had the
story planned in his head and it was just a matter of

wrltlng it down to complete the wrltlng phase It showed

the 1nf1uence of both the movie Indlana Jones and the

uter games Ultima Three and Ultima Four which involve

movement from level to level ‘as each obstacle is ovarcome.
He speht the next day working with Matt at the back table
telling hﬁm the story in just the same way that he was

telling me. He wrote the story after that.

O
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” to clarify his ideas. S R S ?

 were named after his clafsmates.f Details about the action:

. using strategies and counter-strategies 1n achiev1ng goals
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In writing the story, Ghosts II, Milan used many sources.

i

" He used the characters and ba51c action from his story /“$\\\
he

Ghosts The actions of the characters and the plot of t

story was changed somewhat so that it clearly resembled the

plot from the "Indiana Jones" movies and seemed to have

been influenced by Scott's story Indiana Raccoon and the

Temple of Weasels. The plot also resembled ‘two computer
games. Milan partic1pated ‘in the te{ling of the story at

least tw1ce before he began to write it which likely served
\ .

The talking outvofva story'Was not a limited experience.
Milan was in the planning Stages7ofvanother'long story when
we had an interview on February 16{'>0n-separate pages in

his duotang,‘he'had_listed the characters of his story who

s

of each player were also written.

Milan had been playing the'game; Advanced Dunqeons.and

;ggon' with his older brother and his brother s friend

“-\\It is quite a complicated game that requires several’hours

to play and which generally continues from time to time

When. interesteg\\players can partic1pate in the same game

.'for several months. Whe gl.idelines for the game are -

:provided within a series of\books Characters are given

4

descri‘tions and then the- play proceeds by laying plans and

-
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Miian assigned character roles to himseif, éoiin; Matt and
Biily. They’included the name of the character, his.
strength, dexterity,.interest,~wisdom, coordination, hit
points; armour class,"andfmagic ratings. The'names‘of the
weapons were also dﬁ&ermined. |

Milan began to write the adventure that'was planned but

‘tnen decided to spend some time in publishing his best

stories and so had not completed the writing of the

“adventure. It seemed very complicated however and perhap® . :

more sustained involvement in the game would have provided

the details for the adventure that he had chosen to write.

While explaining the story, Milan also made references to
the computer games, Ultima 3 and Ultima 4 which require

characters to advance by levels.in time travel defeating

" monsters and other such obstacles as tney' proceed.

.

: These cénversations and the written samples showed that

Milan used ideas from a number oﬁ sources, 1nclud1ng

FETTRN

mov1es, computer games, and other games to create stories.

; Planning occurred in the play-like dialoguing that occurred
. A
before he started tovwrite. It waS'interesting to note
'that the story was also personalized to“include characters

_ from the classroom and provided continuity of )

characterization from story to story
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The themes that e represented in Milan's stories s%wzed

'\to be quite gruesome. This year he has written two lengthy

stories about ghosts, one about a haunted house, one about

a troll and was in the process of writing one using the

themes -from Dungeons and Dragons. Even his parents nqted

that he seemed to be preoccupied with such themes. When I
asked Milan "Why-do you like to write gruesome stories?",

he replied: ' "That's just my'style;"

Milan revealed that he enjoyed beingpohallengedu He said:
"I like to try things that I have not tried before." He
explained that he once swam "into the danger zone in the
ocean in Y@goslav1a which was marked off by a net adding
tnat thereywere sharks beyond the net. Then when I.asked

if there were things at school that he had never tried N
before,yﬁilan replied that one time he had climbed on the
roof. I then_asked what.he might do when'he.grew up and he
said that he'd like to be_a’sky diver although he thoughtl
that he would probably be an archeolegist. Milan also said
that he had been on the "sky Screamer", a high water slide
that is sloped at an 85 degree angle at the Water Park at a
local shopping mall. One journal entry described this .
experience on the "Sky Screamer" proclaiming the 85 degree
anglé*%? drop and saying that a person going down would be
moving at two hundred milesvper hour. He then drew &’

“

- U T
picture to accompany the journal entry.
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Milan had been .kept in after sc¢hool severaf%aﬁmes for

disobeying the rules. In his journal'ﬁ§ had written: "I am

in because...". Entries on different occasions followed
‘such as: "I was humming in the library. . . pushing when
we went jogging to the revine and back. . . not paying

attention when you said to take out our Social Studies'

boocks. . . walklng when we were supposed to be sitting
‘l
down." Entrles such as these were scattered over the

months.

Milan also indicated that he had taken a thick book that
had more than three thousand pages from the adult‘section '

of the library. It had taken him more than 51x weeks to '

read it and he had had to renew it ~ He also explained that -

(3

1f playing a game like soccer that he- never llked to*play .

h"

by the rules: that he liked to break the rules - ’g.‘vﬁ o

| ﬁ ¥ o
His writing reflects some of these extremes 1n behav1or
Mllan liked to write stories about gruesomg toplcs and he

liked to write long stories. ST 5

While this may be suggestéd by Milan's aotions and %;;‘7
descriptions, Mr. Milanov1ch ‘explained that Mllan would
take risks but he also remained quite safe. 1In sports, he
had never been hurt because he stayed within‘his limits.
For example, although Milan tried the "Sky Screamerﬁ once,

he did not go on it again and at his birthday barty«did not

&



go on the slide even when encouraged by the other children

at the party.

 This was also true in his wrlting he took some risks but

still remained in safe terr QQXy%bﬁ seeking approval from

LI

"
. his teacher and hls classﬂ%tesg"phe talklng through of his

storyﬂwas;one way of gaining approval.

)

While I was seeking information about how Milan obtained
his ‘ideas for composing,-he said: "Ideas come when I'm
. ' - ’

playing." This was evident in the highly animated talk

between Milan and Matt that occurred prior to the writing.

159.

This sense of play was also evident when he and Scott were

working on a Social Studies Report Each member of the-

class was given a grid to col]ect T;formatlon about a.
#l h ‘~,"’i”"

particular explorer from a varj ety of sources Milan's

. topic was Eric the Red while Scott'svtopic was about Leif

Ericson, both Vikings. Scott set out and diligently filled

. ‘ . v
in the squares of the grid design. At the end of. the class

‘Milan had not touched the grid. He participated in some
play talk about Leif the Lucky ang Eric the Red, similar to
dialogué between the two characters. At the end of the
class, he had writﬁbn three points of 1nformation and)was
beginning to write about the Vikings. He wrote:

\

v
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Eric the red =

-Eric was born in Jaeren, in southern Norwé{)

-When Eric was 10 years old his father was outlawed
for manslaughter .

‘-Eric became involved with séveral quarrels and
killing and was exiled from Iceland for three years.

- The Great Invasions

Late in theh9th century the vikings laid
It appeared’ that Milan required the creative play with the

u‘character of,Eric the Red to achieve scme.understanding.,

-

He also participated invlanguage play. Following the =~ -

r)

reading of an article about life aboard the Discovery )

Ships, the class performed’mini-dramas in pairs. They«were'

then asked to write an entry in'a typical log book that

they might have had aboard ship. The follow1ng word play. s

] 1llustrates_Milan s experimentation_with the time element -

and what he knew about letters home. At first Milan seemed

to be concentrating, then he said aloud:
"Dear Mom, This journey is terrible I'm gettinég
sick everyday. N P
Stephen. What's tne'boat called? Santa Maria?.

- Milan: U.S.S: Enterprise. It has M 655 rockets.
Fifty knots an hour. We're coming to Canada to get
those Indians. (He chuckles to himself as he makes

’ this reference to Star Trek)
- In another situation it was interesting to observe that
Milan,had already decided on the content of thé letter and

that. all the time available was spent in meticulously -
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lettering thelmessage. Then from Milan's group, I feard
him sing out "Hello, Mother,'Hél%p, Father. . . ", the '
traditional camp song by Shelly Berman as he performed a

little twisting motion.

Thus it is apparent that play was a very 1mportant part of
lelan's comp051ng process ‘He used the dlalogulng of the
characters, the playing w1th language, and the play
| assoc1at1ed with discussion with his classmates to help hlm-

work out the storY'ln‘

' Mr.vand Mrs. Milanovich were somewhat surprised at my
1nterest in Mllan's wrltlng because they. felt that he
preferred to express his 1deas through draw1ng. here were
numerous instances of art being the preferred form of |
eipression. For example, on the Monday follow1ng the‘ |
weekend of Milan's blrthday party, Mrs 6;Laur1er asked hlm
to complete the final copy of the booklet he had chosen to
publish_Ghosts, Part II. At the beglnnlng of the class,
however, he had asked to go to the art,storage_room to get

«Some paper. She'felt thatfhe likely wanted to draw'the
experience of hls blrthday celebratlon.‘ It did not seen to
be a problem to Milan however for he sat‘at the back of the

, room, drew llnes on his booklet and wrote his story in good

\ form, As he was doing this, he was talking to Matt about .

his birthday celebratlons. When he had completed the task
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and_had;a'conferencebwith Mrs. Delaurier about‘hisrfinal
product, he went to the art storage room for the paper.

A*]

- While writing one day, he paused and quickly made funny

'.little draw1ngs on his fingers. o B ,

| on“February'ls; the class was-given a choice ot activities

to complete but with certain guidelines. Milan's name was
on the top of’ éhe llst to complete hlS spelling |
correctlons Instead he started the picture.of the dragon
thd% was the optiona} act1v1ty to, accompany the story in
their reader, "George and the Dragon" vM1lan worked at the
back of the»classroom by the windows with charcoal and a
laége pi%ce:of paper.f'ﬁe completed the drawing before
recess and showed 1t to me right away It:was the'first
: creative piece of either wrlting or draw1ng that he had
shared w1th .me voluntarily QMrs. DeLaurier mounted'and
displayed the work 1mmed1ately ’Thevspelling corrections
were not completed while I was observ1ng that day, however
Mrs. DeLaurier: would frequently check that Mllan had
:'finished the required a551gnments

_ ?%?

When the class was g‘ven time to c lete the log entries

following the mini-drama se551ons, Milan was . looking at a

- large: book that contained many styles of print as the

explanations and some of the drama activities were going
on. At times he could hardly see because of the darkened

room. . Finally, he exclaimed,A"Hey Scott, . I found Old
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English". While writ?ngfthe log entry, he took particular
. ¢ ‘ . - ‘ Lo L -

care in forming the letters in old English style. At the

- end of the writlng time, he had not finished his message

because of the tlme spent 'in lettering He prlnted.‘

)

'AUG 1704
. AFTER A LONG TIME
OF JOURNEY AND FIGHTING.
WE ARE RETURNING
HOME SEE YOU SOON!
SINCERELY,

. BLACK BEARD
R ']' B

'“ié;ef, Milan wrote another letter abbut the woyage‘on the .
discov ery ship. He wrote four foolscap pages beginning
w1th the old English script with a calligraphy pen but then
changed to printing using fine black ink. He then rolled
the letter into a scroll and_wrinkled it as it may have

been wrinkled if written under the conditions of long ago.q,

During the perlod of observatlon, Milan wrote Wlth a black
inked calligraphy pen much of the time , Thls showed the

pride he took in the appearance of his work.

In summarlzing Mllan s comp051ng processes;.lt was ev1dent :
that he had a well- defined set oi physical act1v1t1es
associated with his writing - There was little ev1dence of
- any phySical plan, but it was apparent that much of the

-planning took place as he told the storiesbto his friends

and to me. Milan obtained his ideas from various sources
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including movies and'ganes that§§§§§layed He frequently -
. (-3 ’ :

included the nanes of his classmat L:egj.n his stories. He

.ﬁ\é"

was willing to. accept the challengg qi comp051ng in the

“x\ |
%,

same way that -he enjoyed the challenges of the sports he
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Apart1c1pated in and,experiences 1n_school. Throughout the

composing process, Milan demonstrated the importance of

play. He had fun experimenting with»language in different

situations. It appeared that he particularly enjoyed
drawing. This was evident in his free choice activities

and his preoccupation with the script of his written work.

Additionally, he was influenced by the'home and school
environment that provided the context for his writing
| .Milan had a very supportive home env1ronment where all
‘kinds of expression were encouraged. Because his parents'
arebboth architects he had access to many different kinds

write with and it‘was his Dad's bo

of art media His Dad gave him the calligraphy pens to
4; that showed the

"different kinds of writing styles.

.Mr.,and Mrs. MilanOyich encouraged Milan's involvement in
4sports activities. 'They praised his soccer coach for
understanding Milan and providing a good learning
'atmosphere. They indicated that the writing research had

been a.good_thing for Milan_because_ﬂhe thrives-on

attention and seeks approval of others in order to.learn."
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He received support in the classroom. Mf.%§§7ﬁ}s.A
Milanovich wefe very iﬁpressed with the one-on-one
instruction that was provided in his cléssroom. Théy Q!re
pleased with the stéuctﬁfe that Mrs. Delaurier provided bﬁﬁ‘
worried that Milan might take advantage of the good nature

of his teacher. e

In a survey of the writing process, Milan indicated that

e‘be~%gperson to read his story was his teacher. That

was verfgpapparent in the classroom. As soon as he had

g1

finishe§flany written piece, he immediately went to Mrs.

DeLa-riﬁﬂjs desk to share his writing.

0

It wa théﬁgood relétionship that Milan had with his 5

'teacher, that I think encouraged him to be the good student

that he was. In almost every instanbé‘that.I observed,
Milan wrote in an atmésphere that was condﬁ;ive to writing.
For him, it meant that he was able to have a quiet setting
away from the rest of tﬁe class at the'bACk of'the'room

but was also able to confer-yith his classmates when

: necessary.

When he wrote, whether first draft or.final copy, he went

[

immediately to Mrs. DeLaurier to share his writingQ For

example, on the day that he wrote his 1 ttér to Uncle Bob

4

~who had been a guest in the school, Milan wrote a first

draft of the letter beginning at 9:15 . When he had

completed thenfirst‘d:aft,yhe'took it.immediately to Mrs.



- &

166
DeLaurier who discussed it with him and suggested changes
in content and conventiohs. By 9:32, he had written the '/
. [3 + /\"/ - p ‘ ’
revision of the first letter and had taken it back €o her
o ~

for a second look. * | : ' : X,

-

Mrs. Delaurier provided the'scaffolding or temporary
framework ana'the mediation that Qere necessary to learn
how to write effectively. ‘She highiightéd the good
qualities of a ﬁiéce of writing,and theﬁnsuggesféd changes
that could be Fcceptédﬂby a child préviéing fhe:learning

experiences necessary for growth. Milan described it in

- this way: "I never give enough information to Mrs.

Delaurier but she always likes my ideas in the end."’

Frbm Mrs. DeLaurier;the received all kinds of .
éncouragement. qu example, she‘comméhted on his-letter to
Mr.-Werner,_the caretaker: "You need a'gééd £opy, Milan,
with some of your fggest writing." He was frequently
encouraged to do méré as with his kindé;garten story; "I'd

like you to add more aboutythe big good wolf who is wearing

After reviewing his writing‘folder in NOVember, Mrs.

magic shdes! "

Delaurier wrote, "You,obviously'énjoy writing and I hope

4

you will 'bind' some for the children to read." Like all

children in the class, he was asked to read his stories to

¥

the class.
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Milan also received cfiticism~when it was due. Whep he
didn't coﬁpieté hig asSignﬁenf in science as wellgas'he4
could havé, Hrs. DeLaurier's comment was: "This.is rushed -
and carelesé.> I wouldfhavé expected better results from \
you,"Miian." In the Social Stﬁéiés tesflthat he missed in
the morning but then completedcin the afternoon, Mrs. L
Delaurier was'disappointed wifb:his apbroach to‘thel
questioné. He finished part}§f the>tést which ;hé marked %,.
and then Commepted: "And now-for;paQe 5. I hope'you're

. .

going to give it all you've'gottr.';'You have 20/50 so

far.“

He received the help that he needed from frequent, short
éonferences'and responded immediately to the directidn;khat

H

he received.

A statement froﬁ the drama sﬁoys £he respect that Milan has
for his teacher.  When the chjldren decided that Mrs. ?
DeLaurier should be the captaih of the ship, Milah
responded with the comment "And can‘I‘bé‘the fi?st mate?"
Thesg comments indicate the very special relationship that
Milan has with Mrs. DeLaurier. It is arrelationship that'

woR}d promote learning. Similarly, Milan was encouraQed by

his parents and schdolmates, particularly Matt.

Thus, like Stacey, Milan exhibited definite physi

activities while he was composing. He showed
¥ . :

evidence of any physical ‘plan but it was appa ent that much’
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of the plaﬁntﬁg occured in his mind. The dialogue that he
éarticipated in §ith his clasShates and others likely
'se;vea_as a type of planning preeeSS;priof’to»his Qriting.
His ideps_uere influenced by_movies, bybhas peervgroup,
and‘bygthe games he played. Play .was an important aspect
of/hié/composihg process. Milan showed that he |
e;berimented with language and learned from such>play.
Milan enjoyed-drawing and was often preoccupied with the

type of script that he chose to repre-;

Milan was encouraged by hls parents ang. ,fuZ; dacher.

'His teacher prov1ded a learning atmosp} R ediation

that were important/aspects of?his compoiihg‘egyironment;

"

s ) R .
< Case Three: Melanie a4

\

Background

Melanie is a bright and attractive‘grade‘five student at
“‘Dupuis,Elementary School in Edmonton. The community has a
range of housihg available‘for all income groups.
Melanie's family coneiste”of‘her parents, a yopnger' o
brother in grade three and’aftwin sister. Jennifer and
Melanie are 'mirror-image' twins. Melanie is left-handed,
Jennifer is right-handed, and their hair curls in opposite
directions. ‘They have been in different classrooms for

the last three years.
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Melanie'and her sister were born in.Toronto but the family
‘moved back to Edmonton when the girls entered

kindergarten Mr Travis travels for part of each month
;‘and‘MrS' Travis looks after the home and family She is an

active school volunteer They provnde a strdng christian

upbringing for the children by part1c1pat1ng in daily

{family devotlons and regular church aﬂtendance o

-
-

Melanie is considered to be a good all-round student. She
L

likes to play sports like soqper and enjoys SW1mmIng and

‘/

)skating The two girls take»mu51c lessons and Since the
f family doesn't have a piano, they go to thelr

J_' grandmother!sfto‘practise. Melanie does well in. all her 1
9 : school_suhjects;. !ngf c '-" ﬁi .- y

.,@r R L _ R

’I“h‘e'-sc'hool is "an 'im'p‘ortant part of helanie's writ’ihg vorld-
since most of the writing she does is.at school" or is

Qstarted at school.. In my 1nterv1ew w1th Mrs. Trav1s ) s‘he
indicated that the school had been\a wonderful learninq

&
e environment for all three children . Sége\_sai‘d:w "L reall’

like this "whole language"approach.‘r 'She-ind&cated that

thy

thatgﬁs could take the risks to ‘be wrong She ‘thought ”i*“v ‘

that the 'mind-maps' that tﬁe students did ‘were really

oolaprovided a very éncouraging environment and N L

-neat._ She was impressed with the. library since they
learned research skills at a- very young age and they had

access. to many good books. . Lo s

- . s
. 2



,'has a full day Author! s Fair, where students dlsplay and

* . -

Dupuis School is very supportive ofwlanguage learninga
One day, when I entered the school there was a gathering
of chlldren, panents and teachers 1n the story readlng pit

of. the llbrary. In the center, there was a chair where a

hboy in grade two was reading a book he had written to

thoselseated around'him( A number of other children had

. ¢

already ‘read thelr storles or were waltlng to read. The

vboy had an exceptlonal beginnlng that prov1ded the settlng

g ,for the story and then proceeded to the detalls of the

\

plot which 1nvolved a crab chasing the boy ‘At the end of-

the story reading se551on, they celebrated w1th drinks and

’doughhuts, Thls was not an unusual occurence at Dupuis

School 51nce thlS sharlng occurred every thlrd Wednesday

"at noén throughout the year,

While I was at the school the teachers and students

',prepared a wrltlng dlsplay w1th wtltlng from across the ‘

. grades for a BE&LDY shopplng mall anh year the school

share their wrltlng w1th parentsh teachers and

\‘ N

vadministrators from the school d;strlct _ Most of the

% AR

vteachers have attended workshops in Language Arts and

T %

»Writlng. Donald Graves has worked w1th some students. at

\

‘ the‘schOOI as a follow-up to workshop sesslons.

