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In recent years children’s ability to compose has become a major
national, state, and local concern, stimulated by the National As-
sessment in Educational Progress, by the earmarking of composing
ability as a new class marker. and by increased competition in an
overcrowded labor market,

The very nature of this bulletin makes it especially appropriate
that it should be published by the National Conference on Research
in Enghish in cooperation with the ERIC Clearinghouse on Reading
and Communication Skills. ERIC/RCS information analysis pro-

¥ ducts are designed to close the gap between educational research
and classroom teaching and afe prepared in response to a directive
from the National Institute of Education (NIE) that ERIC provide
educators with opportunities for knowledge utilization beyond that
provided by the ERIC data base.

In each information an@!Ysis paper, the author attempts a com-

oD prehensive treatment and qualitative assessment of the topic; tries
to answer the question, “Where are wel”, sometimes finds order in
disparate approaches. often puints in new directions. The knowl-
edge contained in an information analysis paper is a necessary
foundation for reviewing existing curricula, planning new begin-
nings. and aiding teachers in now situations. .

- This bulletin "has been written by a number of distinguished
authonities in the field of written composition. The first two chap-
ters were written by Alvina Treut Burrows; the third, by James

- Flenuing, the fourth, by Alvina Treut Burrows ahd Sara Lundsteen;
the fifth and sixth, by Eileen Tway. and the seventh, by Robert
Calfee, All of the authors read. and reacted to the outlines and
manusuiipts of the other authors and offered their own ideas and
suggestions,
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Although the scope of this bulletin is limited to kindergarten
through junior high school, with major emphasis on the elementary
school level, the ideas from research on cqmpositioh are of uni-
versal interest. Studies done at any level must have - ramifications
for teaching at each’of thee other levels. For this reason, the authors

did not hesitate to discuss important research done above the ele-
mentary level.  * . Q
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. Bernard O'Donnell
b Director, ER I‘C/ RCS
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Research into Practice

The lyf so short, the craft so long tolerne.
Chaucer{On the Work of Writing)

The lag of twenty-five to thirty-five vears between the discovery of
new knowledge and putting that knowledge into action is cause for.
fegret. So long aninterval is particularly wasteful in this dey of rapid
dissemination of information. QOften changes in schoo! practice are
stalled bec ause sufficient evidence to support change is not avail-
able or because diverse opinions or confusion over contradicting
theories exist. Therefore, duging this historic bicentennial decade,
as we assess progress of many kinds, it seems timely to bring togeth-
er the outstanding research conclusions of the last half century and
the knowledge of outstanding leaders in the teaching of the lan-
guage arts. ' :

This has been done here in the form of twelve points which could
stand as a platform upon which to build programs for childten and
young people. Some of the points derive from rigorous research;
some come from the considered beliefs of eighteen nationally
known leaders in language arts teaching and research (Robinson &
Burrows, 1974). Although it is true that these twelve points are not
new, in many schools they need.the fortification that qualified
opinion and "hard data” can give. Such genuine evidence can often
overcome pressures of time, administrative restrictions, and cycles
of action and reaction.

For some years to come, perhaps for several decades, the basic

principles presented here can serve teachers, learners, and research-

ers. UntiH new data are available, this body of knowledge derived
from both research and observation can give confidence to search-
ing teachers and responsible leaders.

Twelve Points .

1. Oral language base. Written composition needs to be tied to oral
language. Conversation and “free talk” are the basis for consciously




/

structured reporting, story teliing and retelling, both original and
from other sources. The confidence and fluency that stem from
composing with spoken words and body language is essentially
related to composing with written words. Dramatics and panto-
mime add other dimensions to the composing process and promote
vividness of characterization and economy of action, as well as
clearer conceptualization of plot and episode. ‘Partnerships in
writing spring almost spontaneously from person-to-person talk
and from dramatization, whether spontaneous or planned. ‘

No doubt the most obvious and helpful link between oral lan-
guage and written composing involves dictation by a child to a
teacher whoputs the child's spoken words into visible written form.
Whether done on dn individual or a group basis, hearing and seeing
one’s unique combination of words — whether a question or phrase,
picture caption or whole sentence —is an exhilarating experience.
This method also introduces children to the concept that written
symbols stand for oral symbols. Cradual growth from dictation to
shared writing to independent writing seems a natural sequence
for,a great majonty of ready young learners. -

2. Environmesit. (\ varied environment that stimulates many kindt
of creative response adds depth and increases potential for selec
tion of content. Experlences with music, dance, paint, clay, dram.

rhythmic expression, and other media foster zest for experiment
and inventiveness in the whole realm of curricdlum—including
writing. Writing grows out of experience. We need to spend more
time on what happens before a child writes.

3. Inner motivation. Motivation to communicate comes from with-
in. It is innate. Shared by humans of every culture, and apparently
by some lower mammals, this urge is universal. For humans, writing
is part of the urge. Oral languages historically advance thto written
forms, roughly 2000 of the more than 3000 oral languages now.in
existence have gradually developed to the pomt that they have
written forms.

Teachers cannot “motivate” children to write; they can only
stimulate them. When actually used to relate to peers and adults,
children’s writing is a vehicle both for self-expression and for affect-
ing their ay,dience. In almost_any setting, children’s unassigned

wiiting exceeds therr wnting op assigned topics. Individual selection -
is not only possible.but requisite, even when part of a cooperative !

authorship of books or letters or reports. Composing in writing is
ah intensely individual pfocess. The individual writing confer,ence
between teacher.and child may assistthis process.

4 = .9

_ t : _Reseaighjmmastica

- L)




4. The contrihution of childrep’s literature. Children’s literature can = o/
contribute greatly to the written and oral composing of children.
Awareness in children of what a story is grows from early exposure
to stories heard and read. From the earliest herezand-ngw accounts
of objects and events shared with infants and toddlers, through the
"safer] folk tales and (at somewhat later ages) tales madk of sterner
stuff, through imaginative and realistic literature, the ora\ and writ- 2\
ten heritage is a vast resnurce for children to draw upon in their
own composing. Using known characters for new exploits can help
many children to be truly original, fo example, a popular dilemma
from literature ~hildren often use is that of being the youngest or
weakest, yet bein_, able to achieve.or overcome.

5. Audience. Various audiences help to shape the style and content
of writing. Stories written for younger friends or classes have ciiar-
acteristics quite different from those written for older student$ or
adults. This adaptation of writing style for different audiences holds
whether the writing is factual, imaginative, speculative, or persua-
sive. And. since the product belongs to the producer, a story, poem,
or any other writing should not be given to an audience until the
young author releases it to that audience.