These examples show the value placed on literacy in Dupuis ’

School and 1t was ev1dent that every child could be a

4 .
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,v"conference Writing" LIt was. a'time that everyone_looked‘

written in small groups. They were often given an

171

"member of the literacy club". Reading and writing was

» .
encouraged

finomany ways throughout the day.

A

Melanie's classroom was oné which encouraged literacy.

”The students were studying a'novel, Mystery at Cranberry

gg;m (Manuel,il981). Mrs. Thompson read to them from a
book each day. " In addition, they were giveneabout a half
hour of sustained silent,reading each day. Books were
evident in student desks, on shelves and lined across .a )
sili for diSplay. The.students had alsg been WOrking‘in a
current‘reading series which stressed reading and wfiting~

strategies. .

il

Melanle had many . opportunities to write throughout the

day. One oh-g01ng activity was what they called

forward to which was'demonstrated.when they cheered . -

"whenevercit was announced. This conSiSted of a time for

pre-writing in which students were: given'a chance. to

¢ “y

discuss their ideas with- each other ‘or w1th the teacher.

N

After this “time to get started Mrs Thompson’would askv
’ >

the class. to be Silent SQ that everyonef%ou‘d write with v..,

/ > ’ \
as little disturbance as p0551ble. Sometimes she timed
é

the activity Towards the “end of\a,half or full hour

session, the children could then«share ‘what they had

opportunity to share with the whole class.



Each child also kept a journal and they were generally

. wrote letters of opil
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.given time on Monday to write about their personal

activities and feelings.

‘Sometimes, during writing time, - they were given assigned

writing tasks. While.I was observing in the classroon,

~the student teacher assigned writing a tall tale to go

along with a story about Paul Bunyan. Following a
three-day environmental field trip to the Bennett Centre,

the students wrote St

ibout- their experiences. They - ,

A o _
"- . ° U ye
pwing a study of letters to

the*edltor in the Edmontonsﬂonrnal and were given cards

qwith writing activities that accompanied their study of

ilnto another wrltten format such as a story They wrote-‘

-

the neWSpaper. Mrs:'Thompson led'then through an "

experlence of wrltlng dlrectldhs and then. 1ntegrating them a

IS - A

,1etters to a nelghborlng school class to thank them for ST

the operetta that they had.attended Withln each of the *

s e

a551gned tOplCS each Chlld learned about a different

-

format but wasrglven cho%pe of content
' g-é‘ o ; A . )

Melanle s Cémp051nq Processesi.‘

‘. . ’ 4
‘.

AN
: S A .. . . :
Melanie liked to write by herself. " When given a writing

task, she generally talked with classmates for a “few -

"

moments’ before beginnlng but then started writing almost.
,immediately.'ll had’ the feeling ‘that Melanie participatﬁg»

.in-discussicn soAthat her classmates would not disturb her

o



once she started to write. This discussion generally |
involved talk about the other person's writing since

Melanie seldom asked for help frem anyone else.

After the brief cpnversation, Melanie would sit at her
desk, take out her'writing binder, and put a clean sheet
of looseleaf paper on the top of the binder. She-would

choose anAHEJpencil that was sharp but not tooﬁsharp and

wav

have an eraser ready. She liked to use a large
"Hand-size" eraser for corrections. Melanie .would

frequently, start by putting her name and the date‘in the
o O .

top right,hand COrner of’the page./iéhe would Ehén leave

room for'a t;tle and begln by wrlting sentences, 51lently

readlng what she had wrltten and wrltlng some more

‘Almost all of the wrltlng that Melanie\dld was by herself

She would help others by readlng their work or. by : ' '~a;

.- prov1d1n edltlng but ‘Sought very little help from anyone fd,
'_else, e day, as I ‘was’ observ1ng from the back table, o

Teril and Mellssa asked)what klnds of questlons I asked

{ffMelaﬁie in oJr fhterv1ew sesslons I replled that I

Jghted to\;noﬁ wne;é she goE her ideas from, who she llked B

. to wrlte w1th and-what she thought about’ when she was '

:writing They sald "Melanle 11kes to wrlte by herself

doesn't she7"- . ﬂ? e A,‘v. L A ,
: o o y ; .
P4
”When I asked Melanle why she llked to work by herself;

. she’ replied that she llked the qulet Anothernreason
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~)

\

which was dlfflcult for her to dlvulge because she is so.

“l modest - about her abllltles, was that she didn't feel that

she was able to get,much help from anyone else. ' On one )
: A R - . . B ] .

‘(occasion, she shared with Sharon, a girl who had just

f’transferred in# ﬁhk"ass but Sharon had only written

,_two sentenges._ asked Mélanle a. questaon about the
VK-tOplC of cleanlngzﬁgé hamster cage about why she hadn't
‘ glven the hamster water. "Melanie replled ghat it

&
because she had wrlften about_cleaqﬁhg the hamste

‘mnot feedlng the hamster. When she shared wath Jeah;ﬁnn,

Jean-Ann %iked to put Melanie to work in correcting her

l!

. *? [N )
- spelllng and glVlnq uer help w1th se%ﬁsnces. FiFnaAwanted

Melanle to give her ideas ‘of what.to wrlte about\ and

N 5

.Mellssa just wanted Mélanie's5approwal for heriown_w” o

' wrltlng Sometrmes she would sh&re Wlth NiCole, a. close ‘
* — ;m\\“‘-ﬂ: ‘o A k d

' friend§§and_sometﬁ%ES she. would share with Lana who could .

o

»help her w1th“%ev1slon. Y _ff~\ T L

If Melanie didn't know what she ‘was going;to wflte about

she W uld plan u51ng a 'mlnd map to allow her to relate

‘e [V

one event® to another. Sometimes she would just Write a

couple of p01nts as‘reminders for what she was 901ng to

\wrlte. . She carefully explalned that only she could )

understand the meanlng of such plans

'~ In most cases, Melanie wouldvstart-wrltinq4her draft at
' the”beginninq.o% the story and write quickly until she was’

-
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about mid-way through. At this point she frequently
stopped ard reread all that she had written, then made

other decisions before writing again. ‘ . ‘
. A o ¢

Thus, like Stacey and Milan, Melanie showed definite
physical activities associated with composition.

Observation of Melanie as she composed, revealed little

1

~evidence of a physical plan. Much of her planning

| occurred while she was thinking about her stories \

Melanie showed little awareness of her own comp051ng

processes, The follow1ng discuSSion will highlight those

\

- processes through illustrating ‘the oompOSing processeS‘

EAN

involved in one story. =~ . - L

" When Melanie wrote the story Fiz Whiz, she’had heard Fiona X

b

deCided that she should write about the 1nvention of a R

talking about the invention: of Cherry Coke.f Me&anie then«

sp%cial drink which she tentatively labelled as’ the . ’
oo i .

'"brilliant drink". . About half way through her 'A -

. composition Melanie wrote tﬁewfgcipe for, that spec1al

7 f drink She felt frustrated though because she was hav1n3ﬂ

L

difficulty relating the rec1pe to the rest of the passage

and was also‘"having a bad day" When she went home she

i

', expressed ‘her frustration.( Her Mom‘suggested ‘that she .:‘

think about it for a while. . The rest seemed easy, to
quote Melissa' "So I gﬁgrted thinking and then I just’

wrote it down and saw if lt made sense and thén I made the:



| good copy " It was 1n the process of thlnklng, that
Melanle solved her problem of where to put the rec1pe

She wrote “two concludlng sentences to finish her story.
_When I‘asked'Melanie if she»usnally planned, she replied: -

Not really SOmetlmes L ‘have’ too. many ideas stuck in
my-head and I have to put :them down on paper. . . I

~ have to write them down before I forget. I sometimes
plan in my head too far: ahead and then I forget,. and
‘then:sometimes it ‘snaps back and sometimes 1 have to
-bring back another 1dea.?v

Since it was ev1dent that Melanie would stop in the

middle, I asked her 1f she planned the endlng while she

. . . "" O ¢
was thlnklng. Her reply was:’ g?* @sn

"Sometlmes I don't have an ending planned but usually
-'when I get into the middle, I -stop and think about .an
eﬁdlng before I put lots of details in. So then I
can kind of foreshadow wo R AR :

T,Occa51onally, Melanle would go back and rewrlte the
'beglnnlng to SUlt the endlng that became ev1dent as she
was wrltln@.as she did w1th Fiz Whiz. M:re frequently,,,

 she would proceed and make necessary changes to ﬁhe next

’.parts as was the case w1th her romance story L e

IR
32
°

.Melanle began writlng the romance-story on January 19 and |
was’ Stlll worklng on the last two chapters in May There —~
}‘was no evidence of planning, ekcept that she wrote the
epilogue .(‘r,e"ally the. prologue) and t_he_ ‘blurb' which
described the plot before beginning to write the first

- draft. Melanie wrote this story during "Writing

= PR X B ‘
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‘Conference Time" and whenever she"had a free chpice of

. : - ' S f’: . AN .
what to write. " Because there were sometimes gaps of time
between'mriting sessions, she wou1dfreread'the previous

page and then begin writing There was no evidence of
| reViSion follow1ng any of the rereading phases. _Un%jke

\%Stacey, she dld little of her 'school writing' at h’_f. ;
" | g
Melanie‘s revising technigues were like her planning

if it "sounded okay". Shevmade very few changes. In mé

ycases the - second ,draft had neater handwriting and was
easier to read because she’ used heav1er penCil pressure
_'Melanie was an exceptionally goo fspeller She would.

"»A«

sometimes find and correct her spelling errors, -which were

few:f One . reviSion was, a change from "had found an’ 1dea"
" to "came up with an,idea".because she had‘yritten ﬂhad.
found an idea"'twice in thessame paragraph, 'Another '_

[

revision was from "His trial is going to be held on

"4Tuesday next week "oto "His trlal 1s on Tuesday next-

" .

. week." “: T T _g“'

"o

[ o

o\ w o . . A -

‘Usuall}, at the end of each.writihg session, the children
.were given a chance'to-share their written—work with the
whOle.class. Melanie mouldvlisten carefully to other

children readinggbut she seldom asked a guestion. I did

not,see,her.vo;ﬁnteer to read her work even once during my
' ' r] |



observation'time. Last year when the children were,

Y

[

selected to share their written work with a few people in

- a spec1al session, Melanie conSidered it an hono? to read

her writing. More ofteh she would skare w1th Mrs.

4

gThompson for it was from her teacher that she was able to .

T : . . ’

a

hid
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get the help she needed _ ' _ _ LY

One of the lessons in writing was to learn how to write an

explanation Mrs. Thompson had been to a -session on

writing in the content areas given by Taffy Raphael at the

local International Reading Assoc1ation_Conference in

April. After receiying‘a lesson in informational writing,

the students were asked to write an explanation. On

,Wednesday, Melanie began the writing aSSignment

immediately She began by describing the background to

'the explanation of how to clean the’ chalkboard and thenc

'started to write the. explanation At that pOint she put i

\
l

- '

up her hand and asked Mrs. Thompson 1f she should start a .

new paragraph Mrs. Thompson helped Melanle decide by

. fexplainihg hat one paﬁt was the background and the other

part was the actual explanation. Melanie then began a new
paragraph : .

- te !
] .

on Friday, the class was to write an explanation about a

topic of their own choosing Melanie began writing

immediately and proceeded w1th the writing, rereadlng and y

' writing\aS’was customary. She then put_up her hand to see
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if Mrs. Thompson thought that she should start a new
.'paragraph and Mrs. Thompson agreed.

~

In mYlinterview on the following Monday, I asked Melanie
’if she was having difficulty in figuring out where to
start‘a new paragraph ;She replied that she knew that-she
was, to start a new paragraph if she changed speakers and .
if the next topic was abou* somethlng else She said, "I
‘don't remember having:trouble with them before‘we started
taking them." (meaning the class was doing some—exercises

on paragraphé).

On the Friday of the same week, Melanie-Was writing a

thank you letter for the operetta-that they had attended.

"¢ 'Melanie asked if‘theldescription of the tmo characters
?ﬂa'h that she hadhenjoyed should‘be in one paragraph or two
%foﬁg_ paragraphs.' MrsJ‘Thompsonﬁs ansver was that if she told a
fi;-;;plittle'blttaboht:the characters, it could be. in one

ﬁfﬁ‘-- own paragraph Melanie solved her problem by enlarglng onxf
g - . " 49 9
~ the description of each character—and maklng two '

v za\paragraphs 1n the - final draft.
. B ‘\ . ey - ,
","{ Thgs example is c1ted to show how Melanie was able to

r

learn abouﬁuene comp051ng technlque w1th the help of a
supportive teaoher. Together they solved the problem of

paragraphlng so that Helanle galned from the 1earn1ng
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experience. These instances 1llustrate how Melanle

integrates her learnlng experlences into her wrltlng

. They show Melanie's concern'for form in comp051t;on.

In addition to learnlng from instruction, ‘Melanie showed

‘that she was 1nf1uencedfby storles that were read to her

¢

and that she ‘fead on.her own.

B
ﬁ’,’. N
CI .

Melaniéiwas an early reader. Although Mrs. Travis was

J’l

uncertain as to whether Melanle was able to read before
she started school she was aware of her attemgts at

gettlng meaning from prlnt She remembered the two girls

" reading the’ Berenstaln Bear s 'B! Book ‘and - lanle looklng

at a word and f;gurlng out the 'B"whenvthey Were five.
“She indicated that they read a lot of_Dr. Seuss books and
| watched repeat sessidns of "Sesame‘Street" ’ Mrs. Travis
explained that "there isn't a lot that you can do with

three preschdol chlldren except to, read books and watch

‘o T.V." . ) . 4

Both Melanie and her sister Jehnifer were good readers in
grade one. Melanievrecalled them being bored and
frustrated as they waited and listened to others read ih
their reading group when they could hardly wait to read

themselves.

Melanie cqntinues to be a good reader. Mrs. Travis

indicated that she wished they had more time for reading.

W



They likely read more than the average famlly since they

- have no, television. Addltlonally, Mrs. Travis helped the

school librarian on a regular basms and read much of the
juvenlle flst;on that Melanie andyJennlfer might be

1nterested inT §he'told me that she llked the books by

Laurence Yep, Jane Yolen and Madellne de L'Engel. She

’liked to recommen books t@:the glrls that would help in

\ .

'teachlng some moral values ‘ Melanle 1nd1cated that she

llked to read the books that her Mom, had read that she
was pieased w1€H”hér Mom s suggestlons of good books to

read. 'Melanﬁe kept iists'of the books she read and
. : . - ¥ ‘ . N
indicated that she could be reading more than one book at
. . \I - .

" a.time.

- . . , N
According to Melanie, one book that had an influence on

her writing was the book'Voyage by Adele Geras. She
started readlng it because of a partlcular "mushy" part
that several girls in the classroom had shared. Melanle
read the mushy part and then went back‘to the beginning
and read the book in its entirety. iheibook is the story-

of a group of immigrants coming to NeWw York in a.ship and

_their trials while on board. Two romances are started oh
\board the ship-and it is the éne romance that Melanie uses

|as a basis for her story.

Afternreading'VoYage Melanle decxded to write a romance.
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She used the name of 'Danny' a ma%n character in the book



“and also the name of her cousin as the boy in her story.
A1l of the other names were names of classmates Thls did
not seenm unusual in this classroom since there were
segeral.studgats who' were writing "chapter" books with

‘main cﬁaracters named after their classmates. , -

There weren't many more.similarities except in the use of
. R . v B ) :\ - ' . 9
chapters. Melanie‘decidetho delete-kissing scenes from

A

her»writing'beoanse she thought that everyone would be

: ;In deletlng them however, she was aware that

,}he.impetﬁs'for a story of romance,  the

coe

Farm had led Melanie to .

:-Ea'.fathranber
_ avmysfery sfory too. Melanle indicated thatk
‘~aéshe would also like to write some comedy When she was in
'grade four, she wrote a Valentine Story with a special
coding to figure out secret love messages and ended the
story with a laugh line: “You“phoney haloneylﬁ PSR

J/

: Melanle's extensive reading has probably contrib%;ed to
her knowledge of language. In her story, The
Disa9901nted Couple, she’ has used * * * x _to show that

time has passed. When I asked her where she ‘got that idea

-from she showed me Gordon Korman s book No Coins Please

which useS-those symbols to‘show that time has passed.
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1 was surprised-when she talked of the concept of .

{gpreshadowing' and asked her to explain it. Melanie said

4  that it was what they did in the Hardy Boys books. ‘o

gaid: -

I just finished a book on Hardy Boys and it's called
sinister Signpost and there was a man named Barto and
. he wasn't very important and there wvas his brother
. Vilnos and he was sort of important and I didn't
~ really think of him as a criminal till later on.
~ Finally they searched Barto's room and they found
' fingerprints on the telephone and it was his brother
Vilnos'. So the author was foreshadowing Vilnos at
the beginning. v ]

Melanie shared her folder of stories from grade\four with
me. On; section of the tolder@}ndicated the editing
skills that Melanie would be résﬁonsible for doing in her
own writing; They were: _ N
1. Capitals - on proper nouns and at the peginnind
of sentences. ‘ ' e
2. Périods, question mgrks |

3. Quotation marky for conversation.

I then askeéﬁﬂélanie to explain what she knew how to do
now that she was in grade five. She indicated that she
knew how to write interesting sentences; and to eliminate

J

the 'ands' and the ‘thens'. She said that she knew how to

‘'write description. Her story 1n'_piggpp91n;gg_gggplg

shows her ability in this area:

. 'About an hour later Shannon woke up. She looked at
the clock. 5:30. She rubbed her eyes and said
"5:30? I better get dressed and going if I'm going



to make it to Loi's party." Shamnhon got up, sighed.
and walked drearily to her bedroom. She went to the
closet and opened the doors. She was looking for a .
dsess that would 'attract fine young-looking mepn. Sshe
pulled & red satin dress out of the closet. She put
it on and looked in the mirroy. It came up to the -
-shoulders and went around to the back. The dress
went to the waist, and at the waist it spread out a
little wider but it clung around her legs. She took
off the dress and iockad in her closet for anotber
one. None of them looked appéaling to her, so she
decided they wouldn't attract men.- Shannon ¢ecided
to wear the red dress. She went to the bathroom and
started fixing her nails. She then put the red dress
‘on, She got ocut her makeup kit and added, "I think
I'1l put on rose red blush, rose red lipstick and
pink eyeshadow. Uhhhh yes. Now the final touch. My
diamond necklace! Now I better get going!"™ Shannon
raced to-the door and put on her red high heels.