6. Positive response. Enjoyment of stories and reports, apprecuatlx.
for a bit of original phrasing or a unique character or event, is th
response to be encouraged. This reaction is positive and yet selec-
tive. Rating and grading have no part in unifying writer and au.i-
ence. Appreciation of factual accuracy and questions reflecting a
nevs Luriosity awakened by a report show thatan authorhas respect-
ed and affected his or her audience. Such positive reaction from
teacher and peers is evaluative and is the kind of stimulus that
- _ builds motivation for further writing. Teachers help children by
looking for strengths apd pointing them out.

Negative criticism should be avoided because it implies rejec-
tion. Red-penciled cormection and authortarian comment can
thwart the corfidence needed for further exploration. Editing with
a child when a paper is to be put ihto "good” form for display or
in a permanent collection can and must be a supportive relation-
ship. The purpose of editing is to help young authors say what they
want to say. Even another child serving as editor can adopt a shar-
ing attitude for the purpose of making the writing clear, precise,
and easy to understand. If seriqus reshaping of a sequence of ideas
is needed, this should be clone on a separate paper. Respect for
children’s own words is thus maintained, and planning or accepting
of a better approachis less likely to damage self-esteem.

<
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7. Drafts. Children’s first drafts are usuai}\y messy. Words are omigted ~
"~ ~  or spelled wrong, handwriting is often poor. This is also true of
many adult authors. One of the truisms q composing is that ideas
forging ahead of one’s pencil or typewrkﬁer cause many surface
errors. 3y

8. Oral display. Not every piece of writing n\’geds to be corrected or
copied. Much-of a child’s writing is best read aloud, if the child .
permits, and filed in a private folder. An audience might be large
or it might be as small as one peer or one teacher. Ifthe story, verse,
letter, or report is to beeread by persons other than the teacher-
intermediary, then editing and writing in appropriate form are
usually necessary. Seeking the author’s approval for.the finished
copy helps to build pride, a strong force for further interest in writ-
ing. ) .

9. Developmental irregularity. Development if ;griting occurs in
irregular spurts. Although learning curves may appear when exact
test scores are smoothed into a growth picture, éﬁ ch ratings are
neither accurate nor appropriate for compositions. Flot every story
or other piece of writing is better than the preceding one for a child
or for a professional. Teaching needs to be based on developmental
knowledge of children’s composition. ‘

10. Observation. Developjng powers of observation !.5 essential to
the writing pro.cess. Welcoming oral comment upon:obsdgvations
strengthens abilities needed in composing -- for example, how the
sand looks or feels when it blows, how birds fold their wings when
they alight, why people preferto be in groups rather than alone, or
how an author makes an idea clear.

11. Voice. As children mature in supportive environments, they
develop an individual “voice.” They must be helped to understand
who thy are (in positive terms) and what values they stand for in
order to develop their own style and project their creativity into
their products.

12. Creative problem-solving. Creative problem-solving, an impor-
tant part of composition, can strengthen essential processes of
selection. The word creative implies child autonomy, child choice,
some areas of the unknown, not just being handed a writing task,
topic, or problem. Teachers, of course, can provide frameworks
for writing problems {(*Why don't you try composing a tall tale,
something like those we've been reading and talking about.”), but
the substance of the composition.needs to come from the child’s
own observation and imagination. -

iy
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A teacher who feels that he or she must select the writing prob-
lem also miust see the need to transfer the writing problem to the
child’sown valuing. Then a child sees the task as his or her concern,
too. For example, unless the teacher can get the child excited about
making imagined entries.in a diary for a character {e.g., Laura in
Wilder's Little House on the Prairie), then little of value WI" happen
as the child writes.

The selective processes in creative problem- solvmg parallel some
of the composing processes. Some parallels include the gathering
and selection of details (observations or facts), the planning and
selection of procedures, and the planning and selection of ways to
evaluate the results, or consequences (“Did my ‘funny’ story make
the group faugh?”).

In essence, children can apply what they know about productive
problem-solving to composing in writing. They need that same
quality of creative autonomy and that same selectivity that they
have used before on unknown, undecided, and unmastered areas
{Colvb, 1967; Lundsteen, 1976a, 1976b). ¢

It is evident that different categorizations of principles could
be derived from the wealth of experience, thoughtful observation,
and research on composition that has accumulated in the last half
century. Likewise, more principles could be distilled from the keser-
voir using the same process that has led to those here enunciated.
Yet, the points noted above seem to be a healthful and manageable
array of findings and adaptations. Supporteu as they are by the re-
search and practice discussed here, these points could be of im-
mense value to educators.

The chapters that follow offer a brief historical overview of the
teaching-and inquiry that have occurred in this country and a dis-
cussion of the last few decades of serious investigation in the area
of written composition at the elementary level. It is hoped that this
examination of past and present trends will not.only point out
where we now stand and offer supportive evidence for educators
but also suggest new, directions for further study,

Reseatch into Practice * ) 5
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2 Research Then and Now

The history of composition research in America is brief. Even allow-
ing the broad criteria for research that may have been acceptable
at an earlier time, studies purporting to be systematic investigations
go back only a short time. Compared with studies in reading, those
in composition teaching began much later. Research reports in
composition prior to the 1920s are hard to find, limited in number,
and scant in Coverage.

Historical Beginnings °

Perhaps the first bona fide, systematic investigation of composi-

tion teaching in this country was done by Colvin and Meyer {1906).

It is interesting that the focus of their inquiry at that comparatively

ear,y date was upon some aspects of creative processes, still a con-
cern in the current decade of the seventies.

Cycles of research pursuit, which have progressed in varying

. directions, have become a little more clearly discernible as the

twentieth century has moved into its final quarter. At times, atten-

; tion to correct form seemed to engage most energies. Then came

questions about the length of sentences, the total number of words

in a compositian, and the number of different words used. Vocab-

ulary studies in other areas of the language arts were being conduct-

ed at the same time and may have sparked this interest, but there

is scant evidence in this area of who influenced whom. At various

times, certain studies dominated professional interest by virtue of

their uniqueness and the amounts of publicity given to certain in-

vestigators or their products.

A little later, developmental studies of sentence complexity

examined the relationship of grammatical structure to age and

. social and mental development. Linking sentence-writing maturity

to oral maturity appears in retrospect to have occurred at roughly

. 14
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the same period, beginning in the 1930s. Both kinds of relationship
are still being examined but, of course, with refinements built upon
foundations erected in the 1520s. These refinements were both in
researr.: design and in provision for the many variables of oral and_
writte, ianguage, as well as content and social motive. New insights
from psycholinguistics on the generating of original sentences
versus sentence n‘nrtatnon have also strengthened interest in chil-
dren’s syntax. -

A discernible trend though one lacking as yet in precise delinea-
tion, is the movement away from larger and larger test populations
to smaller representative samples. This is no surprise; similar evolu-
tion oceurred in researching other fields of learning. A stil} further
narrowing of focus, probably influenced by Piaget's resurgence in
the 1960s and by other psychological inquiry, has resulted in the
useof the case study as a productive research method. This individ-
val approach has the life-stimulating quality of bringing together
the many facets of cognitive-affective operations and their relation
to past experience and present environment,

These swings of emphasis from the laboratory to the classroom,
from isolated phenomena to simultaneous, integrated phenomena,
have not been regular or clearcut. If, indeed, these are verifiable
trends, such changes can serve as a beginning in the history of an
important educational activity. The quest for ever better ways of
facilitating literacy, even in an age of electronic literacy, is not to
be taken lightly.

Some Historical Documents

Nationally known educational documents give us clues as to
what was happening in composition teaching during the last years
of the nineteenth century and the first three quarters of the twenti-
eth century. At least these published curricular outlines show us
the needs as seen by outstandmg leaders as early as the famous
Commitiee of Ten (1894*

Committee of Ten Re; st. Although the Committee of, Ten Report
obviously aimed at a revision of then current high school programs,
it also formulated requirements for elementary school children’ s
education ift Engllsh Only a few of the prescriptions in composi-
tion serve to give the flavor of the whole for pre-high schoal learn-
ers. Under the heading, “The Study of English in Schools below the
High School Crade.” were the following points, among others:

If the pupil is to secure control of the language as an instrument for
the expression of his thoughts, it is necessary (1) that, during this

wr
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period of life when imitation is the chief motive principle in educa-
tion, he should be kept so far zs possible away from the influence of
bad models and under the influence of good models, and (2) that
every thought whichhe expresses, whether orally or on paper, should
-be regarded as a proper subject for criticism as to language. Thus
every lesson in geography or physics or mathematics may and should
become a part of the pupil’s training in English .. .

A. “Language’ and compesition. During the first two years at school,
children_may. acquire some fluency of expression by reproducmg
orally in their own words stories told them by their teachers and by
inventing stories about objects and pictures. )

Not later than the first term of the third school-year, children
should begin to compose in writing. To asqist them in overcoming
mechanicat difficulties (as far as punctuation, the use of capitals,
etc.), they should be required to copy and to write from dictadon
and from memory short apd easy passages of prose and verse.

From the beginning of the third to the end of the sixth school-
year, “language-work” should be of three kinds:

1. Oral and written exercises in the correct employment of the so-
called “irregular” verbs, of pronominal forms. and of words and
phrases frequently misused.

2. Oral and written exercises in the most elementary form of compo-
sition. that is, inn the construction of sentences-of various k:nds.
The matter out of which the sentences are to be constructed may,
if necessary: be supplied by the teacher; but the pupil shiould,
from his earliest years, be encouraged to furnish his own material,
expressing his own thoughts in a natural way. The greatst cace
should be taken to make these exercises practical rat'ier than
technical and to avoid the errors of old-fashioned routire method
of instruction in grammar.

3. The writing of narratives and descriptions. These exer.ises should
beginwith the third school-year and should be continued through-
out the course. The subiects assigned should gradually increase in
difficulty. in the seventh and eighth school-years, if not earller;
they may often be suggested by the pupil’s observation or per-
sonal experience. (p. 87)

Hosic Report. A second document that shaped secondary school
teaching, but that had implications for elementary school teaching,
was the famed Hosic Report {1917). The emphases of this curriculum
guide upon students’ experiences apd upon actual communication
seem clear from the following brief excerpt:

The point of view of the committee on composition in the seventh,
eighth, and ninth grades may be stated as follows:

Research Then and Now
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1 “T;ai nirg in composition is of equal importance .with the study of
literature and should have an equal allowance of time. Composition
work should find place in every year of the school course.

2 Subjects for composition should be drawn chiefly from the pupil's
life and experience. To base theme work mainly upon the literature
studied leads pupils to think of composition as a purely academic
exercise, bearing little relation to life,

3 Oral work should be conducted in intimate relation with written
work, and ordinarily the best results w:II follow when both are taught
~ - bythe same-teacher. - -

4 Theory and practice should go hand it hand. The prunc:ples of gram-
mar and rhetoric should be taught at the time and to the extent that
they are aids to expression.

5. If examinations are given, they should be so framed as to be a test
of power rather than of mere memory. (p. 36)

The report of Hosic and his committee took a rather firm stand
against the doctrine of formal discipline, which was fundamen-
tal in the Committee of Ten Report, particularly in the secondary
school, It should be noted that both of these historical publications
formulated guidance for high school teachers with an obviously
selective function for college preparation. Though neither docu-
ment had administrative power, the influence of both was enor-
mous— and-possibly still is.

The focus of this ptesent bulletin on research in comnosition in
the elementary schools.—aiming to help teachers meet the needs
of children and of saciety; and taking cognizance of developmen-
tal periods of growth in compesition —seems proper today. In 1917
the focus would have been revolutionary. It would have been
heresy to use research-discovered knowledge for.curricula in ele-

mentary schools and to give emphasis to individual differences as - .

a foundation upon which later education shouid build.

Hatiield Report. A third nationally famous document clearly
sounded the need for a great variety of experiens es to fortify crea-
tivity (Hatfield, 1935). Hatfield's work included a wealth of detailed
suggestions for classroom teachers with ample,.but nat excessive,
treatment of goals and theory. Values stemming from actual com- .
munication, relationships between oral and writtén expression,
individual differences, functions of imaginative and factual writing,
and other “modern” concerns were treated syrnpathetucally and
helpfully in this first report of the Curriculum Cémmission of the
National Council bf Teachers of English {NCTE).

10 . Research Then and Now




The foregoing documents, influential as they were, did not usher
in an unopposed sequence of progress or even of change. Antago-
nism sprang up quickly and attracted many followers. Some of this
opposition was a healthy dynamism within the profession. Some
was opposition for the sake of publicity. There were and are many

_sources of conflict. An upsurge in research in the 1920s and 1930s
revealed new data about child and-adult vocabulary, spelling faci!-
ity, job needs, and individua! differences. Gulfs between college
preparation and individual differences became wider, with compul-
sory education and nearly universal high school attendance. And

there were “those with vested interests of those who sta\,'ed with

earlier concepts because of respect for “worthy tradition.”

QOutside of the profession, parent opposition for many reasons
often became divisive. Books by genuinely concerned lay people,
as well as by opportunists, appeared in spurts of publication—as
they do today. Writing and reading are often at the center of com-

munity frustration. Instructional emphases have responded various-

ly to these controversies. And, quite clearly, research reflects these
professional-social events. IdeaIIy /esurch students seek to test
hypotheses rather than to “prove” merit for one approach over
another. This attitude has sometimes been difficuit for investl

gators to live up to, however, and some studies have shown bias

ratheithan dispassionate scholarship.

Stimuli to Research in Children’s Composition

As in other academic disciplines, research in composition has
responded to a number of stimuli. Moreover, as investigation in
medicine, physics, cheniistry, finance, behavioral sciences. and
other areas has increased, an atmosphere of respect for research
has grown to positive enthusiasm. It is doubtful that professional
organizations could have allotted some of their meager budgets
to research in the 1920s but for this change in attitude. In the 1960s
such budgeting was no meze possibility but an actuality. For exam-
pie, the NCTE Research Foundation was instituted.in 1963 and by
January 1976 had helped to support eight research prolects dealmg
with composition (see Appendix A).