Shannon put on her fur coat, grabbed her purse, am¥

dashed out the door.

When I askqd.nelanie what she was expert at, she said
lpclling and reading. Melanie had very few spélling
mistakes and was able to giye other chiidéen help with

- spelling. . The class was not.using any' spelling series
‘this year which Melanie thohght was "juht finé“. When I
asked horuhbwr;he learned to spell so well, she exﬁlained
that when she was in grade two, the teacher said to spell
the word the way you think‘it shoﬁld be spciledvand then

‘put'a cloud around it and she would give the correct

spelling,
Jf‘

Despite Melanie's knowledge of what constituted good

writing, it walkintorosting to note that most of the
4

obvious revisions were to handwriting and the appearance
o .

of the written piece of work.
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' - . . .
Discussion in my interviews with Melanie revealed that she
understood and implemented many writing techniques. She
found it difficult .to discusa where she obtained her ideas

or what thoughts were in hor nind as uhc conpou,d

Melanie is a Very sensitive and shy child. I felt simost
cruel .in asking her to divulgc her preference to w&rk o
alone rather than with others bechuse she was not gaining

» - .

&
- that much from working with other classmates.

In the journal, where I had requgptud thdt:tho students
write about tho;r thoughts and i&nal as they were writing,
there were téo pages filled. On one page was a drawiné of
' tha dress that Melanie had.plannod for the main character
in her romance ltqry. Melanie showed thatEQilcutlinq

something as natural as writing was a difficult task. J

. .
Thus, Melanie demonstrated detthitc_phxsicalaactivitios

wvhen composing. Although she wal,ttluctkht to discuss hers

conpostnq processes, it was apparont ghat she yai~ .
1n£1uonc¢d by her rcading and by class inltrucxion She '
implemented many ideas from cading and was lookinq
forward to trying various typgl ofg genres. Sho wroto
romance story following tho roadinq of ® ronantic book anﬁ
was looking forward to wrftiﬁg a nyatcry tgpry follovwing

the class novel study of a mystery. Her close ' ' °
9

+

(

/«

L

8

relationship with Mrs. Thonpldh allovod Ner to learn aMout * .

writing which she dcnonstrafod in h.r loarn}nq about
"A ] [
F 3 ‘,’:
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baraqraphl. It was equally difficult to deterniﬁe her

feelings about writing. o

.

In observing Melanie's writihd processes, I noticed the

" ease with which her writing tobk place. There was no

avoidance of the task at any time. Melanie started,
immediately and always coiplcted her work. She indicated
that vriting: was easy and said that she didn't understand

186

why othor -tuapnts night have difticulty with writing In

observing Holanﬂo writing in the classropm, assigned

'tOPICI were as iﬁgcésstul and as easy as her own choiges.

I.got the toofing that for her writing was as fluid and

natural as speech.
. ]

( .

When I askod_Holanio'which were her most suécessful pieces
of vriting she answered, the Valaﬁtine Story from grade
four because -h; had never written a story centered around
Vaicntinc's Day. She also nﬁmod two probes that were
given for writing as:cssncnt; One was a picture of a
little girl looking into a‘b;riol; the other, ‘a story
starter that began: " I had walked past this wall many
times, but I had n‘vog seen a door in it. There it was,

open just a little. Slowly, I pushed it open, and. . . ."

Despite the ease with which Melanie wrote, she did not

. - have an easy time of explaining her processes.
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yxelanio‘waé‘being encouraged il a-yéung_rdaer andlﬁritcr

~ .

in many important areas of her worid. At home, Hclanid'-
parants valued reading and writing. Thoy cncouragod hcr
end?avdrs. At the end of grado four, Helanio and Jennifer
broﬁght their stories home and read them to one another.
Mrs. Travis hds saved all 6f Melanie's writing since she
was a young child. She didn'@ fret over éhp writing
backwards' of she preschooler ahd she hidn't worry about
the errors: in grade five. Mrs. Travis encouraged Melanie

by exposing her to good literature by §ood writers. She
encouraged the writing by giving support.

“ )
.

At school, Melanie's teachers had an understanding of the

importance of language in education. Melanie was
encouraged to be a risk-taker because she knew that her
b;lt cffortt'wouiaiSQ\fewardod. She was writing a romance
during the weeks that she vas observeﬁ bu; she was
pianning tao write a nyltory story and lai; comedy. Shq

knew that her oftortc would be acccptod and>that she would

{

H.lnnio enjoyed writing. It was easy and she was learning

'roccivo the hclp cho required.

more about writing as she read and wrote stories. 1In the
ihort time that I observed Melanie, she had learned much
more about paragraphs and had written several chapters of

a romance story, self-censored to suit the élaas;oon

\ - ~
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audioncq. She was considordaian oxpirt in the-classroonm,
. ® s

) an accepted member of the group.
V summarizing the affective influences of Melanie's ¢
composing prqcoisol,a it wvas apparent that Melanie composed
in a supportive environment io;'ovidod;hy he? family; her
tcachcr, Mrs. Thompson; and the school. Her clauu;;u
roalizod that she was an excellent writer although
Teluctant to share her ptoriu. Melanie felt that writing
was very easy and onjngd c;mpocing yet has difficulty-in
discussing 'it. This was demonstrated by her reluctance to
share wfbh other classmates. She was reluctant to write
about hcr composing processes in the journal provided and

-

was very shy about ‘ilcuuinq them with me as well.

Melanie's composing processes were affected ‘by her reading
and the planning whic\h téok place in her mind. Although'
she had a‘well-defined set of physical activities
associated with writing, there \;rap little evidence of .
physical plans. Revision of her writing frequently

_ involved correcting her spelling and making the
handwriting nor: legible with .iu:tlo evidence of changes

in organization or content. Melanie ;njoyod composing and

demonstrated that it was easy in the encouraging ¢

atmosphere providod' by her family and teachers

188
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aMt.hcy are ‘quito different from the
7 ),"ﬁl thet they are in the process of
, . f
Row % 9{& and have had. tcwozly‘ars in which to
_ fra!?’éf writing or experience life. This
;Y%%nary, izﬁ around the research questions, may
: - Pl

5 P
* ‘assist in ol o er_ developing writers and may .
_, jg _

% t‘o‘ the publishod wtitcrs.

provide q’ﬁoﬂﬂ ﬁﬁbaﬁ%

a. at% qir&?qrs dnonltratcd preferences for a 7
9 A“%‘ Y uv(\; 3

% j X icg}. fotting and lhowod definite pr.fcronc“
\\&, . 5’6 ‘»; ,P"". " 0y W
i‘i‘a doulgr’ %tooli and paper. All suggested that

th&y liked to write in quiet lurroundi‘:qt. Stacey .
proforrod an HB pencil and lined papor indicatihg that she

+
'hated' to print. &Sho likod to writo away firom

, ",gﬁ -

intorruptiom vhere sh ; uld look out of the window.

Milan liked to write at tﬁn back of the classroom sitting

in a particular old oak chair at the table ‘Qr counter. He 1
, nid that ho likod to use a "Paper-Mate" pen, but he
' frequently used a black calligraphy pen for his finall\

drafts, _pa;tiéularly if his teacher was using one.
P . a



Although he indicated that he liked 'td write where it was

) quiet, he often wrote with a peer, espocially Matt, a quiet

-; -!riond Hclanio lhovod o particular prcferoncc for a

plaso in tho clallroon, but she placed a sheet of paper on .
a hindor, put her name in fo upper riqr! hand come?' of
thn pipor, and disponsol with any outlido interference

['hnﬂérg nhh staxtod to wtite She preferred poncils that
.<uoro_!aharp but npt ‘too sharp" and lined looseleaf paper.

\v

'Nonb ot tho doveloping writers showed evidgnce of much

wr@ttcn plahning. They suggested that most of their

7pianninq was *in their heads". Stacey spent considerable

tine igithinking of a title before she started to write.

Although Milen had few written plans} he‘participated‘in
sovarnl sto:ytolling sessions prior to and during his
conponinq phau.b Melanie admitted that she would plan

*only ocpationally" by writing a 'mind map' or by jotting'a

fev poih:l’on énpor to help her retain her ideas.

l

0bgarvation of many sessions of composition showed that
both Stacey and Melanie had similar patterns while writing
They vquld begin to vrito, read what was written, write,
and continue in this nodi until they had either completed
the composition or had no time left. Milan's pattern for

composition was less obvious. At times, there was frequent

' dialoguing with a classmate as he wrote. At other times,

he would write quiotly by himself.
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All students indicated that they liked to write ‘fnq
. k]

stories. Concern with lonqth seened to be a measure of

success for the children in both classroonms.

)
& .

Following the writing.bf the fir;t draft, few revisions
‘were made by the developing writers with most Scinq
revision of spelling or improvements in handwriting, maigly
fo? appearance. Each writer dcnon‘%ratid‘intoroct in
revising another facgt of composition, frequently with the
guidance of the teacher. Stacey worked at choosing better
words for 'said' obtaining gquidance from her te;chor and
help from her stopna?hor,ﬁinilan received qu%danco and help
from his teacher for providing more information about his
ideas. Melanii’souéhE'Q’lp f?\l&h.h teacher on
paragraphing which boc;;e a focus for revision during the

period of observation.

The cqmposing processes of the young writers were
inflyenced by some of the same things as the accomplished

writers. Two of the dcvolpﬁing writers were influenced by

the they read or had read to them. Stacey's stories
showed the effect of the structure of ‘a story with!.’a
story' that she borrowed from m_x_ggg She Q.ll.d many
other ideas from literature as well. Melanie showed the
influence of a particular réﬁancq she read before she wrote

her own romance. Similarly, she planned to write a mystery

and some comedy resembling stories that were read. Milan
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- vai,losi influenced by books than .by movies and games. His
EL' — stories represented linilai adventures to those experienced

in movies such as mml_gx_:m_m&m:k the gane
, and conputcr games such as Ultima e

;Th‘ ‘b?é}oping writers participated in dcliqhﬁful language
play. Examples are Stacty'- illustrating of her titles and
" the word play involved in her ltorz_ggnpgn;gxggnz. Milan

" experimented with the type of script used mainly for his
final .draft vor‘ionl. One piece was printed cntirely in
01d English script. Holania showved an.interest in learning
to write different typcs of stories including romance,
mysteri@® and comedy. ‘
All of the student writers demonstrated an apparent lack of
avarensss of th.ir'COlposing processes. Although they were
prolific writers, none éonplctod more than two pages of a .
journal designed to record metacognitive thoughts. They
were often unable to give the source of their ideas and
vhen asked about the formation of ideas, the common reply

\ was: "I don't know, the idea just came."

All of the students enjoyed writing. They were encouraged
in their efforts to learn to rc#d and write by supportive
families, friends and teachers. Thoir -chools provided

literary experiences which encouraged language lcarninq.
N\
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' BEach developing writer showed a close rclaéionship \w?,
é

his/her teacher. C Lo
Thus, although each of the stugdents represented diffétring
backgrounds they exhibited many similarities in the

‘.

composing process.

1yJ
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- CHAPTER VI
). s ‘
EXAMINATION AND DISCUSSION OF THE CASE STUDIES QF‘THE

ACCOMPLISHED WRITERS AND THE DEVELOPING WRITERS

: Qverview
N )

In summarizing the dita from the pbservatiqn of the

composing p esses of three young successful writers, I

identified the major themes which evolved. ‘ These thepes

-

are organtzed aroun# the research questions and the
findings related to the them whi;h emerged from\the study
of the accomplished edult writers. The small samé;; of
students as well as the per;éna ized selection of
recognized authors may limit the extent to whiChkgﬁe

* £indings may be gngralized however many will felate to
other studies in the field of writing and Qill be reported

where applicable. ‘

\ | | P

The findings of this study of four accomplished writers and

»
' three young wrigorl will reflect the research questions
(

\\:pqt provided guidange for the case studies. mheTtindings

N
\

will include the physical activities ‘that #he writers
ity, their

pgrtic)patcd in inc their patterns of

Prafergnces for a payticular writing environment, the

loﬂigp of the products, and preferenc
[}

ucribt. The cognitive processes of the writerd will be

for a type of

\

194
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porteé\including the planning and revision proceeiga. As
e
well, a number of perceived influences on the writing
processes will be discussed. This study was designed to

<
achieve an uﬁderetanding of the nebaeognixive alpects of

[ e
-

}he ponppeing processes and the role ot the et;ective

'donain on the compesing brocess which will be discussed in

thfe section. As each of the research queetions %s o
. L4
dlscussed épmparisons will be made between the , .

accompliShed\\yiters and the young writers. The case ,
studies of the accomplished writers revealed elements of

.~ . . )
the composing process that were not observed amongst the.

young writers. These will be reported briefly in a separate

-

section. .

Each young writer!showsd a well-established pattern for
composition. “

. ) ”
Stacey preterrea\a yellow HB pencil and lined paper, either
looseleaf or paper from a scribbler. She eﬁent some time
thinking about a title and then proceeded with her writing.
She wrote, thep read what she had written and conflnued |
with this sequence unt}l she had finished the piece.
Altnouga Stacey denonstfated that she could write anywhe;e,

she &iked to look out of the windows at school 7\d would
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seek~quiet surroundings'awaw from her toddlerfbrother at
home. L . : R

: | _ , ) S
' Melanie's pattern. was similar to-Stacey's. She too, liked

to use.a pencil with a sharp point. She preferred lined

beginning to write.‘ Melanie liked the quiet solitude of
" her own bedroom and‘showed.strategies‘for obtaining-
‘relative quiet‘for‘writing‘in the classroom.

o ‘\.‘
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: paper, usually looseleaf which she placed on a book before"

Milan 1nd1cated a preference for a "Paper-Mate" pen for his

| writing He frequently—chose a calligraphy pen to complete

the. final draft., Comp051tion took place at. the back of the

: classroom where he would choose a particular old oak chair

. w1th a straight back and use either the counter or the

' table for hlS writing surface. He too, liked,to‘write
'where it was quiet ~ He was frequently seen_writingwwith

AMatt a. quiet friend.

As well, each published author showed‘a-preference:for a .

: particular physioal.setting for'writing.

‘_Monica Hughes prefers‘a'black 'Bic' pen‘and lined iooseleaf
_-paper She formerly wrote at the dining table W1th her )
back to the garden Now, she has a study where she .

indicated that:she‘was 'learning' to work. She maintains,a

.Schedule of daily writing from 9:00 o 12:00 now,_although -
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,when she first persued wrltlng as a career in. the early -

1970 s; she wrote from 8:00 to 12:00 each morning.

Eudora Welty 1nd1cated that she llked to write in her
second story bedroom where she could "look out to the
world." She sald thatvshe ‘could wrlte anywhere but |
'preferfed to write'at_home'because she>is an early'riser.
Most of her wfiting is done‘in the morning. Welty s
rev151on process is very phy51cal too in that she wrltes‘>
very qulckly by hand and then, if she can, completes the
entire piece in ohe s?ttlng Shevthen'types the piece and
makes :evisions on the'typewritten-cqpy. She. uses scissers
,ahd7straight pins in e very deliberate.revision Stage,
suggesting that the pinning ellows more flexibility'than if

she pasted a change in organization.

1]

.Margaret~Laurénce\expressedua‘preferenee for .pencils and
scribble;s for her writing. Her manuscripts'for-novels
consisted of severalvsciibbiers all written in longhand.
She/would writetfive .ays a week for four to six hours per
dayhekéept whendshe Wwas completing'a‘novelrwhén she would

write lbnger.\ Kfter completing the piece, she used a

typewriter,to make revisions to the handwritten copy.

(

John Steinb@ékvpreferred several shafp pencils and paper
from a ledger or yellow iegdl‘papef; He deveioped a callus. -

from Ehe daily writing which took about six hours each day.

&\/—y | . | ,
. . . . .
. ’
. -

-
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"
Generally, Steinbeck would write 1engthleéfters5to‘friendS-
and associates before beginning his compositioné.

All wfiters expressed a definite preference for writing-

e

tools and pgpe;uﬁqqlexhibited a specific way of writing.,
Published writetrs were able to adhere‘tg;aAspegific |

_— scﬁedule thet alloved for éxtenéiVé periodé of‘bf
unihte?rupted writing time. The %émaﬂds of avschool;day
and timetable scheduling necéséary'to,complete.the' |

" requirements of the curriculum made it almost impossible.

for students to implement a schedule for their own writing.

It appears that the idiosyncracies of the writing craft
contribute to the 'magic' of the cohposing process at a
very early age. It is{perhaps.necessary to contrél the
physicdl environmeht'in order to deal with the complicated
and abstraét nature 6f the composing pfoéesé. Very ;ittle
attention has beéﬁ‘given in_other fésearch to the physicali
proceSs..'Further résearch that would compare the physical
procésses of good and poor writers may lead to insights in

*

this area.

e

- Preferences for a particular writing environment.

Each of the student writers indicated that they preferred

quiet surroundings for their writing.

N

Stadey had a two year old brother at her Dad's home where

she stayed part of the time. She ‘liked to be able to gét
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S
away from him and write where, 1tﬂwasyqugét. Much of her"
‘wrltlng was done in an upstalrs bedroom or a% her Mom! s
where it was frequently qu1§tf t school, Stacey éhowed
that she was able to writelﬁlmpst anywhege; al;@gugh_she '
v o A e T
preferred to lodtk out the window. R '

- - N N . -
. . - L e
. KN

Melanie also has a younger brother. She"sdid'that'much of ‘\d[
the writing that 'she did at home. was upstalrs in her '
bedroom so that she could get away f;om her brother. She

:~ ‘a . .
also demonstrated strategies for gaining some quiet time at

school. She would spend the first part' of. each writing .
class in quiet 6bhference with another student either
helping or just reading the otner student's work. She

would then proceed with her own work,.uninterﬁﬁpted.

\

Milan moved phy51cally awvay from his classmates so that he
could work quietly Qn his own. He frequently chose Matt to
work with because Matt was quiet. Each boy would talk

through tpeirfcompositioné, then proceed to wofk quietly on

their own.

Few comments regarding the need for qﬁiet working time were
gleangd from interviews with the published authors. It can
bg‘notéd however, that éaqh writer established a scheduled
time for.writing . Margafet Laurence eStablishedﬂworkiné
‘hours which were posted on the gate at the f%ént of her

cottagé in England, presumably to avoid interruptions. She

indicated in The Diviners that she disliked interruptions



200

from friends and neighbors yet felt guilty about feelihg

-%isb way.

Monica Hughes commented only that the work of an, author wa;_
‘"a very 1onely business" despite the fact that she regards
- writing for children as being "very joyful". When she
first began to writerprofessionaliy, Hdghes established
worklng hours e f1t the schedule of her family of husband
_.and four schocl-aged children. She has varled little from

that now that her children are grown and away ﬁrom home.

_The structure of the two classrooms where I observed

allowed the stndent writers to be able to write in relative

o, .
N -2 N
.