In 1970, NCTE instituted another practice as a stimulant to
research in English teaching ~— the annual award to Promising Young
Researchers. These awards are presented each year at NCTE’s
Annual Convention. Of the twenty:-nine awards made thus far,
five have been given to students for worthy investigations in com-
position (see Appendix B).
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Yet another encouragement to reseasch in composition and to
other facets of English learning and teaching has been the gradual
increase in listings of relative studies both in professional periodi-
cals and in separately published summaries. Looking back from the
vantage point of the 1970s, it is amazing that such helpful presen-
‘tations began only a mere twenty-odd years ago. Oscar Haugh's
listing 77952) was one.of the very first. Others followed, but pearly
all coupled composition with other aspects of English teaching
(see Appendix C). Such diversity does not decrease their value; it
merely shows how belatedly research in composition has amassed

. . _enough citations to justify separate publication.

The first such separate publication, Children’s Writing. Research
in Composition and Refated Skills, was a product of the National
Conference on Research in English (NCRE) {Burcows, 1960). This
bulletin wa- che work of six leaders in language arts teaching, each
of whom presented the outstanding research in a specific area of
the language arts and offered interpretations and implicatiors of
those studies.

A report written by Braddock, Lloyd-Jones, and Schoer (1963)
deserves particular iote among rasearch listings in composition.
A committee of ten persons, including the authors and represent-
ing various levels of education, met to plan a way to sum- up the
research knowledge then in existence and to point to high quality
research in such a manner as to improve the quality of future efforts.
The resulting report is a milestone in the continuity of research and
a base-line compendium for serious students (see Appendix C).

* The strategy developed by the committee involved a large num-
ber of teachers in universities and other teacher education schools
and officials in state departments and administrative agencles,

R each of whom was asked to send to the committee reports of recent
' and ongoing investigations with which they were familiar. These
reports were selectively screened, and many were eventually in-
cluded in a bibliography of 504 citations. Five of the composition
studies were selected as meeting all or nearly all of the criteria of
excellence which had been delineated. by members of the rom-
mittee. These five studies were presented in considerable detail
to illustrate the possibilities and difficulties of composition re-
search. . ’

In light of the efforts of Braddock and the members of his com:
mittee, it seems timely to point out that the quality of research in
composition has improved, and it appears that this might be appro-
priately demonstrated by examining one of the outstanding investi-
gations of recent years {others are discussed in later chapters),

]
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A Modern Exemplary Study

Donaid Graves was the recipient of an NCTE Promising Research-
ers Award in 1973 for. his dissertation on children’s writing. He
examined and reported in revealing detail many of the salient
aspects of the writing process among seven-year-old children in a
p-edominantly -lower-rpiddle class community made up largely of
blue.collar workers. 1 - ¢

Graves described class programs, specific teaching activities
in other areas as-weil as in composition, a variety of stimuli, peer

. relationships,-class requirements, and the “atmosphere” of each of
“ four second-grade classes. Two classes were categorized as formal
- {more large-group work) and two as informal (more small-group -
and individual work}. Cominunity patterns and expectations were
}oted partly through parent interviews.

Two children were se[ected in each class for detailed case studies.
Of these, one was reported for the final dissertation in comprehen-
sive detail. All students kept writing felders, all were jnterviewed as
to what they thought a “good writer” was. The aim of whole class
involvement as the social context in which the case-study students
were involved was to learn some characteristics of the many seven
year olds and to avoid self-consciousness for a few selected stu-
«dents,

Graves kept elaborate but manageable records of activities car-
ried on as individuals wrote —re-reading of last word or of the total
amount written, getting help from tae teacher, from peers, from
other resources, struggles over spelling, and many more simuita-
neous and follow-up behaviors. Assigned writings and unassigned
writings were analyzed as to frequency of occurrence, length, and
content.

Many of Graves’s conclusions were formulated as hypotheses.
Among the fourteen or more hypotheses that emerged from volumi-
nous data, several seem highly significant.

In informal environments children have more opportunity for
choices to write, write more, and write fonger products than
when given definite assignments. :

. Infom')al environments apparently favor boys, formal environ-
ments.apparently favor girls.

e e
in either formal or informal environments, children write longer
when wiiting.about their own choice of topics or events.

The student’s developmental level in writing is more influential
than environment or methods in affecting writing behavior.

.
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Gravess study, instead of comparing Class. Procedure A with
Class Procedure 8, combines the values of analyzing social process
as it influences individuals in certain specifics. This unique case-
study rm#thod—indwlduals in a social fabric of class, school, smail-
group, parents, and community —sets an example for learning about
the myriad actions-and interactions'that characterize the total'com-
plex of gomposing as dohe by elementary school children of simi-
lar §oci(i-econornic status and ethnic background.

NCRE

The National Conferénce on Research in English was organized
in 1937. That event itself was testimony to the growing need for
knowledge. The nature of language, of psycholinguistic develop-
ment, of communication needs, of children’s literature, of reading
in elementary and secondary schools—all this and much more have
been and are the concern of this small organization. Its executive
committee has deemed it timely to report a second time —through
this bulletin—upon the background, the current needs, and the
directions of possible greatest value in research in composition.
That a second summation and stock-taking should be needed only
fifteen vears after a first report and some seventy years after the
probable beginnings of such investigation in this country indicates
somethmg of the growmg momentum of many kmds of systematic
inquiry. .

The studies discussed in this chapter have reflected some of-
our most productive approaches to research on children’s composi-
tion. A look backward puts progress in perspective. The next chap-
ter puts a further focus on contributions from developmental .
knowledge.

-
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3 Review of Development in Children’s
Lang::age and Composition

Some Dimensions of Definition

What is it a child does when asked to write? Children’s writing
sometimes is distinguished as either éomposing, or handwriting.
This distinction frequently points up the active, - personal and es-
pecially.cognitive and affective aspects of composing. At the same
time, the contrast sometimes pictures handwriting as a relatlvely
n-echamcal or almost exclusively motor, skill devoid of much rela-
tion to anything spontaneous or thoughtful. it is often assumed that
handwriting is a skill to be practiced until a certain uniformity is
reached both in perception and in production. And it is then further
assumed that one maintains the skill, unchanged and ungrowing,
until illezible writing is seen as-fashionable-{witness the signature
of many famous individuals, those who imitate them, and, as some
would note, the prescription writing of physicians).

It seems as if there always has been a somewhat clumsy dichot-
omy between writing {as in composing) and handwriting {as in
producing legible scribbles} wherein handwriting emphasizes form
and writing or composing reflects the substance, Reahstlcally, the
extreme of neither condition normally is found. That is, the best
content cannot be judged to be “best,” if it is, in the main, illegible
to the reader. And, conversely, by conventional standards, there
is no content to be found in a randomly arranged string of otherwise
beautifully formed letters. In recent years, there has been consider-
able evidence of “leniency” toward the so-called mechanics of
writing, whether these mechanics be “neatness of script,” “good
grammar” (in an outmoded school-grammar sense), or “correct
spelling.”

Currently, two deveiopments happily, and even excitingly, are
bringing about a major reaffirmation of the truly integral and mutu-
ally reciproca. relationship between children’s weiting and the entire

v
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range of language skills. One development, reflected primarily -in
field practice by enlightened encouragement for children to write
expressively and freely, has at least implicitly acknowledged the
basic source of the written product: children’s language, the medi-
um through which they largely relate to and about the world. The
other developn.ent, reflected primarily in several research efforts,
increasingly suggests a direct link between children’s initial writing
experience, their knowledge of phonology, their acquisition of
spelling skills, and their learning to read. In one of the most fasci-
nating areas of iively research interest, there have been some recent
cross-cultural indications that even chijdlen’s development of the
perception of handwriting is intimatelYfinked to the saliency of
written language and orthographic featutres (spelling) within the
children’s environments. ’

Ail of the issues mentioned above should be considered in the
broadest context of what children have to offer and what teachers,
and others, can give~that is, on the one hand, what it is that chil-
dren put into the writing process as a result of what they bring with
them from the totality of theirenvironment, and, on the other hand,
what and how teachers can contribute in order to have all children
writing:

Definitions Abroad and at Home
Representative and widely influential authors on children’s writ-

" ing, both in the United States (Burrows et al., 1964) and.in other

_ English-speaking parts of the world (Lane & Kemp, 1967), long have

advocated that we look to what children can do before we talk
about what teachers should do. And, though all may use slightly
different terminology, their views reflect a certain commonality
with respect to children’s potential. For example, Maybury (1967)
speaks well for some schools of thought in Creat Britain when he
maintains,

Essentially, Creative Writing, Imaginative Writing, or—a name |

prefer borrowed from Margaret Langdon (1965) — Intensive Writing,

is concerned with :ncouraging children to use fully what they have

within themselves. ideas, impressions, feelings, fears, hopes, their

imagination and such language as they can command. Itis an attempt

to get at the nine-tenths of the iceberg of a child’s mind that he does

not often yse in the kind of formal work suggested by.the name "com-

position.” (p. 10) '

Inmuchthe same fashion, Carlson speaks for many in the United
States when she discusses writing as a "total act of expression,”

-
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whlle noting that “unfortunately writing iml‘w W .-

involves the total being in a-process of learning a more and more R
complex skill” (1970, pp. vii-viii). Carlson nicely sets the stage for
something between what she calls “a monkey jumping through a
hoop™ approach (a crude stimulus-response, mechanistic approach)
and the creating child characterized by the situation where “no
outside teacher or adult dare tamper with the writing process or
product.” Rather, she suggests “a hierarchical chain which. itself
contains many [unclefmed] processes . . . and all can be barricaded
if things go wrong.” For example, she cites a case where a child
“may stop on a plateau until he acquires a.competency in syntax
and such English mechanics asspelling and penmanship” {Carlson,
1970, p. viii). Althcugh | am not at all sure that | agree with Carlson
with regard to her last “barricade-at-the-plateau” suggestion, | do
find her insistence an shying away from extremes (“the monkey” or
the “untouchable creating child”) a healthy position which bears
repeating.

Before leaving definitional considerations, it is worth noting
that, despite pleas for more rigorous approaches {Wright, 1971)
and the general appeal for continued research into the writing pro-
cess as itrelates tohuman functioning (Weigl,-1972), there probably
will always remain considerable differences among those whose
interpretations are characterized by dlfferent emphases but who
nonetheless share equal concerns for improving writing. This point
is best illustrated by two citations, out of -conext but hopefully
thought provoking. The first is from Maybury (1967), who suggests
that “there should be plenty of discussion so that the children can
give their ideas_an airing” (pp. 14-15). The second is from Pierson
{1972), who, in commenting on research in teaching writing, takes
his lead from ‘Shakespeare {"The forms of things unknown, the
poet’s pen/Turns them to shapes and gives to airy nothing/A local .
habitation and a name” — A Midsummer Night’s Dream, V) and in-
sists, ”tis difficult to count airy nothings” {p. 75}.

Controversies and Current Practices

A prime, all-encornpassmg controversy is the business of correc-
tioh — making cértain, for example, that at some stages the form of
letters, the composition of words, and the “well-formedness” of
written language approach an adult norm. (All of these,__gQUlre'
ments and the time of their mastery constitute another series of.___
major subsets of controversyl) In short, the issues are whether,
when, and how children should dlsplay "neat” letters and hand-

H
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writing, “correct” spelling, grammatically “correct” séntences, the
use of the “right (colorful?} word,” to say nothing of paragraph
organization and severad other related issues.

Simply put, most teachers take some stand on all these matters;
the likelihood of being casual about them is remote. These issues
can be debated, but all toc often a major point —that of priorities
in time for certain skills acquisition—is overlooked.

A stunning example {(of at least it seems 50 to me) of one who
has put these matters into concise and cornpell‘ng perspective is
the former Chief Inspector of Primary Schools in England, who in
his book Good Enough f.r the Children? had the following to say
regarding notions of correction: '

b ’

No human skill or art can be mastered unless it is constantly prac-
tised. A short composition once a fortnight, interspersed with formal
exercises, is no good at all. There must be bulk. if that is accépted,
the argument goes on, the children must have a period in thgur lives
when you let them rip. They learn to speak in this way —by gontinual
chatter of which_only a tiny proportion is in any sense cofrected—
and they must lear to wrive similarly, by writing far mose-than any
teacher could.ever possibly correct of even look” over. This also
seems perfectly sensible_as Far as it goes. | should like to see all
juniors keeping diaries. writing stories, editing magazines, writing
letters and generally performing those writing activities which have
always been quite familiar features in educated families. The theory
that if mistakes g0 uncorrected when they are first made they will
be perpetuated won't bear much examination or we should all cut
pretty sorry figures. (as cited by Maybury, 1967, p. 19).