;'quiet. Both_ciassrooms allowed.for extended writing time
_where it,éppeared that encouragement from'thevteaoher and
~agreement by;students resulted in guiét writing time. ﬁrs.
Thompson’usedlaftimer, which she set for at least five
minutes-resulting in quiet timezfor student writers.
-_Additionally, each writer: devised their own methods of

; being able to work in quiet with few interruptlons Thus,'
it appears that extended anet time was an 1mportant

environmenfal factor for theloood writers.

1

ength of Product

All of the student writers that I observed wrote long
stories and indicated pride in being able to write long
1 : ‘

stories. Although tne teachers of the stjdeyés‘involved'in

» ~



the study, did not once indicate that length was an
»importént.criterion for godd writing, several students in
both classes indicated that the students that I had

»

selected to study and other stﬁdents not selected were good

writers because they couldiwrité at length. ° | ' e
Stacey ehjoyed,writing long stories, ‘At ﬁﬁé beginnin@'df
the composing phase, she would staple twelve tozfourteén f
sh?ets togethér planning iong stories. Milan, too,
-preferred to/write at length; On my return viéit to the
‘classnoom for~tﬁg‘purpose of celebrgtiﬁg the children's
writing, Milan-ééiécted his Ghosts series to’sharé with
classmates. They wére somewhat dismaYed when they realized
that noohe;%lse WOUIdAhave‘timé to share tﬁeir writing
because his collection of stor}es was so léng. ;Melaﬁie was
also involved in writing a long sﬁory; She had started
writing the story in January and-on May 1 was workinq{on

the fifth chapter, anticipat;ng writing two more chapters

before she Qas.finishgd.

These students valued long stories and.showed that they
were capab}e of writing at length for sustained periods of .

time. It/seemed that length was a measure of their own

!

persiste@be and ability.” They were also_cépable of writing

!

shorter #ieces., Each student showed competehge'in writing

/ : _ ,
brief letters. All could effectively write a
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paragraph-type answer to questions in social studies and

science.

Published wfiters,.bn the other hand, showed no concern for
length and it was only the needs of the publisher that
dictated any kind_of length. To the published writers, the

length was determined by the story they wished to tell.

It appears that the ability to write at length may be a

phase in the development of the compbsing prbcessés‘of

)
rs

students. Qﬁeétioné“occurééd{to’méf Are long stories the
result of an attitude éhat.beﬁﬁg agiecto write at léngth i$
: vélued over beihg able to wfite succinétly?llIs writing.éf_
length one stage in the loﬁg deveiopmehtal ﬁrocess of ¢
learning to write? Is the ability to write at.leﬁgth an
example of fluency beforeICOntrol, an observation_of
writfen language develoément as well as oral lénguage
dgvelopment? Because thése eleven year old students
diffeﬁed markedly from the published authors in this.
respect, research on the length‘of studeﬁt writing‘may‘
yield'needed'inforﬁatibn ahd'ap§wer éuestions about length

1

.of>anuscript.

t

Preferences for a Type of Sgript.

AN
Related to. the physical activities of compdsition-are
preferences for types of script. Each writér expressed some
‘need in this regard. . o : o

-~ ; e



203

Stacéy*indicafed that she would always use cursive gfiting
because she 'héted'vprinting. When.i.beéan my observation
‘in;her claésroom,‘stacey hadvjust receivéd a typewriter for
Christmds.' She was daking valiant attempts to use the
typewriter for final’drafts, but because of fyping errors,
Sarah; her step-Mom, would help hef byityping most of the

final copy.

Al

'Milan frequently chose printing for his mode of expression.

— o , o
assignment was so preoccupied with the use of "Old English"

He seemed to be very conscious of the script and for one .

sCript €h€t.the.coﬁ;ent of his written work was very short
and exhibited several errors in sentence construction.

Milan frequently used his calligrdphy pén for first draft
writing, and aimost always chose calligraphy for his final

draft.

.Like Stacey, Melanie showed a preference for cufsiQe
writing. She was very conscious of the final draft in that
she took special care in making the handwriting légible'and
dark enough to be readable. Melanie was looking forward to ‘
the completion 6f.her-1oﬁg story becaq?e a parent helper

~ would type it for her and she could then have it

'published' - put in a final form with hard covers, tifle

pages, dedication pages and notes about the éuthor.

N

Of the published writers, the miniscule script of Steinbeck

is most notable. 'All of the published writers studied
. \. ‘ o ‘ G
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began’ by compbsingﬂ?by hand" and then typed the second "
draft of thé original/handwrittgn piece. All expressed the
notion that the typing of the piéce‘removed'the personal

| qualities of the composition and to that extent it Qas
easiér to revise wheﬁ once-removed from the originalT —
Margaret Laurence did some Qridinal composition on the
typewriter but confessed that it didn't feél quite right to

her. o ‘;
P * .
‘Again, it appears that writing is an artisan's craft. 1In

Writer's At Work, editor Cowley illustrates this point by

- ¢
citing the example of Ernest Hemingway who used to have the

B

7

feeling that his fingers did much of his thinking for him. ‘.éﬁgé
After a car accident in which his right hand was damaged, i
he was afraid that he would have to stop inting. .With (
Heﬁinqway, as'wiﬁh many other writers, the hand’was viéwed

as an important extension to the written product and the

. final product was viewed'as'another important part of thé

compoginq'précess. (Cowley, 1958)

Writing appears to be a mixture of cbnSCioﬁs and
_unconscious elements. Many writers try to maintain control
6ver some of the coﬁscidus elements. Truman Capote even
‘r?tains some sup fstitioﬁslelements: he shuné yellow roses,
will never tratel on én‘aifp;ane with fwo nuns and will not
allow three cigar tesfin an ashfggy, He says: "It's N
’fenqggss,‘the things I can't‘ahd wohit.ﬁ'But I derive some

e
. »
”, . o '

. K
v -+
. "
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curious comfort from these”primitive concepts."_(Cowley,
1958, p.298) While Capote's needs may be eXtreme; it is
interesting to note that all writers that uere ebserved
showed tendencies towards a control over the physical

.
environment of their writing.

'An examination of the physical activities associated with
'the composing processes of good young writers and ,
profe551onal wrlters showed that each writer demonstrated a
definite preference for a partlcular manner of wrltlng,
including the'selectlonrof tools and paper for writing, the
choice of a time of day to write and a particular habit in
drafting and reuising.' Each writer showed a preference for
quiet su?roundings. The young writers differed from the;

professional writers in their preference for writing

-lengthy pieces. The selected professional writers,

. certainly able to write at length dld not state len

criterion for good writing. . w

' This research suggests that teachers of wrltinggﬁged to

their students. Students should be abl,}f fyioose tools
and paper for writing. The classroom enVﬁ thent may. need
to be modified to prov1de the quiet settlngﬁand the

'extended.time that good student writers appear to requiref

ES
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5. What Are The -Cognitive Processes of the Writer?

.:To gain an understénding of the composing rrocesses of the
f"wriﬁers studied, the elements of planning and revision were
" observed. Additionally, there appeared to be ways in which
the composinq.processes‘were influenced. These ihfluenéés
will be réported separately.‘.Finaiiy,‘metacognition‘of the
composing process was researched and will be réported.
Although thégelements of the composing process are reporféd
separately, they are interrelated and as such, the r;adér

musi understand that the impact of their interrelatedness

is much greater than the sum of the elements.

Planning

a r
h]

Among the student writérs, there wds little evidence of any
written plan, however éll admitted to thinking about their
writing beforéhénd. Stacey indicated that she planned in "™
her head and that it took her quite a long time to decide
on é title. Once she had decided on a title, the thoughts
just "poured out" of hgr head. Kilan showed little |
evidence of any written plan. The talk that he
participated in may have been a rehearsal type of planning
for in his interview with me he told the story that was
depicted in hisuwriting. His discussion with Matt on a
subsequenf dayldas an identical retelling of the writing

that he had discusSed with me. He was very familiar with



the format which was similar to Raiders of the Lost Ark, a

movie he had seen "millions of times".

Melanie showedimére written plans than ény of the studeﬁt ®
writers, but that may have beén because the clasé was .
required to shpw plans. for their writté% work.' She -
demonstratedlherfability to produce a 'mi?d map‘»tbaf
showed a networking of related ideas. Most of the‘time,°
she Said that she had too many ideas in her hééd and she
just needed to write them dowﬁ. Once when she had
¢ifficulty in thinking whét she should wriﬁe aboup, h;r Mom
encouraged her to sit and think about it. That solved her
problem and she then chénéed the origihal idea of her
story. It was interestfng to note that in her lengthy
stonryy, the prqldgue and the "biurb" were written before the

story thus giving the essence of a plan prior to writing.

Studies of the planning processes of writers ha?e focussed
on the number of minuﬁes of planning time following the
assignment of a topic or choiée of tobics. For example, °
Stallard's (1974) study‘fbund véry brief pre-wriﬁihg times:
an average of 4.18 minutes for good writers and én average
of i.zlminutes for average writers; Perl (1979) found
ﬁhaé the préwriting time following the assignmentAof a
written task to five co;leée students averaged only four
minutes. aMisghel's (1974) study of a single hfgh school

student, Clarence, indicated that he took no more than two
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_ o - . - L
to three minutes in going over a subject and deciding on a

¢

topic. Each of the studies by Stallard (1‘9’_/4),‘Per.1 |

© (1979,, and Mischel (1974) is based on the pianning timew
for assigned tasks. 6bservation of Stacey, Milan, and-.
Melanie is based on both assigned and nop;assigned taske.

The findinge ére similar however. A

_Bereiter and Scirdamalia have addedzother insights to

research on the Blanning process. They hypothesize that

:Achiidren will moreafeadily adapt closed oral schemata, such

- as narratives to wrétiﬁg than they will the relatively‘opeq
schemata such as'argument. They are-cognizant thet -
expressive writing will produce ionger texts beeause it is
additive and assoéiative and can‘be extended in this way
‘rather than aécording to a pgrticulaf,plan that may be
demanded by other types of writing. Matsuhashi (1981)
suggests that her writers are ablePto move "cqnfidently
ahead to repo;tjan event" beeause-they are "gﬁided by |
years-long familiarity Witﬁ;a script: for nerrdtives of
‘personal experience“. Scardamalia and Bereiter (1952),
using'the protocold of think-aloud alse claim that young

children provide little evidence of plannlng

xb’ 5 ' '
Theaé%studies by Scardamalia and Bereiter, (1982) and

that because narratives relate so much to personal



!

Vo

J

~ experience extenSive planning may not be necessary. The

case studies of the three éood studentdwriters would
reflect similar findings. Whlle there was 11ttle ev1dence
of exten51ve plannlng, much of what was wrltten was
personal nerratlve.

~
L -

My study of the plenning strategies of accomplished writers

indicated quite different planning strategies from the

, L : . R
student, writers. Monica Hughes explained the sophisticated

“happing procedures;that Ehe used in writing many stories.

Sdm*orles started from an idea that occurred after some

a

research. For example with Sandwrlter the kernel of the
P .
story began w;th “the desert scene from a documentary that

she was "half—ﬁatchinQﬁ on television. Hughes then did

‘extensive research on deserts and commented that she now

knew a gréat-ééal about irrigation systems and styles of
living ih desert countries. The idea for the story'did not
" occur - to her &ntil she thought of a 51tuat10n that

presented 1tself in one of her readings | It was then that

-all of Hughes' ideas were able to combine into an

. i . . Q . v . '
appropriate story form. 1In this case much of the planning ,

took place in the mind. Similarly, it was many years of ’
taking‘the neWSpaperucfipping of David, the boy who ‘lived \
in the.bdbble; and welking around with it and thinking

abeut it, before the ieea for a story actually occurred.

T m— ?

N
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Both Eudora Welty and John stelnbeck described the 1dea of

-hav1ng a story in mind for months and sometimes years
.

before writing could occur..\Laurence was surprised at her

memory for the sounds and'sights of'northern'Manitoba that
¢ . A
came to the fore when. she began writing about fictionalized

-

’"Manawaka" and its people.

Janet Emig defines prewriting as Wthat part of the
.comp051ng process that extends from the time a writer

‘begins to perceive certain features of hlS 1nner and/or

outer environment with a view. to writing about them -

"usually at the instigation of a stimulus " (Emig, 1971,

p. i?) Emig s>def1nition may account for the exten51ve |
'planning‘ that may occur for months and years in the mlnds
of professional writers In this study, one cannot compare
'the planning strategies of student writers to profeSSional
writers in the respect that the period of observation was

(

not lengthy enough to determine writing that was planned

;v:months or years previously The demands of the classroom

blearning environment are such that a student must complete
"written assignments which may not be a. reflection of what

| would be written if extenSive planning time was or could be

'Perm}tted. s e

Additionally, Emig found'ver'y little evidence of elaborate

‘outlining among the professional poets and novelist she

queried.



“It appeafs that -in the study‘ofvthe composing p:ocesses of
student and accomplished writers that planning occurs in
the mlnds of the wrlters Stotytelling'strategies as
exhlbited by Mllan and having the dlalogue 1n mlnd as?ln
.the wrltlnf processes of Welty, Steinbeck and Laurence are
ev1dence of one internal type of plannlng The need to put
"the Whole thlng dOWn on paper" expressed by Stacey and

X

Melanie and the acc\npllshed writers is ev1dence that much

of the story is planned before wrlt;ng can occur.:

! - o I
‘Thls leads to other questlons about plannlng | To what
'-degree does the classroom env1ronment d1ctate the need to
plan’ Is planning a teacher requ1rement° How is plannlng
related to a551gned or non- a551gned wrltlng tasks’ . Would
hlnstructlon in plannlng techniques such as webblng,
outlining, .mind-maps, brainstorming and lists of vocabulary
’lead‘to.greatef epidence;of planning? IS'the‘degree of
external'planning related’to‘the!type of genré selected?
Does nartative.reguire less planning than a less familiar

and personalhtype'of wtiting?

My observation of plannlng within the comp051ng processes‘
.‘of student ~and accompllshed writers shows a lack of 3
_external evidence of a plan pbut- an awareness that each

d Qriter»plans»quitedextensiyely_inte;nally. Ways.to

- research the intefnal,processﬂof_planning may'be.necessary.

-~



Revision

For every writer there are always'elements that need
changing. Sometimes changes occur because of the writer's
need to communicate clearly and other times at the

insistence cf a teacher (for student writers) or publisher

:(for~accompiished writers).

Many studies of revisZon strategies of student writers
- '

considered the number and klnd of revisions. Studles by

Stallard (1974), Pianko (1979) and Perl (1979) of hlgh

school students and’ college freshmen suggest that there are
few rev151ons and that ‘most of the revisions are at’ the
word or sentence level. a

) . o ) 'v \ !,". . ;1 N
In coOntrast, Bridwell's (1980) s of one hundred

randonly selected high school seniors, found that ‘if given
the opportunity, students¢willimake extensive revisions -
an average of 51xty—one revisions per student ‘She
employed a sophlstlcated seven level class1f1catlon system
with four to ten subcategorles for each level to analyze

the revisions. Most revisions (56%) were at the

' surface-level or word-level stage. The remainder were at

, the phrase or sentence level with 'none at the text level.

—

Bridwell noted that there were more opportunltles for
- ——-revision at the lower levels which may account partly for

'the high percentage of low level revisions.
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~ A study by\the National Asseesment of Education Progress

(1977) asked nine, thirteen, and seventeen year olds to
write a composition in pencil and then‘reyise in pen. Qhen
the revisions were classified, categories used most
frequently were that of mechanlcal informational and -
styllstlc.‘ Those used least were cosmetic, organlzatlonal
and holistic. Revision for mechanics was again the most

. .. ¢
common type of revision.

In the study of student writers, I noted that few changes

were made following first draft writing. Some changes were

+made following the reading of the story to the class when

ideas didnft "sound Yight". Some changes were made at the
insistence of the teacher as in.Milen'e'case when he
explained to -me that Mrs. Delaurier liked his idea; but
always wanted‘him to write more about them. Mrs..DeLaurier

also noted that Stacey had used the ebrd 'screamed' instead

of 'said' throughout her story, The Secret Magnificent
Lilly. Stacey went back to the story and changed the word'

'screamed’ to other words’ that could be used for 'said'’

) however it was not until Sar@h helped her to understand the

f

I

meanlng of the use of words like *said', 'declared', and
'screamed', that Stacey could truly engage in a kind of

‘r@vlslon of content <

Some crdnges were made when the students noticed a need for

chgnge as when ' ~lanie noticed that she had- nqk been u51ng
g ' s g . . . . U
Y £ W ' *#’
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paragg@phs to assist the organiiation of her,stories.  When
she realized the purpose of a paragraph, she expandgd her

jdeas to fulfill the needs of two paragraphs. .

Most changes\wére made to accommodateFthe neeq for
.acceptable conventions:_'Every'student writer showed an

ability to use correct spelling, punctuation,

— . "

capitalization and legibility. Much of'the revision still
focused on the editing for mechanics. Melanie's second
draft had minor changes but showed correct spelling. Her
handwriting was neater and darker,‘ Stacey typed her wdrk
and worked with Sarah on paragraphing corre;tly when usihg
di'1 gue. She :corrected thevspelling and made vivid
illustrations tb‘accompaﬂy the writing. Miiah choée a
black pen and printed his stories neatly in a number of
different final forms. -One story was written in a little
book for display at the'sidé of the room. Thé Same storx'
" was added to the;collection of stories that was beiﬁg saved

within attractive colored pages.

»

| Thus it appearé that the éhree case studies of student
writers show similar findings to those of other studies:
that students make few revisions (except those in‘
Bridwell's study), and that most rev.sions are at th; ~

mechanical or lexical levels.

Graves (1983) links revision'to children's percéptions of

" the writing process. He gives the example of Mary who is

e

»
~
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at first-sensitive to spelllngvchanges because this is the
dominant category in her understanding of the writing |
process. Soon after, her focus moved to handwriting and
the general appearance of‘the page. Graves suggests that
with good teachlng, Mary will progress through mechanical

changes to changes in topic, in selectlng 1nformatlon, and

_thenbln.draftlng ‘her wrrtlng. (pp.152-53)

<
o

In’her stuéy of Susie in Lessons From A Child, Calkins

(198?; suggests that revision strategies age at first,
concrete actions, then become internalized so that children

use them in "easy off-hand ways". JEN

'%he#EXplanation of Graves and Calkins seems most plauslble
in light of the case studies of Stacey, Milan, and Melanie.
ReviSions which are made, reflect.the.dominant perCeptions.'
of theuwriting process. Stacey needs help with spelling
and .word substitutions and concentrates on that for the
moment. Melanie has no difficulty with spelling but
becomes aware of a nedo for paragraphinq which she then
concentrates on. Milan adds to his work follouing a
conference with his teacher because she advises that his
work.shOuld“be more‘fully explained - she has made him .
aware that he does not write enough although he has good
ideas. He concentrates on the calligraphy because this is

his perception of~writing for the moment.
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It appears that the teacher 1s a. key factor in the rev1sing
process, for it is the teacher who helps to df&ect the
,child's attention to the,variods,aspects of the writing
process. If the teacher is’conCerned.Chiefly gbout
spelling, punctuation, and capitalization,vthen the student
is most likelylto revise at this“leveli‘va the teacher
helps to focus the child'sﬁattention on:organizational
skills such asfparagraphing or sequ;ncing for meaning,.the
student is,morevlikely tO-revise for those aspects of.the

writing process.
~

The accomplished writers in this studyﬁwere involved in
‘more extensiwe revision than the student writers. Each
' accomplished writer wrote the first draft completely before
engaging in any kind of reVision. It seemed important to
get all the ideas on paper while the thoughts were flowing.
In most}cases, the work was then typewritten and some"
IreVision occurred while the worh’was:heing typed. hEach
writer viewed the typewritten copy\as being "once-removed"
- from the original handwritten version and é%ch felt that

there was not as much of a personal 1nvestment in the

typewritten copy

Her classmates realized that she was an ‘excellent writer
although reluctant to share her stories. Melanie felt that
writing was very easy and enjoyed.composing,yet has |

difficulty in discussing it. This was demonstrated‘by.her



reluctance to share with other classmates. She was
reluctant to write about her composing processes in the
journal provided andeas-very shy abgut discussing them

with me as well.

Melanie's composing processes wete affeetedby her reading
and the planning which-toquplace in her mind. . Although
she had a'well—defin;dvset’of nhysical activities.
assoc1ated w1th writing, there was little eVidence of
physical plans. Rev151on of her writing frequently “
involﬁed correcting her spelling and making the handwriting
more legible w1t£ little ev1dence of changes in
organization or content. Melanie enjoyed composing and

demonstrated that it was easy in the encouraging atmosphere

provided by her family and teachers.

The first page of Stone Angel (Appendix'G, Example 2) by

Margaret Laurence illustrates the extensive revision in
which she‘engaged._(Perigoe} 1983) Steinbeck revised on a

typewritten copy. He spent'several months in writinq the

. / : :
manuscript for East of Eden and then allowed himself a few
-more months for the reyision of the original. Welty's

revision process is very physical too in that she writes ;

very quicklyvby hand and then, if she can, completes the
entire piece in one sitting. She then types the piece and
makes rev1sions on that typewritten copy . She uses ©

A

‘scissors and straight pins in a very deliberate revision



" than 1f she pasted a change 1n organi%atlon
By f""f'

’.k :fu

e

thought, since these are already 1n control ﬁ@
N : v | ' o
Thus it would be important in further research to observe '

the revision_processes_of_different groups of writers in
relation td"the taeks presented and the directions |
received. It appears that student writers make few :
revisions, and those are at the mechanical level; but\also‘
that revision is greatly affected by the perceptions of the
student of what ie importan£ in the writing process. The

influence of the teacher can also be noted.
.’ . -

: J ‘ . - . . '
Revisiod‘processes of accomplished writers differ greatly

f?om those, of student writers. .They differ in part because

the published'wrifers have already internalized much of the
. L2 ,

~revision and are able to control the writing by using their

extensive knowledge of writing and coneiderable ability ro

shape their intentions.
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Influences on the Writing Process

Ardiscussion about'the composing process’wonld not be
complete w1thout comment on the perceived influences on the

writers' comp051ng processes.

Numerous examples of the effects of exposure to literature

1

were scattered throughout the interviews and were evidenced

in the writing. The students were not always aware of this

@influence and the effect was not always immediate, but its

impact was perceived to be strong.

The language patterns of the stories that Stacey wrote in
grade two showed a close resemblance to the stories that
she experienced in her classroom. Even two and a half
years later, Stacey' s grade two teacher was able to -

{

identify the stories that parallelled Stacey's stories. 1In

_ twa of her narratives,.stacey incorporated the conéept of

thefstory.within a story from Baba Yaga that her principal

.had read to the class. She used the idea of the chants

from Roald Dahl's Charlie and the Chocolate Factorv and

Charlie ang the Great Glass Ele ator. She patterned one
chant“from Q0 Canada. Stacey's stories closely resembled

the literary'language of thefstoryteller, hence she has

written statements like "he was going to put me as a

decoration on a guillotine" in Lambourc

/
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.

Milan's literary references are less obvious since he

usuaily chooses to write action-pécked adventures. Plots

tend to resemble those from films'like Raiders of the Lost

. Ark and Ghostbusters and games like Dungeons and Dragons
and computer games. v %
uv { : ’_ _ |
Melanie, like Stacey, reads many books. One book, Vovage by
; =,

Adele Geras, had a profound'influencé on the writing of her
iove»story. ‘One particular seétion progffted her to attempt
to wriﬁe a love scene and she even retained the name of one
-of the main charécﬁers. Melanie would like to write a 

mystery story next.- This may be because the class has just

completed a novel study of Mystery at;CranberrY Farm.which
Mélania\enjoyed immgnsely. . The technique of
'foreshadowing' was one that she learned from reading the
ﬁardy Boyé mysteéy books. She;has inCorporated the H
éymbols:’* ok ok K into her stories to shéw that time hes

passed which she learned from Gordon Korman's book, No

Coins Please.

These findihgs relate tb the growth of writing abilities in
students as they learn to combine Ehe internalizéd speech

of expressive writing with the language of.books and film.

James Britton (1972) notes that a child learns to write by

gradually acquiring the form of written language. 1In the -

N.C.T.E. Distinguished‘lecture,:éritton cites/ﬁ&s;gfggnlﬁuk\\
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of a friend wno has been scribing the stories of'her young
son.

In the story, the child says: "The king went sadly home for
hevhad'nowhere else to go." Britton suggests that at thlSn
young age the boy has internalized a form from written
llanguage because it is very uniikely that he‘wculd hear
this in everyday speech. In.ekplaining this example,
Britton suggests that written language is learneéd in a
‘51m11ar way, by bridging the internalized language with

that from literature

Bill Ssilver, a teacher-researcnervof fgprth and fifth
_ grade, was studied by Sondra Perl and Nancy Wilson (1986)
»foiloqing a summer workshop in writing for teachers.

Q

Silver suggests‘that_students at this age are fascinated by‘
patterns,‘structure, forms and eveanV formulas. He thinks
that part of the pleasure of writing comes from being able
to use the recognizaB%e patterns like the suspenseful
endings of the Hardy Boys books, the beginnings from fairy
tales, and:episodes from series'stories. Silver noted that&
some students borrowed formulas from TV series or movies or
‘adventure stories, then filled them out with characters and
 plots cf their own inventions. One student in Bill's
classroom was like Milan, in that he used'a plot from a

movie: ' : , -

o

"Rocky IV became Jeffrey s big project for the year,
from September through May, he added to the script,

S
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revised it, discussed it with friends, typed and
retyped it, and eventually, published it in a.class
anthology." and Wilson, 1986, p.1§8).

Frank Nolan's/ (1978) .stu L% riters in Grade six

noted siﬁil r findings. The éble writgrs in his study
éggaed a heigh éd‘awa?eness of 1lit éry'techniéue which -
'Ehéy were able to apply in cémposihg. Nolan suggesteé that
such techniques were»uﬁlikely to have b§en'taught fdrmally}
rather: tgrough their wide reading,_the‘children acquired |
an awareness of technique which they applied to their own’

writing, (Nolan, 1978, p.234)

“These findings wouldvbeléongruent_with the findings of

Carol Chomskyfs (1972) séudy of the language development of

children from six to ten which suggests.that language '
- learning continues as an active process throughout the
school years and that a strong correlation exists between

' g’(::‘ . )
reading_exposuref&&d linguistic growth.n Chomsky explains:
"The written laﬁguag‘:%i\potentlally of a more complex
" nature than speech, b in vocabulary and syntax.
The child who reads (or listens to) a-variety of rich
and complex materials benefits from a range of

linguistic inputs that is unavailable to the
non-literary child. " (Chomsky, 1972, 23) o,

Like the student writers who showed that literature,
reéding and viewing influenced their writing, study of the

accomplished writers showed that readihg'literature had

profound influences on their writing but in diffefent'ways.

¢ 3
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Monica Hughes noted that -her love for. books influenced her

~

writing. One of the reasona that she startegfto write was 3
'thaé she was dlsgusted with the quality of the stories that

her own children were exposed to in the basal readlng
i'series,_‘She remembers books‘that were read to her when she
wasltwe years old, the Norse.Sagas that she-experieneed'

when she was seven, and the Snnday afternoon readings by \;:
’her father with 'his' choice of books. When embarklhg‘EEL

her wrltlng career, Hughes read many books by accompllshed

writers of juvenile llterature, espec1a11y those of E.

.

Nesbit and Rosemary SutcCliffe. She nqtes‘!heir "beautiful égi

use of language"; _ , ' .

Eudora Welty also noted her love for books saying: " (I)

cannot remember when I was.not in love with‘them." She
1nd1cated that she held them in such awe that she was Lo
R

-

dlsappointed to flnd that they were actually written by -
someone. Welty continues to read favorite authors. ‘ . '~§ﬁ
Another influence was the stor?telling BEgher mother's

family. Welty chooses to rely on her auditOry and visual

memories for the scenes of life that she integrates into

her”stories., '
' John Steinbeck was profoundly influenced by his reading.
One beok, Morte d'Arthur provided the themes for other

stories. The Bihle also provided symbolic references for

his writing.



‘Similarly, Margaret Laurence, another avid reader, was

' influenced by the Bible. Her characterizatlon and
*-symbolization have blblical foundations Sheyrecalled that -
reading book reviews was llke-eating_salted peanuts,vvhen
you‘sanpled one, you:could not leave the rest’alonen

o

'All of the accomplished writers displayed a love for books
.and the language w1th1n.‘ In comparing them to the student-
‘writers, I sensed a depth and breadth that would be just
developing in eleven year old chlldren Margaret ‘Meek
(1982) refers such a “confldent" reader 1n thlS

descrlption:‘

The experienced reader is confident he can read and he
_expects to understand. He makes guesses about what is
not at first obvious or explicit knowing that if he

reads on more will become clear. . . He models his
writing on authors he knows well. ' ’
- Meek concludes w1th a plea that WiE your Chlld is a good
-reader, be glad, give encouragement space and tlme for all
'his reading, and keep him well supplied with writlng
tools." Such adv1ce would be in agreement w1tﬁ suggestionsA
from this study D S - ‘o |

%

y“( ')“.. .
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'Another influence that could be noted was, hat the young
successful writers were also affected by thelr sense of
experimentation and playfulness whe dealing w1th 1anguage

f words\and the - =~




Stacey's story entitled, Lambourqreeny, comblned the green

color of the rock with the sportscar-llke shape of the lock:
‘cau51ng her to comblne the words Lamborglnl w1th green for
»her tltle. She experlmented w1th the literary language of
.a partlcular genre. For example her letter wrltten 1n the
-role of an occupant of a Dlscovery Shlp more than a century
'agorbegins' "My dearest husband Jerald" She used vivid *
images like "He was g01ng to put me as a dééoratlon on the -
guillotine" and ". . . then I saw a head roll down the
rampﬁ;‘.stacey also 1llustrated one letter of the title of

' Lher story to create a spec1al ‘effect. She spilled wax over
her Shlp s journal entry to suggest an effect of wrltlng by

candlellght

‘Milan also experimentedlwith language. He showed a sense

-

of story language‘when,writing the story of Sir Georqe and
ﬁthe Dragon: ﬁA long.time ago’when there were knight and
'dragons;;lived‘a King. He.had a most beautiful daughter.
~Her name‘was étacey and she'always got what she wanted."
He»was able to write action stories and he could glean
'important.informationkfor aureport such as the one he wrote

-in January:

' VIKINGS . .~

Vlkings settled in Greenland in 1000 A.D..The Vikings
' 'were hunters, they also would go to a church and rob .
them of there gold. The vikings were mostly -

interested in the proflt they made from the gold they-
had. . .



Much of.Milan's'experiméntation came with the type of print
he ﬁséd. ‘He spent most of his writing time in perfecting
the 01d Eﬁgiish scripﬁ that he had selected fpr;writing_the‘
letter from thé}Discovery Ship following a class drama
Aexpe;ience. In prgsénting his journal'entry that would
illustrate hisjday éboafd a Discovery Ship, he taped
several pages toéethér‘end‘for end ;o form aiscroll,
wrinkled the scroli, thén_made a tremendous effort in

making éach letter of his journal entry in crooked format

to suggest that the ship\was very ﬁnstable and éhakyQ

Melanie was interested in experimenting with genres. 1In
 ﬁ€rr'5est' S£ofy frdﬁfgradg four she,iﬁplemented a égge_
fofm to maké her story more interésting and humorous. She
~used a code that she and her sister had devised to write
secret messages away_from'the eyes of their brother. As
mentioned previously,'she wanted to write a mysfery story’
next. She knew that she could write é poem. Melanie was:
involvedVWith learning about paragraphing when I was

observing her. She tried various ways to:improve her skill

in paragraphing.

" While the work of the accompliShed writers is much more
sophisticated than that of the student'wfiter, there was a
—— —sense of experimentation with language among this group

too.
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: Eudora'Welty experimentedéwith dialogue. Margaret Laurence

experimented w1th form and devised at’ leaﬁt two ways to
create a story that of the building of scenes to a climax

followed by an epllogue and that of the traditional

[

rstoryteller which allowed for flashback _scenes. Much of her

experimentation took place in her mind Much of Monica'

.- Hughes' wrlting is derived from the questions that

t

formulated in her mind. Stelnbeck admitted a love for

words and made .collections of words.

A

There . appear to be Significant differences in the senhse of
d,

experimentatlon between the two groups of. writers. It is

v

apparent that young writers are 1nvolVed in trial and error
methods that allow them to choose language and form that
best suits their need to create meaning - The: are,
however, limited by their experiences w1th prlnt -and with

life. For the same reasons that accompllshed writers may
by : 7“ a
engage in more comprehen51ve rev1510n, much of their

o
e
S ¥

¥
experimentatlon ‘oceurs in their minds and they exhibit

greater control over ‘the techniques and forms df

v
»

comp051tion.

Coo

Thus, the reading, listening and v1ewing appeared to be

major influences on the composing processes of the young

>

writers. As well they engaged in some experlmemtation

-
with the language and the print as they composed ~ Because

~the accomplished writers were also strongly influenced by

-
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their literary backgrouh%s, it would appear that prov1d1ng
rlch llterary experiences would be essential to helplng
éhildren become readers and wrlters. Additionally,

~

'children should be encouraged to experlment and play with
the language they use an& fhe§vshould be prov1ded with
plenty of time to pursue thelrrlnterestsain reading,

writing, and oracy. ' ( '_ =

Metacognition

This study had instituted a student journal for the
tecording of metaoognitive observations. -All three
students‘were unable or uhwilliné tO'complete_the task.
Each student writer had recorded only the thoughts thaf
‘werebrequired in the first day's log. Following several
interview sessions,’I asked the students if they would |
record some of their thoughts about’rheir writing processes
in this journal but this was never done. Milan took his
journal'home and didn't bring itAback despite several ;

requests to return it.

Although this method of gatherlng data ‘about metacognltlon
was unsuccessful there were still indications that the
stggents had‘an understandlng of their comp051ng processes.
Stacey showed an awareness'that her dlfflcultles in edltlng
wire ih speilingaso she asked Sarah ﬁo help her yith thisf

Eask. She was also aware of her own physical processes;
X "' )
s

.



that she liked .to look out of the window and that she 1liked
teiuse an‘HBi?encii%andﬂlined paper to write.
%77 Milan showed little awareness of his own composing
.processes and-wds reluctant to write about then or even

fdiSCuss them at interviews. In our first interview, Milan
"explained his stoff'to'me“and it was much like a

storytelling seSSion.v In subsequent interviews when I !

would try to shift the»focus pf the 1nterv1ew to thoughts

about his comp051ng proceSS'anduquestions about where ‘he

. got his ideas,; he would remaln quite uncommunicative, shrug
his shoulders and mumble "I don”t know." He seldom

- discussed his writing yet seemed to quite enjoy the sharing,

of his compositions.

‘Melanie'appeared to have considerable awareness of the
writing process. This may,havefbeen partly due to the
instructicnvthat she had received this'past Year;in grade
five and the two previous years. The teachers at the
school were familiar with the 'Grawes' methed of teaching
writing and used. the terms of prewriting, drafting,
revision, editing and publishing to denote the activities
of the students-and»parts of the instructional and learning
probesses.‘ Melanie s writing folder in grade four helped
to make her aware of her strengths because there was a

place'fdr the strengths in writing to be listed. For

example, she knew that she could»effectiwely use



punctuation in dialogue. It was listed in her folder and .

she discussed it with me in an interview.

Melanie used a number of literary tefms liké
'foreshadowing' when she was.discussing her w;iting and

" used an example from a Hardy Boys mystery book'to.éxplain'
the concept. She was attem?ting to use the techniques that
she learnédvthroﬁghureading'or through class instruction in

her writing.

Metacognition cf the published Writers wds discussed very
little in the interviews and diécussiohs that were
reviewed. Margéret Laurence had some difficulty in“
-discuséing her writing bécause'her characters'wgret
sometimes in her mind for»Sevetal yeafs before she would
‘begin writing. She explaiped the>joy that she received
frbm writing when thé:subconscious took over and the |

.writing would just-fiow, almost out of her control.

Monica HugheS‘aiso mentiohéd the‘idga of.the sub¢onsious
taking over. 'Hughgs:was,very dWare of the soﬁrces'for herv
ideas and did\exte;sivg-research sé fhat'hér.bcéks wére‘
truevaﬂd honest. Shg'was.also"awafe‘éf thevtechniques that.
she'emplbygd:in,wrifing. Hughés rélated théxconsciOus‘ |
efforts, but also the joy and wonderment associated with-_

writing when the subconscious was in control.

o
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~an internal process. You can't be helped from the

John Steinbeck seldom discussed his writing processes

i

Like Margaret Laurence, he kept his ideas for characters

. and stories in his mind for months and years before

writing. Later in his career, he expréssed concer that he
Q\lt\t

had'perfected his technique to the extent that he fe he

technique was the driving force behind his writing. His,'

 reluctance to discuss his writing came from'a concern that

he might lose the 'magic' of composition by discussing it.
Steinbeck was more»open about'the physical activities

involved in his writing Most4of his efforts focdssed on

| content He was quite direct when he explained that the

work of a writer was to write and not be concerned about

'spelling and punctuation. He felt that an editor.could

look after such notions.

. Eudora Welty views writing as an "internal process." Many |

examples throughout her autobiography,,One Writer's
Beginnings, illustrate heriuse-of scenes and sounds that
she hagd collected in her mind Particularly interesting is
her comment to. Charles T Bunting in 1972 regarding a
course in-literary analySis She said that such a course:\

could never be beneficial to her at all "because writing is

outside." (p.44)



This study of three good student writers and four
accomplished writers suggests that metacognition is not a
'prerequiSite to good writing nor a companion of it. '
A review and evaluation'of«current‘knowledge-based and-
process’approaches toithe ;tudy of writing by Nancy Stein
suggests that many conclu51ons about the nature and -
development of writing skill need reevaluation Stein
,seriously guestions the assumption that poor writing

results from lack of metacognltive knowledge (Stein, l986)

At a'confeﬁence session onlthe composing processeswgl—
‘:College,iLfnda Flower reported on her'recent.researCh‘that
.indicated that the writing’process5was hard’to remember'and
thereforeahardato'report; dShe suggested that the writer
has'a_"brivagﬁéfinternal voice that‘is.hard for us to seen"

(Flower, 1986)

This study of good vriters would confirn Stein! s‘
apprehension‘and Flower's findings. Only one student
writer showed a profound awareness of the writing process;

| only one aécomplished writer was explic1t about her writlng'
process beybnd the physical activities. My familiarity
with the context of‘uritingfsuggests'that awareness of the
writing process has little to do with the quality of the

% Writing.' Met cognition enabled the students to dlscuss-
;'their composing processes by providing the vocabulary for

Jdiscussion, I believe that it was the discu551on of the



writing that enhanced the written work rather than the

awareness of the process itself.