Some seemingly unrelated experiments suggest that far more
could be done to stimulate writing through the use of aural stimuli.
As one large-scale éndeavor, which was directed at older pupils,
the Australian Council for Educational Research {1968} sponsored
a nationwide experimental radio broadcast (carried by the Aus-
tralian Broadcasting Company) to which students responded in
writing after hearing a variety of aural stimuli. The results were
compared with those from students whose written responses fol-
lowed exposure to other verbal and pictorial stimuli. Perhaps not
surprisingly, one of the conclusions confirmed that the “presence
of 'sound’ in the life of young Austrahans can provide a meaningful
stimulus;[for writing] for them."” Perhaps there has been an overly
exclusive reliance by some on the notion of “quiet while writing!"

i
}
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Research on Develgpmental Relationships
among Reading, Writing and Spelling -

For some time now, a number of individuals (e.g., Fleming, 1971;
Goodman & Fleming, 1969; Smith, 1971) have emphasized the
importance of examining explicitly the. psychclinguistic nature-of
the redading piocess. in the broadest terms, it has been maintained
that insights into the ways children learn to read, or react to writ-
ten language, may be had by [yoking closely at the ways they
acquire their oral Janguage, an area about which we now know a
considetable amount (Brown, 1973). More specificaliy,ﬁ:re have
been increasingly frequent and insistent claims for leafing about
the reading and learning-to-read processes by looking at the degree
of similarity between the underlying processes of speaking (pro-
ducing as well as understanding utterances) and comprehending
written language. The strongest views here would suggest direct

_analogues between the lwo processes; weaker positions would,
argue for some degree of parallelism between the two processes.

fn any event, thanks to those who have extended the work of Smith
(1971), for example, we continue to accumulate evidence for the
claim of interrelatedness among several language-based areas.
Niles (1974), far example, has furthered our understanding of how

elementary school children—even quite young anes—make use of

featural and letter dependency information in recognizing words.

Thus, children reflect strategies which_begin to resemble, at least .
.in part, the ways many adult readers make use of some of these

same cues.

Writing before reading. Continuing with an interest in the rela-
tionships among child language, reading, and writing, Cazden
(1972) has suggested that{an area worthy of more investigation
than it has yet received is that of reading instruction that proceeds
from writing to reading. There of course have been approaches

which Fave recommended this direction; Montessori (1965), per- i

haps one af the best known, long ago suggested that the child go
from writing —usually individual letters —to reading. Also see, mod-
ern research by R. Stauffer & Hammond (1969) and M. Stauffer
(1973) on the language-experience approach to reading. Far exam-

ple, M Staufferfound that on a sample of creative writing a random

samplz of the language-experience approach group achieved signi-
ficantly higher scores (p is less than :01) than a random sample of
the basal reading group on measures of diversity of vocabulary,
story content, mechanics of writing, and spelling. Of related interest
are the MacKay nd Thompson (1968) reading materials used in
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. England and the Amerlcan adaptation, Breakthrough to Literacy

{Bomar publlshers) These language-experience-approach materials
seem to reflect in modern dress some of what Montessori had in
mind. With regard to this topic, C. Chomsky's (1970) work has gone

_..along.way.toward. reviving.serious interest-in-the-relationships-be-

tween children’s reading, writing, and phonology.

Spelling and writing. C. Chomsky (1970), incorporating the theo-
ties developed by N. Chomsky (1970) and others, has suggested
that fat too much emphasis has been placed on ‘the phoneme-
grapheme relationship as a building block in learning to read and
not enough on being concerned with furthéring children’s shift to
a more realistic and necessary {though abstract) level—that of
moving from a phonetic interpretation of the spelling system to a
lexical one. That is,-children should be given more opportunities
to appreciate, if at first only in a partially conscious manner, the
similarities (rather than the surface-structure differences) between
English phonology and English orthiography. “Connections should
be brought out among words that he [the child] already knows but
may not yet have classified together, and new words should be
introduced for the purpose of establishing new connections” (C.
Chomsky, 1970, p. 302). It should be noted that an overriding con-
cern here is with meaning, meaning in the child’s terms, A most
readable introduction to C. Chomsky’s important work can be found
in her article "Write Now, Read Later" (1971), in'which she outlines,
in nonspecialized language, her views and suggestions on the rela-
tionships under discussion:

As has been indicated, spelling is an important dimension in
writing and certainly in writing and reading. It is probably fair to
say that, if spelling is taken into account in children’s learning to
redd-—as in instances where children will write and therefore need
to produce some approximation to the adult norm —the usual-tack
isto give the "correct” spelling to a child who asks for it, with minor
"lenient” variations, including the teacher’s “acceptance” of some-
thing close from the child.

Much related to C. Chomsky's work dlSCl.lSSed above is Read's
v1971, 1973) work on’ preschool children’s knowledge “of English
phonology (sound system). Although it will be relatively difficult
for some to establish a few necessary points of reference, his work
has important implications for our understanding of how children
relate meaning and sound and, then, how they represént this mean-
ing, or, in other words, how they spell when they write. Read’s
findings are broadly sketched below:
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The evidence of phonological knowledge comes from ore-school
children who invented their 6wn spelling system for English, influ-
enced relatively littfe by the standard system. In each case, the child
first learned the conventional names of the [etters of the alph.abet;

e <. —— AP, With. blocks.or. some .other movable-alphabet toy, -begin-to

spell words; and finally, produced written messages of all kinds, in-
cluding stories, letters, and noems. The writing began as early as
age three and one half, usually before the childwas able to read, and
ceitain parts of the spelling system persisted well into the first grade
where they gradually gave way to standard speifings under the influ-
ence of formal instruction in reading and writing.

Such spontanecus spelling is relatively rare. Apparently, it de-
pends on the coincidence of the child’s interests and abilities with
various other factors, such as the attitudes of the parents, particu[ar-
ly their tolerance for what appears to be had spelling. in fact, the
invented spellings sometimes look so little like English that parents
and teachers may be unable to read them and may disregard or even
suppress them. Hence. itss difficult to assess the actual {or potential)
frequency of such early invented spelling. This report is based on
twenty selected clear.cases, together with sorme marginal ones.

What is significant, even from so few cases, is that each child
artived at roughly the same system, using certain spellings that seem
rﬁ'lplausuhle to his parents and teachzrs, but which can be explained

in terriis 6 hypotheses about the children’s |mpI|C|t orgamzat:on of
English sounds. (1971, pp. 3-4). :

o

Thewritings of Gillooly {1973) on  the infliience of writing system
characteristics on learning tc read, as well as, for example, Klima’s
(1972) suggestions concerning the relationships between alphabets
and their potential reflections of language may represent relatively
difficult reading, but they are strongly recommended as sources of
much insight into the related areas of children’s language and
emerging abilities in writing, spelling, and reading.