3t What Role Does The Affective Domain Have on the-

~  Composing Processes of the Writer?

All of the student writers enjoyed writing. They developed

confidence because it was easy for them and they were
successful. = They received praise from their classmates,

their teadhers, and their parents.

Each childihadva special relationship ‘with one of his or
her teachers. Stacey had'had'éucceSSful writing
ekperiences rom the time that she was in grade two as

evidenced by a hardbound collection of stories and a

'jdurnal thatfcontained,many positive responses ‘from her

teacher. She continued to;receiye encouragement from .
teachers in grade three and four, each'reqﬁiring difkergpt
types of writing. She‘receivéd help and praise” and |
encouragement'frbm Mrs. Delaurier in Qréde five, for ..

exaﬁple when Mrs. Delaurier asked her to read saying: "Boys

~and girls, I would like YOu to hear a really finé

'mésterpiece." ‘Within the classroom,’StéCey was a popular

aﬁa,accépﬁed<member of the-group ofﬁlearher52  Her

: . . . \( (»'."v . . e |
classmates liked to hear her storiés and included her as a

. character in their own stories. '



At home, Stacey received help and encouragement In the
same way ‘that her pictures were framed and dusplayed ;
throughout the house, her stories were readéhy her parents.
Her parents had purchased a,typewriter for her for
Christmas to encourage her in her writing and sarah would
often spend Sunday afternoons‘giving Stacey ' help w1th.

revision,ispelling, and typing of the final copy.

Milan also received positive help and eencouragement from
'Mrs. DeLaurier. He immediately took his work to Ker for.
approval and explained tc me that Mrs. Delaurier really
.1iked1his ideas. There were positive comments written ;n
. his first“and final drafts. His teacher looked after his .
writing needs by providing frequentvshort conferences.
Students in the classroom liked to listen to Milan's
stories heCause they were so interesting‘”’;hey recognized
him as being one of the better writers in a classroon that
-,had many good writers _Milan also received encouragement

from.his parents. They were extremely pleased with the

progress that_he had madezin this‘school,

Melanie'also receivéd-help and encouragemEﬁf/from’hrs;
Thompson.b She Qas different from the other writers in that
she didn't like to share her work with the whole class and
didn't feel that~she could learn from peer conferences w1th'

her classmates. Mrs.'Thompson met her needs with frequent

shortvdiscussions'about her writing. She received positive‘
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comments from her classmates. Melanie was an accepted
member of that classroom. They included each other as
characters inftheir_writing. Melanie was one character.
most}commonly.named; ‘Melanie's parents'érovide a warm

environment. They are very supportive of the school andv

B

applaud the efforts of the school in encouraging the £
- . - Jﬂ

risk-taking that encourages‘their children to learn. They

think that the "whole language" approach has helped Melanie
% ,

learn to read and write well

The encouragement that each of the student Writers;received
from the school and from their parents isésimilar to the

“w

findings of other resmarchers.,'In a continuation to Gordon
Wells' longitudinal study of the language development of
pre- school children in Bristol England Barry Kroll (1983)

studied the,reading ‘and writing development of eighteen

?Vfat age nine. He noted that the most powerful

=preuictors of writing attainment are parental interest in

literacy and student knowledge-of literacy; In indicating
the importance of p rental help, Kroll suggests that the

school is still the place where the vast majority of

© children learn to read and write and that it»is~necessary .

to explore what conditions best support writing

development.

Graves (1983) believes that the teacher is key to a child's

learning to write. 1In Writinq:iTeachers and Children at

!
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Work, he suggests that teachers want to be actlve

part1c1pants in children's learning.’ He lndlcates that

' conferences with the child would promote such active

involvement and thus align the teaching more closely to the

child's intentions in writing.

Following their case studies of a number of teachers across
the grédes, Perl and Wilson (1986) indicate that if the

teacher views the child as a writer capable of learning,

[4

then the child can learn to write:

- "If for exaﬁple, teachers see in students competent
human beings, they seem to act in ways that naturally
enable their students to explore, to grow, to stretch
themselves beyond their limitations. If they do not,
'1f, as a result of classroom problems or their own
assumptions, students appear to them as incompetent or
incapable, no technique or approach they use appears
to be particularly effective. . . . And when they view
their students as capable and competent, when respect -
for each learner is fundamental to their way of
seeing, they naturally create with their students .
powerful contexts for learning - contexts in which the
techniques they have learned can be of real benefit.

.In our view, what effective writihg teachers do, first
and foremost and then over and over again, is to offer
invitations to their students to become writers.
There is no specific technique or form of knowledge
required to accomplish this feat. What seems
essential, rather, is that teachers embody the belief

-.that students, in their eyes, are already writers.
Once students are willing to see themselves as

- enabling teachers see them, they can, with help from
these teachers, fashion for themselves new sklils, new
roles, and new identities: as members of a communlty
of inquirers, ‘as thinkers who shape and reshape®what
they know, '‘and as writers who discover how to
communicate, often movingly and effectively, their own
views of the subjects they are studying, the concepts
they are learning, the many .worlds they are
inhabiting." (Perl and Wilson, 1986, pages 258-59)



Moira McKenzie suggests that classroom contexts where
children s efforts and their attempts at language were
received and valued and which resulted in self-confldence,
were the most effective in encouraging literacy. .This, she

notes, 1s controlled by the teacher. (McKen21e, 1985)

lee McKen21e, Denny ‘Taylor suggéstg that context is key to
learning how to read and write. In her case studies of

. family literacy, Taylor (1983) emphasizes thé_Social
’+significance of the context in which written language is
learnedL Written language was a natural part of llfe for
the families studied Parents.read newspapers, wrote
reports for work wrote notes to family members, Yead to
theirochlldren as a matter of course, and the children

'1n#e;acted in many of these occurrences.

ce .
/ - . b '
< . ’ 3 .

' Whllﬁ much of the research on the affective domain is

' yik

_necessarily ll'

Hnographic in de51gn involving few subjects,
'gﬂﬁnest Steidle (1977) involved 920 studengg in
;%ﬁve, nine, and twelve and examined the effzct
of students' general attltﬁpes towards school 25 their
writing ability. U51ng the Virginia Affective Assessment
Questionnaire and the Deiderich Composition Rating Scale, a
direct linear dependency .a found between the effect aof
students' general attitudes toward school on their writing
ability. steidle suggests that instilling-a_more positive

A
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; Margaret Laurence s stepmother was a teacher who

238

attitude and‘encouraging‘a healthier selfsimagevincreases

the desire to write and thus the quality of compoSition.'

' Thus, much research cites:the importance of the family and

'.,\,\

Vsch%ol conteth-in promoting reading and writing. The

family and school histories of the_accomplished writers

N

would also support theSe‘findings. All accomplished

writers came from familles that supported literacy

B
Ny

‘accompanied her to the llbrary as a Chlld and shared book-

reViews w1th her when she became older,.John'Steinbeck's

: mother taught him to read before he'entered schoolvand -

-during the lean years, his father prov1ded him w1th a

monthly a}lowance which allowed hlm to contlnue w1th his

writing,/&onica Hughes noted the Sunday afternoon readings

- of literature by her father, Eudora Welty can remember the'

storytelling of her mother 5 family and the encouragement
'3 4

. received from her mother, also a teacher. Scattered
throughout the biographies ofoeach of the accomplished
: writers are references to particular teachers and schools ‘f

‘who provlded encouragement to tﬁe.budding wiiters.

Each student writer showed Confidence 1n his/her own

;ability as a writer. Stacey s Dad was not surprised at her
‘success for she ‘was capable in almost everything that she
. did. She exhibited confidence and pers1stence in learning

‘fhow to. ski as evideﬂced in her journal entry . She was

\d



(1983), an

- similarly, all of the published wfiters@e;jOYéd‘writing

~ although many viewed it as being hard work. It is .

willing to try something new, such as cbmpbsing a song for
the Canadian Kid's Party. Although she had not cbmposed a
song'forjaﬁyone‘elée, she was willing to give it a’try.
Miian;eﬁjOyed the_challehge of trying something new'orv

3

extreme. He loved to writé long stories and tqpk pride in

the fact that_hié stories were longer than anyone elses..

Hebliked to'write gruesome details in his stories,

expléining that "It's~juét my style." He liked to .

‘challenge the rules of the school and‘o; playing in

ccmmuhity sports. Writing provided’an_additional~_

'chéllenge.
X

Rt

' Melanie also showed confidence ih her abilities. She found

: writing easy and réalizedfthat she was good at it. Melanié

welcomed the challenge of learning hew‘things ‘about
writing. when-she had finished the love story she was going

to try -to write a mystery story.
. - : . : . . ‘ r— | . |
For all of the stucdent writers, writing was a pleasureable_

4éxperien¢e where they could be SuCCészul. .These-findingé

would be'iupported.by the research by Seidle (1977), Graves
aylor (1983). | ‘

ain

. : : »
interesting to note that the writing continued despite the

fact that it was not always economically réwérding.'_-

4
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'rﬁhargarEt Laurence had commented on the difficulty of -
convincingdothers that’writing was her life's_work,"
especiaily since she had enjoyed it so much. John

Steinbeck too, commented that he loved writing and wrote

not for the recognltion nor for the money but just for the

b‘love of xt Eudora Welty wrltes for the-pleasure of it.

240.

Early 1n her 11fe, she recognized that she might not make a

.,’

11v1ng from wrltlng, yet she oontlnued to pursue it.

x

Moénica Hughes also~loves to write but is very aware of her

' audience becauseCShe’Wishes to share the meaning of some of

-the important issues of life through her writing.

~ Support from parents and teachers were 1mportant affective

- influences. The success assoc1ated wlth,wrltlng helped

both student and pgofe551onal wr;t%rs maintaining the

confidence to continue writing}ﬂg@"
. ) . [ ped )

'“.4. How Are the thslcal ActJVltles, the Cognitive

'grocesses, and the Affective Influences of the Young Writer

Qifferegt F;om Thgsg of the Accompllshed ‘Writer?
' / - T § ’ri’ . 3

= a)u‘.'

"The stuqy and explanatlon of the\comp051ng processes of

uz .ﬂr.

"vstudent wrlters permf%ted comparlsons between the _young

"writers and the%accompllshed writers but there are some
.fdgdifferences Phat have not yet been hlghllghted The
'accomplished writer is the writing expert who has proven

w?fﬁhis/her worth through recognltion and fortune. The

‘developgng writer has still many areas that he/she needs to

- ‘
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i master whether or ﬁot they ever become profESSional

writers. A‘humber of areas distinguished the accomplished

&riters as a separate group

¥ o '2' ‘ ‘ .
No accomplished writer showed concern for the conventions

”

of writing In fact, John Sté&nbeck showed distain for.
b8 ,"I'.
conventions commenting that a good stenographer could look

after these needs. Research on good writers confirms the
ideas that good writers focus more on content and
.organization and less on mechanics and: conventions.

(Hillocks, 1986, Pianko, 1979, Sawkins, 1971) The young

B

writers in this study showed some concern for spelling and

-conventions, hut‘also that ‘they were concerned about

content and form. - "..}l : C

There were numerous examples.of the accomplished=writer
. ¢

showing concern for the chOice of- Uitlei For example,

-+
Margaret Laurence had some difficulty in choosing the title
for The Stone Angel, and was extremely unhappy with'the-

’ publisher s chOice of Old Ladyishiplev. John Steinbeck

chose the title for East of Eden from a verse in the Bible

and felt a great relief when he;had}decided upon a title.
- Student writers showed little concerrn for'the Choice'of'a -

title except Stacey who chose her title before she started o

l.

writing. " She also illusfrated a letter in the title ' This"

may indicate that accomplished writers‘show more.audience‘

awareness than the young}writefs orlthatothey view titles -

4
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as more significant functionally and suggests an area that |

¢puld be investigated in future research.

LW

“Symbolism was a feature of the writing of accomplished g

F kwrlters although they were sometlmes unaware of the

symbollsm that ex1sted.; student wrlters showed llttle'

e awareness of symbolism in composition. ThlS may be related

* to the more extensive backgrounds andrliterary experiences
of the mature writer. Again, it is an area that requires

" ¢ further investigation.

Accomplished writers spent cdnsiderably'more time in

planning, resedrch, or just thinking than student writers.
0. S o L

While much of the.research suggests that little time is

spent by students in pignning, this would also be

-~

influenced by the time available to student writérs plus

the expectations of thé teacher and curriculum. Deborah

Sumner (1982) addressesvthississue by referring to ) ,

Katherine Paterson's comment about the use of time: ° b

"On the good days, you're totally lost (in the story).
Those are the ‘days you love. The days when somebody
has to wake you up and tell you where you are. But
there are lots of days when you're just slogging
along. And you're very conscious of your stuff and
the typewriter is a machine and the paper is blank.

. You've got to be wiling to put in those days in order
to get the days when it's flowing like maglc."
(Sumner, 1982, pp 155-56)

-r

/. L

Sumner then goes on to explaln that as a writing teacher:
" As I ‘gain a better sense of writing as problem solving, I

givg;cﬁildren,more timé‘tofWrite, more time to experiment

&y



" not apparent- amongst the student writers.

and to see cgpides within a piece of writing."(Sumner,
. O | _ . : |

»

1982, p.lSS%';;’;,L

Every accomp11Shed wﬁﬁter was noted for the development of
~,

a sense of place;. Eudora Welty is famous for her stories {

/
of the Jackson, Mississippi area; John Steinbeck for his

[

storiés of the Salinas Valley in Californla, Monica ‘Hughes

o for'her Canad1an~stor1es, some based in: Edmonton and others

1nvolv1ng the magical place of 1515, and Margaret Laurence

: ,tfor both her stories of‘Afrlca‘andvparticularly for the

'Manawaka stories. This well-developed sense of place was

4

A

In his‘talk "Writers.in Their Place" - Bruce Bennett'(1986)g

o

alludes to the neglect of the sense of place in writing

" research:

"A generaigmeglect of place in literary criticism has
its oounté%%ﬁrt in educational research on writing.
_ as teachers, we should be more aware of the
- function of place in the formation of the self and
. hence in our own and. our students' writing; and that
as researchers who write about’writing, we should
resist the temptation to gloss over differences.
between places in our description and interpretation
of writing processes ‘and products." :

Bennett continues with a discussion of the importance of

the sEnse of place to published authors including Eudora -

'Welty. He also cites a study by Paquette in 1981 which
| analyied'the journals of.eight London‘EaSt:End adolescent
rstudents;/gefore, during andcafter a trip which they made

- to Canada.h?Paquettefs;casevstudies showed“the'wayS»that'



writlng could change in response to new stlmull in a - o
. different env1ronment. In conclu51on* Bennett stresses the
need to study how the self resppnds to, ang is in turn :

'1nfluenced by its env1ronment.

A final difference that was noted was that student writers
:were still very seif—centered,,relating to their own |
*experiences'and often‘includinq the names of their .
‘ classmates_in their compositions;;,Thisbwould be confirmed
by the research of*James Britton (1975), Glenda Bissex
(1980) and Marie Ciay (1975) who recognized the process of

decentratlon as students mature. - _ ﬂﬂ@-

In the differences that have been_highliéhted, it is

kRﬂ:—.’ipparent that many of.the differences between'developing
writers and accompliShed writers are due to-the*differences'
in maturity and‘experience. It is important foriteachers'

to be.aware'of;such'differences'and accommodate them.

Despite'the differences that-have been highlighted there
§are many ways in which student writers are s1milar to |
accomplished writers._ The similarities and differences
should be appreciated and supported. Perhaps, the study of
"professional writers will‘assist us; asfteachers, in .
achieving*a better understanding of the compOSing process

and those who write



'CHAPTER. VII

" IMPLICATIONS AND SUGGESTIONS: FOR FURTHER RESEARCH
Te _ e Overview"_; . .

/
:‘,

This research in two classrooms observing three students
has implicationS'forvteachers of writing Additlonally,
the study of the compOSing processes of profe551qnal
writers w1th oomparisons to the comp051ng processes of
successful youngewriters may lead to a greater
understanding of comp051ng.processe§§§b general perhaps
| resulting in some change in instructional practices. Sincei
| research of the: compOSing processes is relatively new and
not . comprehenSive, suggestions for further research are

a-so given. I have concluded this study with a brief

comment about the research 1tself
‘-Implications

bBecause both student'and accomplished writers who were
'¢studled had a definite set of phy51cal preferences,
teachers should be made aware of the importance of these
'preferences in order to accommodate then to the thssroom
environment If, for example, it is important for a student}
vto use lined looseleaf paper - and a sharp pencil then

vlooseleaf<paper and sharp‘pencils should.be provided.
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,quiet writing time. ,DeSPIE§ the @ﬂmands from Y |

S5

2646

-Each writer expressed a liedwfor extended writing{time'and'

°S to prov1de

i~ “'. )'0‘,

curriculum areas,ti‘/

Y. ‘a

q g . .
have a quiet atmospherea To satisfy these requrreg:vts, it

5}

' may be necessary to provide larger_blocks of time forp‘,

N

writing activities. ' | ﬁafhli

There was little evidence of a‘physical'planvamongst the

- good student writers. It appears to be important to .

o . , @ A
provide knowledge of a variety of plans that a student may

uSe to plan; An awareness that‘nuch of the planning for
~writ1ng may occur in the minds of students and that

v‘evidence of a written plan may not be a precursor to good

’

writing suggests>that written plans may not be a necessary

'e‘requirement for writing ass1gnments.; Acceptance of this

idea may assist’students in the act of comp051ng Also,

B teachers may wish to help students w1th thelr thinklng,

through discu5510n of the writing

;Much cf the student revision of writing was dat’ the '

mechanical and word—chOice level It appeared that the'~"
students would rev1se in areas that they perceived to be
important. Thought should be given to prov1d1ng writing
instructlon that would assist students in understanding the

higher levels of organization and sentence structure
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-especially when students have a good understanding oflthe

basic conventions of writing.
: ’ , .

Students—were’influenced by their reading and listening to

1' literature and to some extent by - their v1ew1ng of

3

telev151on shows and mov1es. Becaus&/these seemed to have
,70
such a profound &pfluenoe on their writt/g, schools must

‘ continue to- highlight the use of children S literature by

o stocking-excellent libraries with a wide ch01ce of

materials'and continue with prograns such as U.S. S'R

D.E. A R. ,‘and S.Q.U.I.R.T. that allow children to read for
extended periods of time. %klevision and movies should be
con51dered~v1ab1e experiences that stucents may choose as

models or sources of ideas.