Thus, there is increasingly strong research evidence to link areas
of children’s language with their pre-reading and reading abilities
and with their spelling abilities. Mention needs to be made here
also of. C. Chomsky‘s {1970) work revealing children’s progressive
understanding of certain syntactic elements {i.e., the passive voice)
beyond the early years and into the middle grades. Somewhat re-
lated tc her findings that children “dont know it all {regarding
syntax] by age four” is Downing’s {1970) research on kindergar
teners’, first graders” and second graders’ knowledge of language
concepts used by teachers jn the Ianguage of instruction, such as
“beginning sound,” “word,” or “sentence.” (He found enormous
concept confusion over these elements of reading and written
Somposition. )
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Relations between speaking and composition. Given-the above
language relations to composition, what about a remaining lan-
guage arts area—speaking? Burgess (1973) expresses the “strong”

view on-the.relationship -between-children’s speaking-and-writing:

Le* me close by attempting to face squarely the issue of how children
Jearn to write. Before the child leams to write he learps to talk —and
we know a certain amount about the way that ability is acquired.
We know. for example, that he acquires his syntax by a process of
refinement; . .. We know too that talk about the way in which the
child acquires language which sees the central process jn terms of
imitation, or alternatively in coming to assaciate words with certain
things, misdirects us as to the kind of thing language is. Rather we
have to give a central place to the fact that the child has to inter-
pret the Janguage that he hears about him, that he has to feel his
way, essentially experime..iully, towards its rules, and that he leams
it in the context of his own world, his own purposes and his own
meanings.

There is little reason to suppose that the process of leaming to
write js radically different. He has, of course, to master the writing
system—a relatively specific matter. Thereafter his development
as a writer depends on his general acquiring of resources dnd his
ability to mobilize them in specific writing tasks, (pp. 19-20)

There is some evidence that even the most rudimentary stages
of writing, illustrated by children’s scribbling, may reflect more of
children’s emerging tacit knowledge of language—their overall
linguistic “awareness” —than we might have expected. Some of the
suggestions of Gibson and Levin (1975) about the importance of
children’s scribbling are important here, as are the findings of a
study by Lavine (1972), which differed substantially from an inter
cultural investigation by Keislar, Hsieh, and Bhasin {1972).

Lavine conducted a cross-cultural study in 'which she explored
the development of prereading children’s perceptions of writing.
She presented selected characteristics of writing to children rang-
ing in age from three to six and a half years and representing three
widely differing environments (Ithaca, New York; Merida, Yucatan;
and Pustunich, a small Mexican peasant vullage) Her aim was to
assess the degree to which these children would use the selected
writing characteristics in their perceptual differentiation of writing
from other graphic displays. She reached the followung conclusions.
(1) At an early age prereading children perceive writing as a linear
varied string of non-iconic units, Séme as early as age three dif-
ferentiate geometric forms and Chinese characters from conven-
tional units (Roman letters). Only younger $s in the least literate
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environment expressed no concept of writing. (2) Learning occurs
before children can read and without tutoring. (3) Differentiation
increases with age and is most accurate in cultures in which writing
is salient in ‘the environment. {4) Developmental trends indicate
increasing reliance on the units {letters) and decreasing reliance
on linearity, multiplicity and variety. (5) Results suggest that graphic
differentiation of letters through self-instruction may piay an im-
portant role in the beginning stages of reading.

Following Lavine, ii would seem as if we have overlooked some
important language-related areas at one of the most basic levels
of children’s interaction with their environment—their beginning
experiences with writing. Moreover, it.would seem that the distinc-
tion between writing, composing, and handwriting, thc'gh often
maintained for good reasons, may not represent that strong, con-
sistent, or persistent a psychologically real dic hotomy, particularly
with respect to preschool children- and primary-age.gpjldren who
are deepening their tacit knowledge and extending their use of lan-

S0

guage, including spelling and {earning to read:, &,
A View from Collectors of Children’s Compositions.

" Although little “hard” research exists in the plentiful examples in
carefully reported records and in school publications (Burrows
et al, 1964; Clegg. 1964; Colub, 1971; Lundsteen, 1976), these
sources suggest hypotheses concerning characteristics of children’s
composition ¢cording to jncreases in age. For example, there ap-
pear to be progressions in plot construction, characterization,
choice of revealing detail, sequencing, support of main ideas, abili-
ty to make choices in forming and arranging sentences, coordina-
tion, subordination, and use of transitions {Burrows, 1960; Hunt,
1965). The compositional thought of children moves from memory
of direct, sensory experience to pictured images of concrete objects
held in inner speech thought (Vygotsky, 1962). The child’s written
thought moves from a few words to whole incidents and finally to
the complex ordering of experience through various forms of litera-
ture, such as the folktale, fable, myth, and fant.<v {Nebraska Curri-
culum Development Center, 1966).

Summary

In summary, developmental research shows definitional prob-
lems and reflects controversy. Some past work has described trivia
or been merely hortatory. It appears best to try to find out what a
child does when asked to write and relate behavior to theoretical,
finguistic, developmental frameworks recognizing both cognition
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and-affect and-possible- relations to -early motor skill-(scribbling)
and perceptions of graphics. Divisions and distinctions may not

+ and use of language, including spetling and beginnings of reading.
Recent research in the United States, England, and Australia holds
promise when considered in the .ontext of what children bring
with them from their environments to put into their writing process-
es and products. The truism of interrelations among the language

Arts holds when examining children’s composition. We ”have a

,way yet to go” to discover just how much more children can do in

, refation to what we believe teachers should do to have more_chil-
y dren writing productively and with increasing variety and maturity.
‘\ ‘Whitehead {1970), who has put together an insightfui compendium
of ideas, suggests that we must persist in our attempts to know just
what it is we ask our pupils to do when we persuade them to write
, personally, imaginatively, and creatively. The term persuade im-
plies a dimension calied motivation—the topic of the next chaptet.
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4 s Quter Stimulation a Route
to Inner Motivation? 3

What help does research on motivation offer to teachers of compo-
sition? This chapter considers theoty, ways, means, and research
on motivation of composition and the individual conference as a
teaching strategy.

Four Motivational “Allies”

As a figure of speech, we may suggest that children have four
“allies” inside of themselves that can increase motivation to write.
By way of overview, these allies, which represent children’s needs
and which have been adapted from the work of the psychologist
Sheviakov (1971), are (1) self-competency, (2) modeling, (3) per-
sonal acceptance, and (4) peer status. .

. 1. Self-competency. Children want to feef competent and to respect
themselves for it. Research in sections to follow indicates that
activities that give children a sense of their own voice facilitate
the will to write. Children intrinsically want to become effective
persons, to achieve self-realization. Hearlngtheir voices in recorded
story-telling, seeing their own words, printed for them and made
permanent for sharing— these kinds of actlwtles help to give chil-
dren a sense of "self” and of competence in language communica-
tion that transfers to their writing. The teacher’s task becomes the
individualizipg of instruction so that children cdn take small steps
that are personally successful for them. Such individualizing means
that the teacher rarely or never gives the “blanket,” identical,
"everybudy-has-tu-du-it” type of writlng assignment. (See the later
section on the individual writing conference.)

2. Modeling. Children want to find a strong, competent adult with
whom they can identify. This emulation of adult activity results in
acwlturation. There are several dimensions and meanings for the

Motivation o 29




>

“word modeling. 'I'-'irst, adults or teachers in children’s lives may be

thought of as models who earn their authority because of their
expertise, the status awarded to them by the people they serve, and
their relevance to the children’s ideas about what models are
acceptable. Modeling also refers to the children’s use of writing
products as models that they get ideas from, borrow, from, and de-
rive inspiration_from, By listening and reading, children turn these
literary products into “compost” for making their own writing fer-’
tile. (See_chapter 5 on the interrelationship of literature and com-
position for research.)