. A sense.of experimentation and playfulness w1th language

' was a perceived 1nfluenue. It would appear that schools
should encourage this experimentation by providing frequent
opportunities to write whilst exploring‘aovariety of
genres. Models~of a variety of_uses'for language.shouldvbe
provided Atvthis'level grades four to six, it appears to
be: important to reauh beyond the realm of the narrative to
experience a variety of expository styles and also to
vexplore areas of writing: involving humour including |
:éartoons, puns, spoonerisms, and styles. |

Itlis important ror;teachers to understand the composing
prooesses of developing_writers. Teachers should be

alg
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_ encouraged to increase their understanding of children's
“writing by reading current research, by observ1ng their
students and perhaps by conducting research w1th1n their
own classrcoms.' It is importanth too, for parents to
understand'the role that they'have in encouraging their
'-chiLdren to becone effective writers: Support of their |
children in the developing stages of writing apd continued
sharing of family literacy events are necessary There
'needs to be close communication between home and school

. about the ways that the child is learning to use language.
‘Such cooperation will help instill a sense of confidence in

the child, a necessagy-prerequisite to good writing.

To impreve the teaching of writing, it may‘be'helpfullto
“help students in understanding the cognitive processes;of
‘“real writers". They need to know: that real writers;ﬂﬁ
experience.difficulties such as writer's block and'problems.
in characteridevelopnent. Students need to realize that.v'
iters must make ch01ces in the development of thelr
cornositions. -Programs that give students an opportunity
to neet with the writer of both recreational and textbuok
re: ding material provideban'orientation'tnatfencourages‘
camprehensiOn and also enhances the writing ability of the
,tudents. The "Writer-in-Residence",prcgrams that are
offered in most universities should;ne extended to include

.

schools and community libraries;'vﬁ

o

et
P g



Bgth the student writers'andithe professional writers in
this study exemplified."good writing". The writing
‘prccesses of such'uriters and é%evconditions for“good
" writing may offer dlrection for worklng in classrooms.v Fd;‘
'example, if it is 1mportant for writers to have a spec1f1c
" set of physical‘activities, we as teachers may need to help
all students hecome aware‘of thein physical needs then |

provide for then.

8.
&

{

An understanding of the ccmposing processes of professicnal

. writgrs,may provide advice on better ways of teaching

)

’writing Follow1ng the adv1ce of accomplished writers,
teachers may need to prov1de more choices of aSSignmentiin,
form and content,in written as51gnments. Perhaps textbook .
publishers-could:alsc learn from the study of the

accomplished %riter-so that more effective writing programs
nuﬁht be planned for students at all levels." 'For example,
,(17‘
es#te for the teaching of language arts wxll
'{‘ll‘ N 2

need to be aWare that good writing can be influenced by

publlshers of

providing good models of l;térature. Every effort must be

) 0
made ‘to encourage:- the current trend in textbook publlcation

é?to prov1de good giterature to'our students.
'R J . -

In any research- study, there is a danger of segmenting the
area by focu551ng on certain elements of the study. So it
is with the study of writing There is a danger of

segmenting the teaching of writing by considering the areas
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. of phy51cal activ1t1es planning, revision, and 1nfluences

as separate issues. It is my hope that the teachers of

.writing would combine all of the elements with a better

understandlng of the entire progfss through an. 1ncreased

" understanding of the elements. Accomplished wrlters

expressed a fear that the magic of writing would,disappear
‘ o "
if they discussed them. I fear that the magic may,

disappear by deallng with only a few of the elements of

writing.

) resear

" - their: deyelopment too. %

. Suggestions For Further Research

Research ‘on ‘the comp051ng processes of studentswrlters
r J‘ g
"”fteen,is sparse. Much of the research on e

Ifgelementary school children has

-

nine to

composing prote
focussed on thekbeginning writer. While the progress of

beginning writers'isﬁastounding and we can benefit from an

undersﬂa'

%

'ng of their 1anguage development we need more

the composing proCesses of students 1n the

-\

upper elipenﬁary grades because there 1s ‘a uniqueness in

U
.#{

Little research has been~conductéd on the phy51cal

Kl

processes of the writer, yet lt was apparcnt that even at

the age of eleven, the studeﬁt wrater had clearly defined

*;’physical processes. We know littﬁe about the phy51cal
‘ processes of the" poor wr&ter‘ Perhapsncomparlsons between

' “these two groups of wrlters would be helpful ' -

<

NS
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1

The writers in the classrooms of my study viewed 'length'
as a major criterion for good writing. 'Is the length a
requirement of the teacher? Is participating in lengthy

writing a way of exploring the writing process for the

student? This area needs to be exﬁlored more fully.

The context for writing'is clearly Veryiimportant. These
good student writers all‘had suppbrtibe faﬁilies and
téacherslwho undérétood_writing well. 'They were able‘to
write at length in we;l;manhged ¢lassroéms. Fﬁrther

reseérch.on coﬁtexts for good'writing neéd'to be explorea.
What are the effects 2§.instruction oﬁyglanning andA‘
revision? It is importapt to determipe the relationship
befween instruction and what thé;student is able to
accomplish iﬁxtheir writing. Is their a positive or
negative correlation? Whaf)types of igstfuction net

results? 1Is pro-active instruction or re-active

instruction better for helping the chHild -improve his/her

&
writing?

]

Metacognition or awareness of the writing process, had -

ent writers or the accomplished writers. The.
al writers were very wary of such an awareness,
because they felt. it would interfere with the subconscious.

‘Based on the results ofmthis study, I would que%tion the

ittle effect on the composing processes of either the good

O



value of extensive research on the metacognitive elements

. 3.
of the composing process.

The comp051ng processes of profe551onal wrlters have not

been fully 1nvestlgated by research To questlon the

comp051ng processes of professionals more closely than we

have 1n the past would help teachers of” ertlng and

"literature I o o o L

‘Many'questions'have resulted‘from this study. Clearly what-

is neeced in research is the fundlng that would allow for

such questlons to be answered There is also a need ror '

,bodles of researcn to be related to one another. One*of

the best ways would be to prov1de for more research w1@hln x

the classroom.context.

Comments About This Study,

S - e T
- L . ) .\l ; ] B ‘. ) . . N
The complexity of the writing process and the

»\interrelationships of its conponents have been"

underestimated by many educators."Descriptive case study

. _research allowed me to gain a better understandlng of the’

. complex nature of compositlon by studying only a few o

students. e
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‘For my work with teachers, this research has helped meﬁﬁﬁw
: ; B NG )

dévelop the 6bservafion skills thé& play such a,criticélé?r
. role'inAteaching.' This diagram illustrated the role of
observation in making the connectidn between theory and.

praétiﬁg;

DIAGRAM REMOVED

DUE TO COPYRIGHT

&

I believe that descriptive case study research has assistec
in my understahding of the languagé that children use in
writing and will enable me to share apprdpr@gte

. methodologies with teachers who are working with children

. e ";f":, .’, ;\}-»sv-; B ." . o ) o Jl ) .
- on a daily basis. My feeling can be summed up by thi
statement by James Britton (1982): '

There are great'opportunaties for us, provided we see
that interactive learning applies to teachers as well
‘as to those we teach; provided we see our role as
helping each other to theorize from our own.
experience, and build our own rationale and
convictions. For-it is only when we are theorizing
faim our own experiences that we can, selectively,
take and use other(peopler theories. (p. 214)

¥
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« .+ « « School

March 17, 1987
Dear Parents; 4 | |
I'am.conducting a study of the composing processes of-good
.writersQ. The purpose of my study is to'complete tne thesis'
J requirements'fora4MasterPs'degree in Elementary Equcation.
More»inportently itlwill help to inform'educators.about‘the
waps to provide goodfwriting instruction to elementary \

students.

The thesis proposal involves the study of thelwfiting
processes of threelgg§a writers. These students will be. .
selected from a number of Edmonton classrooms that have

been chosen for their excellent writing programs.

“Mr. . . . . . and Mrs. Thompson'have accepted Thy request to
observe in her classroom I will probably obserVe ' ‘

) approximately 4-5 hours per week for about 6 weeks

i/

One or two students will be observed and intervlewed about
their writing processes. ~ These students will be asked to
keep a journal abopt their writing ang all written work
completed during the observation time will be saved I
 will get permission from the selected students and their B

_perents, before beginning the: observation.

As is usual when conducting educational'research, the names

. of the students, the teachers and the schools involved will
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 research on good readers has helped‘to improve the

o~

be anonymous. ®Results of the research will be avaiiable~to

'allbinVOived when it is completed.

'This prcposal has been submitted to and accepted by the

ethics committee at the university and by the research

monitoring division of Edmonton .Public Schools

My reason for studying good writers is that much of the

X
x

understanding of and instructiqn of reading. Recent

research in the field of writing has involved observation

& g

of children as they compos;;;lg

Rfzesearch has resulted in
more effectiVe instruction yn - T hope that my °
study of gOOd writers will ‘;prove the

understanding of children's comnosing’processes and assist

in developing eéffective instructional programs in writing.

.
While observing in Mrs. Thompsonis classroom, I hbpe ts
interfere'as 1ittle‘as possible. If you have any questions
or concerns- about my presence in your child's class; would °
you please contact me by ieaving a message at the school or‘
by. calling me at home at 459 6761. Thanks for your

consideration of this matter.

Yours sincerely,

K/JW/‘M/ Z@/ J/ZZ

Donna Wyatt
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:,-writing is.‘

A
DATE: -~
| SUMMARY OF PERSONAL PREFERENCE'IN WRITING

1. When you write what kinds of paper and pens or penc1ls

do you like to use° -

\\!\
2. Where do yoﬁ like to write? At home? At school?

3. When /do you like to write?

4. Please circle the correct response.. I usually plan

before I write. YES NO o, ' :

~'L}I£ you do plan, what kind 6f”p1an do youjusually'make?
- . . . [ -

S. If Izcould finish 1t I would like to write

.a short story
. . a poem ' . ' 8 .
. a play L , . : T s
E a T.V..script. - ' _ A
. a song R L ‘Q“”

"If you would like to write anything else, can you please
explain? .
P S £ A ]

. 4

6. The 1ongest ﬂninterruptéd length of time l have spent

-

5= 1o minutes L _,wifﬁf'ﬁJ

< i.J 10 - 30 minutes o o
230 - 60 minuﬂes N

. *® . .o tae
;;' If 'longer, qpuld yqu;tell about how long.

v
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7. Once I start wrltlng I usually contlnue until I'
finished.

YES
NO
© % SOMETIMES

8. I write onlf when I have to. YES NO

9. ‘The three hest compositions that I have written are:

l ‘
. .
.
f

RY

10. I.like having my work displayed.- VYES  NO -

11:‘The best people to read my writing are:

N . <2 M . .
12. The type of writing I enjoy doing most are:
saories'?' co ) ‘ .
, -;poetry' '
: ‘_w o (playg ) ; .
— reseé&éh,erorts — R
. . .other = . ' T
' o . . . ) w - : . L ,:(”r
‘ s w ’ - % S s ’
. Y , - - ]
4 . . \ ‘ * . '\ .
~ v R : .
v @
* |

—

™ E

[
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. Interview

I have a few cnestions that I would iike to ask,yon‘about
your child's writinc and readinc as it relates to writing,
I hope that you will allow me to tape record this
interview. | '

1. What do you think makes a child a goed writer?
i o ‘ )

2. 1s your child a good reader? Howfdo you know? When did ; :

- he or she learn to read? ‘ e

Lo

3. Is your child a good writer’ How‘do you know? When .

: '){‘. .
& e

did he or she learn to %f>te7 o g;?f'k\

4. What are some of the experiences and opportunities that
' your child has that you feel support the development of

T reading and writing’ - "\\

5. What would jou,like your childfto‘do better as a - -

.‘_asyj_i_;?_: o ")\; :

'ﬁo you . have pny tavorite stories about your Chlld's
k N ‘\ - . v £ _EN L
. writihg;that you wouId like to share’
, ;° R, A Aov e | L -
\ 7 These are more general questions DoeS'your ¢hild have

14

any hobbies? Does ey play sports’ Has the family

¢trave11ed very muc;h? Are there any experiences in. . .'s

which have greatly affected him/her’ e ;

- I o L2710



. ab > '$tudy?

v

o

8. 1Is there anything else you would like to tell me which

may help me to better uhderstand'hié/hérvcompoéihg

A
u . v

' processes? | ; .

. .

Are_gpere any questions which you would like. to:ask me.

R
» .

. T . r

. \ .

. .

S . e . - bIER ' .
®u for your, cooperation ifif this study and for the
. . -3 - ) .

timélng have ﬁaken in ansverip@ﬁmy qqestiqps;
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APPENDIX D
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SAMFLE TRANSCRIPTION OF ONE DAY'S OBSERVATION
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T

February 11, 1987 ‘-f't'f_ha;.’_;'jgy

j;When I entered the classroom, Mrs. DeLaurier

was discussing yesterday s Social Studies -

topic with her class. . They had discussed

‘what '1ife aboard a ship on the many voyages °

' - of the explorers must have been like. For

‘homework ‘they were asked to read the

7. following passage which served as the
- stimulus for the brainstorming session that

I observed*

.

v LIFE ABOARD THE" DISCOVERY SHIPS

-}

~Conditions of 1ife aboard during these
lengthy voyages were appalling, not only by

- modern standards but by the standards of the”

time for life on shore. All the ships

' leaked; even with regular use of the pumps,
water was constantly sloshing in the bilge

which was further: fouled by the casual

 .sanitary habits of the age. ' Roaches and
" rats swarmed everywhere. No sleeping ‘ ‘
quarters were provided, save perhaps for the

master and pilot: ordinary q@ﬂmdh«slept on
or below deck wherever they’@ould find room.

"There was no'’ water-proof clothing... .

”.?Sheer discomfort and’ stench :robably did not

mean much to. those who were: ‘used to the sea

‘as traders or fishermen. PEut voyages of

. discovery created majgr problems in the way .
. of food supply. 1In part this reflected the
. large number of ‘men needed to handle the

sails of the early exploring vessels and for '

" 'whom stores of food that would last for the

whole voyage had to be carried. But there s
weré other factors that added to the

‘difficulties; the tendency'of-grain dnd

--ship's biscuit.to become sour or to swarm

" with weevils; the speed with which even the

a

best-made. wine or water casks ‘sprang leaks
under the continual lurching of . the ship .

Shipboard menus consisted of dried or salted —~

meat, salted fish, biscuit, rice, dried
peas, cheese, onions, garlic, oil, vinegar,

~ water and wipe. . . ..Eating at sea swung

from frugality during voyages to gluttonous
orgies after making a landfall, a pattern
that corresponded exactly to eating_hahits‘

v
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v

ashore. The difference for the sailor lay ;o -
in the terrible quality of the food duripg ‘

the times of scarcity:. the putrefying water;

the fresh food. petering out after a few

days; then a diet unhealthily salty; then a.

~time when even salted and dried provisions

turned into a slimy mess, undulating Wlth

wornms. .

Kanata Kit. 5 Canada- A Meeting of Cultures, K
Page 36 . - o
. In their brainstorming session, the o

following list was made on the blackboar®®
ﬁ%

-rats, leaky ships

~worms in food

-sleep wherever there' s space
‘-no dry place to sleep

- -no waterproof clothes »
-wine and water casks leaked
. =water .became stagnant

The word stagnant was discussed. Most of
the children understood the word stale, but
Mrs. DelLaurier explained that the word .
stagnant was used with water.-

They also talked apput scurvy and how the .
_sailors" would use liﬂes for Vitamin C¢ and in
‘ fact ‘that was where: the term "limey" came

. into existénce.

+

',‘-smelly from unsanitary conditions

Scott mentioned this concept ‘and said that
‘maybe he shouldp't talk about it.  Mrs..

DeLaurier encouraged his comment and wrote - -,.. o
‘tha above entry to describe the bathroom -'~— Ll*6111cy
habits of urinating in the bottom of the

' ship. She then explained that the term used = .- ' b
was called a. eupn mism for those who were 1-
interested. o | Vawbula')’

~ w.,...}:,

"..she then began. almost the beginning of a
‘drama in which she said that we ‘would go
-aboard ship, sail out into-the bay, across
the Atlantic.‘ - .

' We will have a big feast then try to have a
sleep ,



interjections from Mrs. Der.aurier.‘_ IR

s

She suggested that they could write two
letters, one at the beginning of the voyage
when there was lots of’ food: and another ,
_'when they were well out to sea and in fact. _ ao
jld see nothing but ocean and sky and;when . i
y were running out of fresh food , . -
She suggested a number of people that thef‘ ]
could write to including husbands, wives, S
sisters, parents, grandparents, and friends. - "
. . v r; .

She said: How can you write?

-In order to create atmosphere, the blinds
were pulled down and a number of candles
-were made available so that they could work;
in groups around the candles. A blind was
left open so I could see but one of the |,

- students felt it wasn't realistic so shut’ it

~ again.

hd
@

Darcy had t'h.e idea to ‘move' the deske to the
‘side of the room so that they would have -
room and so that they could pretend t,hat the

desks at the side were bunks. J WM

While, everyone is ge,tting ready Milan is ﬂ‘
‘looking at an Art book that has a"lot of - Wi
,different etyles of lettering in it o "f

’ -__Milan continues to look at the. A‘rt book and
' euddenly shouts out to Scott- "Hey 8cott If Mﬁ w

.found old English", - ;&ad&.‘.; M .

‘Mrs. DeLaurier helps set up a fairly large 4 o
group with Sc}c:tj':i:é1 Milani Matj':t and Stephen. /“‘ - S

. Some of .the children bring in mats for bunks ‘ ('AM o
.and so they can be more: cgmfortable. * :Robert M‘{’ W
and finally Douglas.join the group: of boys - /ﬂ/
in this setting. Every bhoy'in the group has jf"‘"w

% calligram ‘pen to write with. =

o+

recurrence of Hheme 7 -
8 the class is working there are some

"You'll be able to hear the waves rollihg" .
| wdh L ?

This eervee as a way of quieting the
activity and Settling them into the task.
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"Be very honest, tell us what it sounds
< like, what it looks like, what it feels
" 1like." .

Milan-is-concentrating; He says aloUd:

"Hear Mom, This journey is terrible. I'm
getting sick everyday

A%HH/IZauﬁuotf
Robert: My Mom is thirty § g Ay
Matt: My Mom is thirty-three. compordirn 27 Soaud
: . » .9
Stephen: ‘What's the boat called’ Santa ,nu44/40nuﬂzazg’

Maria?

Milan: U.S.S. Enterprise. It has M 60s _4 J
rockets. 50 knc'.s an hour. We're coming to - ’bj 7 ? .
Canada to det those Indians He chuckles to 1&«117Aakzd
himself. o ' :

Mrs. Delaurier: Billy is using a rather
~antiquated language You may wish to use
that too. , - : v ’

L

'One boy: Milan, where did you get that? (I [ dame &V |
think he is referring to the book) , mw?,%
Milan: My Dad gave it’ to re. o MJ‘/ ; \'
It is interesting to observe that Milan has '
already decided on the content of the letter

and that all the time available is spent in
) meticulously lettering this message. :

‘_Dear Mom, . ' - 3 ‘ P

Thie Voyage .

" . '
« .

- 'Frém Milants group, I hear him~sing out 4945 JL”°tt
"Hello, Mother, Hello, Father. . . " and 49{ . j? R
udoes a little twisting motion .

" THe.: hoys laugh about Douglas' "I think, I
think“ writing _ _ =~

/f“\Milan looks to Scott's letter and reads it. | (L7n4h¢uu:§/
W,Q

> “He then moves over to Billy to read his and: ) “
'»g'EHare._' | | i;g,auﬁtlZzJ/
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Milan: He's gettlng laughing 51ckness
.Let's throw hlm ower the edge.

Milan: Let's sleep now.
(no tesponse)

Mrs. DeLaurier: For those of you who have:
no ideas, put your head down, close your
eyes, and think of where you are and what is
happening. S

Milan goesJ’:“ver to the "bunks" and covers ) 777‘/4”” watd -
himself with a gym mat and lies down on top ‘- ,

the desks arid tries to coax the others but

- again there ‘are no takers. . T drama e

Milan: Are @bu going to send your mail by C Q‘Z nls
and N? i ' /movd

fa,

.Milan'l Hit the sack guys'

He starts placing the mats/one on the other
L l( 5'31

"I'm gettrng the beds ready"

- hold * . ‘ 4
0 i - . . ' A 1.

Conversation throughout the morning has - M[&M«,b/

mentioned Mrs. . -as a good choice for

captain of the ship.’ Tt is mentioned again | 40@59 Lrachery
and Milan jumps up to her and says "I'll be

first mate, okay?" @

At the end of the class most of the children

-had worked at decorating their writing by

dribbling wax on the page, crumpling the
paper to make it look 0ld and by cutting or-
tearing the edges for a similar effect.

Most of the children worked by using a print-
type that might be similar to what one could

. see in letters written long ago.

At this point it is recess and although most

- of the children would like to continue it

has been decided.that they may continue

. tomorrow but that in the half hour after

recess, that they could read their letters.

After recess, a number of the letters are
shared with the rest of the clags.



7 »

A number of mats are piled at the front of
the room for the reader to - sit on when they

- read.

Mrs. Delaurier asks Christina to read first.
Christina has written two letters from
different parts of the voyage after settling
herself behind Mrs. Delaurier's desk. The
writing is excellent and shows that she has
really assumed the feeling of that time and

place. iy B . -y Mﬂ? M%

Milan cuts' paper '{'éhile Christina reads.. Waﬂlﬂt
. 4

Milan notices the wax reflections from the

dripping of wax on her paper and - says: e
Let's see the picture What's that on the - alidee

Douglasnrefuses,'stephen refuses, and so
does Matt W. Someone says Typoon and Milan %7
corrects. hi~. by saying $ou said ty poon and /727 6?””9ﬁ/

les hculd Lty phoon / 3

iNicola and Darc1 also read !x
Milan is asked to read and he does'seying :

"It's short, Don't woryy. | - {%le?fﬁﬁ“/
The class looks forward to continuing the %Vé/)&/ x

writing. At recess Mrs. Delaurier and I
talk about the frustration of being unable
to continue due:tc the timetable where she
is teaching French while her class is
getting Math.



APPENDIX E

0 S - ; | |
SAMPLE- TRANSCRIPTION OF INTERVIEW WITH ONE STUDENT WRITER .
al. . . .

&

e}

279



-

p

:all knew exactly how to get started and spent a little time ~.
in discussion before beginning the writing. One thing that
occurred that was quite interesting was the return of a .
~former classmate who had moved to Calgary. He walked into
the classroom chewing gum dressed in a white suit with the
pant legs rolled up.vwith a black and whits sweat shirt
below the suit jacket. A miniature Mr. Mighi Vice. He
didn't say much until Mrs. Thompson noticed him and then

~was invited into the classroom. He vas givewpaper and pen

S0 tbat he could write as well. He noticed that the

7 ¢blackboards were green. .The idea of making the famil

strange occurred to me. The students in Mrs.Thompson'
class also noticed how different he was.

Melanie started to write and actually got quite a bit of
her fourth chapter completed. I let her work for about a
half.hour before we began the interview.

Melanie had brought her wvriting from other years and we
discussed it as she shared it with me.

- As Hel@nie was showing me a book report that she had

written in Grade 3 (Phantom Tollbooth) she explained that
she used to keep track of all the books that she read. She
showed the list of books that she had kept for that year.

Melanie had kept bdth copies of the book report and it
appeared to me that there wasn't mich difference between’ ,
the two. It seemed that Melanie thought that the good copy
meant that it had been written with neater handwriting.

" Donna:-And this is from Grade 37 Ve

 Melanie: Grade 3 or 4 I can not remember.

Melanie: And here is my writing folder with all my good
copies in it. And here are my journals from Grades 2 and
3. | ' | '

R

: .
Melanie: (starts to laughy And here's a note that I gave
to the tooth fairy. (She bégins in a rather sing-song type

- of reading) "I lost my tooth when I was brushing ay teeth.

My tooth fell out in the sink and went down the drain."

.See I used to write backwards when I was littleé. "Can you

still give me a nickel? (She giggles)

Donna: Oh and your Mom noted when that wa; written, April
3, 1982. (It must have been.written at the emdl of
kindergarten) .
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Donna: Are you sure?

We look through a lot of the writing.

.

Donna Look at all the vriting, WOW! Grade 3, WOw!

-Holanio. Sometimes™my hand, that I wroto with would start
to hurt Mecause I’ wrote so much. . .

Dénna: Did your teacher give you a lot of time?
: 3
Melanie: Oh, yah, five, ten mjinutes.-

Donna: You must have written svery day; I read the dates:
- of the journal but it appears that the writing of. journals
' was at lcast two or three times per week.

Molanio: I wrote some poems in there.

Donna: I noticed that in Grade 2 your teacher corrected a
lot of things. ,

Melanie: 1In Grade 2, she said that if you have trouble '
spelling words, spell it.the way you think and then put a
cloud ardund it and then she'll correct it for you.

Donna- D‘d you like that idea?

‘Melanie: Ya, It was good, _ )

-« Donha° Look at this; four journals in Grade Three. . [’:>
Donna: What about Grade 1, do you ronehbor writing in Grade
1?

. xolanio° T don't think we did the journal in Grade 1, we
just did vowels and sheets and stuff like that. Me and
Jennifer were the best readers in Grade One and we got so
bored and frustratéd because we had to sit and listen while

others read and we could hardly wait until it was time for
us to read and they were so -lov.

Donn;° D44 you have to liqt.n to boyl and girll while they
read ‘
»

Melanie: like lh.'d take a group of people to the back
of the roes ‘nd we had a curtain around us so we wouldn't
get nervous when we were reading , so the other boys and
girls couldn't look at us. And thon we'd start to read a



that's hov we would read in Grade'one.
Donna: Oh, I sco. Which group vere you in?

Melanie: ,Bonjanin vas in ay group, Jcnnifor was in my
group, I think Heather was in my group, I can't rcnnnbcr

anypody else. .

.Donna: And this 1- your Grade Four? I likc this idca
(refers to the multi-faceted folder)

Melanie: This is whete we keep our rough copies. This is .
for editing and then on the other side, here's my good.
copies. We did Hinky Pinkies, Mrs. Sawyer gave us Hinky"
Pinkies, she would say a scary fairy and then we would
write the Hinky Pinkies. Here is my favorite one: She gave-
us the cool ghoul and I put "What do you get- if you put a -
nonstcr&x_ a freezer?"

Donna: And Limericks? . ‘
‘Donna: Who tfpod this for you? - S ;
Melanie: Ms. éawyer.L ' : B -

I discussed w Melanie the fact that someone was goinq to
come into the klassroom to type up the good copies. I
thought it may have been Melanie's mother but it wasn't.

,xclﬁnic laid'that(thoy had a typewriter to use at home and
also that their grandmother had a big typewriter at her - -
place that they can use. :

Melanie: I started to type the book on tho Sundance ( they
were to tell what the Sundance was) and we made it up .and
I started doing it in Grade 3 and ¢rado 4 but we didn't
have any wvhite~-out. '

Hnlanio* (Rofcrs to another piece) Thil I roally cnjoyod
writing. - It was "How'the Bluebird Became Blue". It was
blue because he played a trick on somebody and thoy docidod
to get him back. , o

“Melanie: This I think was, what do you call it, I think, a .
~ summary. You have to-'make it so that you don't include all

. ,the details but you have to make it like , she called it a
little story. (How Summer Came Te Glooscap's Land) -

Donna: And what's this? ( I refer to a little dictionary
that has' the carrect spelling of words that author's use)

. /_\
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Melanie: And this is tof eyery day that I would yfitc and.
I would need to know these ®hings so I would read: through
this so that I would know what I had "to fix up.

»

Donna: Do you think that you still know how te do all these .
things? ' X _ ' . .

. ' ‘ ) ~
Melanie: I know how to do all those and I know how to make
interesting sentences now. 1Instead of and, .then, , I try

to f£ind a word instéad of then like after, now or whenever.

Donna: And do you know what all of-those mean?

Melanie: Ya, ! .

Donna: Do you use this same kind of folder system in Grade '
5 ? KY l } X N . -
¥hich kind of folder do you like best?

The Writing Folder had lovcnyl parts to it: including:
. MY IDEAS FOR WRITING . . ° » :
MY PERSONAL DOOZERS ( Shw had nothing written in this
section) ‘ : ,
ABOUT THE AUTHOR (Very little was written here either
except for the fact that she had not published yet.)
' EDITING SKILLS , , \
"l. Capitals -"¥roper nouns and at beginning of
. sentences. ) . : -
2. Periods, questions marks-
3. Quotation marks for punctuation

Melanie: This one (from Grade 4) because you have lots of
room for putting your stories, like the finished copies and
the stuff that needed editing and then if you had time you
could put it in the box with the stuff that needed typing.

Donna: (I refer to the vords, environmental and species, o
‘that are written on the front of the folder) These must be -
the words that you needed to know? :

Melanie: They're words ﬁhaé friends needed to know and :

vhen I looked the ‘m up-in the dictionary I was-right.
. M A

Donna: Good. So you must .be .quite a good speller , ars you?

- .
.

Melahie: I love -pclling;
S0

Donna: But you don't have spelling cxorciées'do‘yod?‘
, _ * . R '

y



mEeLlanis: WE USEd TO DUL -PIS. TOOEMPEONn GOSNt glve us ‘the
exercises and barely &ver givg- us a’'spelling test. And on
this lpollinq test that we just had » there were 40 words
and 1 got one wrong. .

»”

Donna: And what was it?

nolanie. It vas forecast and I torgot to put th( e.

' Donna: Do-youfi ythink that you' rc just as qood a speller
i .

* Melanie: Yah, (and thon ve ltart toulook at a book‘thaf

l

without a spelling book?

~

has an saater story except the illustrations have not been
fing ). I was thinking of coloring them or finishing
the illustrations but I don't draw like I used to but it
-wouldn't be the saho and you could tell that I }uct dran
latex.

Donna suppoce that even it you wrote later that someone
vould-be able to tell?

Molaa%:. Oh, yah.

: Ocnt#tway for. publication? | .

'” now do/xou think you!ll write next year?

3 Handwriting. ’ T

"‘li.a Yah, Our friends that we know from church, kocp a
REhat they. have people write in when they come over to
MIhey keep a book that has your signasure in and when
again, you can look and see how funny your writing
| be.’

;-t- is your special story that Mrs. Sawyer thought

you" Buld have published? Would you ltill like to have it

»

Donna. It looks like you pnt a lot of work into it .
dodicltod to. your parents. :

Melanie; Oh, I roally enjoyed doing it.' .

Donna: Did you? Why? o .

'Halanio. I liked doing the illustrationl, thnro vere lots
of parts I like, and I liked coloring titles, and
docqrating them when I was in grado 3 and I still do.

) -t . .
- - .

-



' Donna: This }i an interesting note here.
| ~ DEAR MINNIE, . Lo S

© XXIXXLITOXXVXXEXXX . o
S N ,

- - - - - |

Melanie: Yaf'fhia is ' the code that me.gﬁd ny sister use
for each other. But my brother has figured it out already.

. bonna: What is the code?

! Melanie: You're supposed to figure it out later in the
story. You're supposed to cross out the X's and then you
. get the word.. "MINNIE I LOVE YOU". . oo

Donna: Wo you say that this was one of the best stories
that vas itten in your classroom last year? o
Melanle: VYes, because, everybody liked it in my classreom
and I got to read it at the end of the year. It wasn't
like the author's fair, I got sit on the table with one
of my classmates, who was going to reéad one ofjhis stories. -
. 4 It was a'good story . The spotlight was on you in the music
' room and you got to read your story. :

Melanie: Kevin's story was too long. He had written a
story on Knights and he's still writing about knights.
He's doing a series on it. , '

P
Donna: So he's an expert in knights?
Melanie: Oh yes.
Donna: What would you say that‘you're an expert on?

Melanie: Spelling, reading. N ¢

[ ¥

Donna: Any special area that you like to write about?

Melanie: Well, I like to write about things that happen to
me like the Valentine's story. Like Valentine's was coming
up 80 I decided to write a Valentine's story like some .

other kids were. I decided to give it a try because I had

\

»
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"/ never dome a’story about.) ;.g;;bq'-,‘Chrfntnac or

Thanksqivinq so I doc 2o try *g

t i '
Donna: I havcn't*raad B Bt 1 wtll talk to you attor I
have road it. RN __\};xv Lo
r :‘\' "lj';‘ ?

1

)
L4 v

- Hollaiix It's inter
qots cxcitinq.!},;; o

o tight at tno end, it

‘N both qUQltionl. The next
3’ not P\ AW hotos, 80 she knew that
- gethl J;;ﬁlgtar qchool George came up
) oko for* you "o

/ . .
PR ¢ N Y . . .
» Minnied&hought tor y cénd. Then she aatd with a
%M;tl iw of laughi uan%a guilo, ."You phoney .
alonog - :

- ',:’ e ‘g(l‘ ) '.;'.J\:" v .’
’ y FP‘;/ » N 3‘ #{‘ ) ‘?' IINS(# .
Donna: Was George try159“ \ahy that ho lovod Hinnin?

Melanie: Yah apd 'h1§!“'~#ii1n9 to say that she 1ed
. . :.\A N ‘l

- himM . tgg;uu;
Melar Bu
cause or tr

d&barralsod by the joko,

AR

Yoltcrdqr you were VQrking on Chaptor .. wOulh you
,likogtp tell me t it. o
Melanis: I decided that thcy feeded to get to khow each -
- other better before I: put in Chagﬁlr 8 which is the wcddinq
plann.

r2

v:”-ahnd I was deciding to put in' that tp kissed or loncthing

but , the kids would -laugh and stuff s& I decided not to
put it in. 8o they had to get into condersation.or
something like that just to say that thcy'ro really dood
trionds and they want to get married.

4
Donnh’ mhcn , in a -onsc, are you writinq for your
- audience? ‘ . o A

{.

e —~ N

o
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-;xilanio: -Yah, cause I didn't want to put that they kissed
bacause, if I did then they would freak! Some people put

" thet dn-and I enjoy reading like my story here. I read the

. story WVoyage" and it had a little bit of mush and that's

Dénnltf "1f'it were being read by someone who didn't know
yo::‘tgon it. wouldn't bother ypu to put inihat they had
g S el S € i Tt o

‘Melanie; Wo. .

S

7 Déﬁnaz"H;w\do‘yoﬁvknqw about these thinqs?

NeXanle: Well, I read a lot of bogks,- My Mom reads books
and if I've finished a book ,. I go up to my Mom and say: " "
Have you finished any books that are any good?" And she
-goes, "Ya, Mera's one that youmight want to try. "Most of
the books that she’s read, I fihd pretty interesting. Onhe
that Lana read , she said "Hers's the mushy part" and I
‘read it and it was pretty good so I decided to read itf;Eom‘
the .beginning. ' .

{Donna; 8o you're almost finished chapter 4?

Melanie: Yah, they just have to go out for lunch and then
back to Danny's house and then I have to decide what they
have to do to get to know each other. I might put in: "a
month later they decide tb get married." It will be °
easier. L N

Donna: What are you going Eo-dp'yhon your story is
finished? - S

Melanie: Well, Melissa wanted to read my story,and she
asked if I was going to publish it and I said yes.

Y
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Intervieaw Questigms for Monica Hughes
I'm (interested in the composing processes of good writers
at the upper elementary school level. In my research, I

have observed and interviewed three children to provide me.
with information about their composing processes.

Additionally, X searched the composing processes of four
accomplished Eudora Welty, Margaret Laurence,
. \yourself. I hope to make comparisons

tiltiutoly,? 1 ﬁo& that a better understanding of the
composing processes of both groups will help to improve
instruction in writing in our schools.

1. You indicated that when you write you use a Bic pen and

lined looseleatf paper. Can you describe your rityal of - .
writing? Has this changed since you started writing? Did ~
" you have any kind of writing ritual like this when you vere
a chilaz ' , \ .

2. You indicated that you dreszhed of being a writer when
you were about 10. What were your aspirations as a
beginning writer?

3. In your interview with Margaret Hunsberger, you mentidbn
that your childhood was in "a secure world that appeared to
be going on forever." Do you think that such a world
contributed to your becoming a writer? In what ways?

4. Do you recall when as a child, whether writing was
difficult i.e. something that you really worked at or
whether it was quite easy, something that was as expressive
as speech might have been? . A -

5. What would you say vere the major effects of your
Ischooling on your writing today?

6. John Steinbeck recalls the books that he read as a
child as things that he experienced rather books that
he read. You have made reference to many that you
have read as being influences. Did you feel like John
Steinbeck in this regard? S
7. You have -mentioned questions and situations as 'junélng
off' points to:uiour novels. Do these questions stay in
your mind for quite a long time before you begin writing?
Is it after the questions are formulated that you begin to
research them or are they somevhat tied together?
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8. You-haye talked about the making of maps, particularly
in writing science fiction. Could you tell me more about
‘how they .are used in your writing? T o
9. How does the subconscious.take over when you are
writing?

. .
10. You describe Blaine's Way as being your husband's
story. Is it a story that he told orally? What license
did you take in telling the story? 1Is it his chéracter? I
felt so sad for him with his weak parents and their .
inability to give of themselves.

11. In My Name is Paula Popowich, I think that you have
dealt with the themes of 1living in Edmonton, i.e. the
dilemma of recognizing your own cultural backgrounds or
denying them. You have also highlighted the inaBility for
cultural groups to accept one another, like in the .
German/Ukrainian lack of acceptance. It rolindod'nqﬁaga ‘
some of the stories that my mother-in-law told me a %
wvhen she wvas a girl growing up in Edmonton. Wwas this #our
intent or was this something that I drew into the story?
—n
12. ‘Do you think that your novels have a strong confiection -
with place? . :

13. 1In your interview with Margaret Hunsberger, you.
mentioned that British editors accept your books with
little editing or change? 1Is that different with Canadian
and American editors? How do you feel about this?

14. On Maréh 24, at the Henry Kreisel lecture, you made

reference to the need for international workshops like

Music Master classes. What do you mean by this? What

kinds of focus would the workshops need? Do yow think that
our school children could benefit from such approaches?

: (&
Please feel free to comment about anything regarding the
composing process that you think is s%gniticant‘but not yet

mentioned.

v




Appendices G to J were deleted
because of poor reproductive quality.

Appendix G contains samples of writing from the accomplished
wrikters. Appendix H con&aiﬁs samples of Stacey's writing,
Appendix I contains samples of Milan's writing,/and
Appendix J contains samples-of Melanie's writing.
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