Adult models. Fitst, consider the dimensions-of the adult as the
model. Many a young child has been motivated to go off to write
{sometimes on the walls) after observing an adored parent working
hard at thi task. It is a common observation that teachers who
thoroughly enjoy writing and who share their products serve as
stimulating models for children. But their authority as models may
come more from a knowledge of the developmental processes of
comg+.sition (suggested in chapter 3) and” from knowing how to
avoid shortchanging an instructional modei (Lundsteen, 1976) than
from their expertise ds writers. Adults can “rub off” on youngsters,
not just for a moment but for a lifetime.

Necessary conditions for serving as a model. Teachers of minority
children who cannot approximate any match for the minority cul-
ture may have a particular problem in serving as models. Such
teachers may need to build many bridges between cultures but
may not know how to build them or understand the need to build
them. A question to ask is, “Has the consent of the community
been won, a consent that would give the teacher the authority to
be 'in place of parents'?” Other questions are, “Has the teacher been
able to identify with the community’s highest aspirations? Have
the children been invited to participate in planning routines and
projects for composition? Do they feel that the classroom is partly
theirs, that the tasks of composing are at least partly of their own
engineering?”’ Making one’s authority legitimate, rather than merely
imposed, is one prerequisite [or being an effective model. Another
is making modeled behavicr sufficiently relevant to the time, age,
place, culture, and content of tiie class and the community.

)f teachers weuld be interest-provoking models, they need to
know how to kelp children reach out from their “little world” into
the teacher’s “bigger world.” For example, if a child says, “l make
spiders with the strands of my hair and play with them,” then it
might be an appropriate time for a teacher to share a poem written
on spiders {e.g., parts of “The Spider” by Robert P. Tristam Coffin).

'.ﬂ
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Literary models. The preceding example leads to another dimen-
sion =f the term model. fi «ding appropriate literary models for mo-
tivating children to value their own cultures, to express their values

. in writing, and to transform these feelings of pride into increased
feelings of self-competency. Not so long ago sources of material for
various cultures for ali age levels were hard to find. Now, with
sources mofe available, teachers are becoming increasingly success-
fulin locating materials and in digging them out of theirown schools
and communities {€.8., Carlson’s Emerging Humanity: Multi-Ethnic
Literature for Children and Adolescents, Wm. C._Brown, 1972).

The Northwestern University Curriculum Center in English has
conducted action research developing and testing_ programs de-
signed to use literary models to expose inner-city school children
to ideas, develop their knowledge of structure, and bring them into
contact with other desirable aspects of written composition. For
example, the specific’ aim of "Lesson #3” (Basic Lessons; 2: A
Teacher’s Experience with Composition, 1965) was to have children
In a cooperative group compose a description of a place in such a
way that tt details suggested a feeling. As a model, the lesson *
used the des_ription of the interior of the barn in the book Char-
lotte’s Web (Dell, 1967, p. 13). After a stifted attempt with some
unfamiliar material, the children in the project selected their own
classroom as the subject of the group compaosition and produced
the following {rendering their own experience’into writing):

The school room was very large and old. It smelled of chalk dustand  ~
children’sclothes. Itoften had aquiet smell - as if nothing bad could
happenin school. It smelled of pencil lead, ink, paste, water-color
paints, and crayons. Whenever it rained or snowed, the wet coats

. and boots in-the dressing room sinelled like a skunk. When the chil-
dren walked into the room, it smelled like potatoe chips, candy,
nuts, and pumpkin seeds. Most of the time it smétled like smoke and
dust The dust come from the windows; the smoke came from the

. chimneys. v

Recent research does not have much to say about the use of
literary models to stimuldte writing in the elementary school.
From the research reviewed in chapter 5, it appears that Pinkhanr
{1968) found lessons using a “model-from-children’s-literature”
approach enhanced the writing of some fifth-gradé urban children
{as measured by the STEP {Sequential Tests of Educational Progress)
Writing Vest), but they did not appear to greatly affect children
living in suburban areas. THe need for broader, more sophisticated _
measurement is evident. o
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. .
3 Personal acceptance. Children want to be respected, foved,
understood, forgiven, and accepted as-they are at the moment. A
chiid can feel a generalized sense of teacher acceptance when the
teac her writes the child’s story down in dictation and accompanies
this ‘process with warm praise for.the child’s successes.and with
sharing. The antithesis of this acceptance is “hemosrhaging” ail
overthe child’s written work with a red pencil. Typically such mark-
ing is generalized by children as personal rejection not only of
their self-expressive discourse but of their total being. With an eye
on the ally of personal acceptance, the sensitive teacher also sees
to it that harsh peer rejection is avoided. This idea takes us to the
next ally. - ' .

4. Peer Status. Children want to be liked by at Jeast some of their
classmates. Children desive to relate to other youngsters in their
social milieu. Using an awareness of this ally to promote motiva-
tion to write has several important dimensions. These depend in
part on the soeial status of the child in the farger culture and in the
school classroom. Again, peer status for the minority child in a
mixed group may hinge on the teac her’s ability to engender respect
for minority group literature and for modes of self-expression. The
teacher needs to build favorable peer attitudes toward literacy in
its most rewarding sense. Qtherwise the child who uses the expres-
sive sensory word or who reads and writes with relish may be locked
outside socially. Fader's (1968) experimental work is a testimony to
peer prestige possible with paperback literature in the pocket and
even with.poetry writing/in the most unlikely locations—in prison
and in jnner-city schools] ‘

As suggested, the task of utilizing the peer status ally assumes
different aspects with different groups of children. For example,
the task of socializing the compositions of privileged children who
have a history of competing unmercifully with one another for high
academic status means pne kind of challenge for the teacher. Work-
ing with childrep in a homogeneous minority group is another kind
of challenge, requiringithat teachers bring to bear all their knowl-
edge and respect for thik culture that differs from the national main-
stream. Finally, helping children from a minority culture when they
have been supposedl\:’é’.imegrated" into a school of the supposedly

high-status culture is a challenge that many teachers must face.
This challenge may mean helping isolated minority children to
learn not to care too deeply if they cannot seem to win peer status
immediately or if they cannot immediately seem to put themselves
imaginatively in the place of their peers—anticipating their re-
sponses, questions, resistances, and pleasures. The teacher can

o
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eventually help these students to become experts in areas that are
of value to their peers and that will increase their prestige within
the peer group.

Proceeding from this overview on motivation in the form of four
allies, the next -ection examines some relevant research. To discover
what causes children to want to write and what sorts of stimuli
make significant changes in thelr writing has been the focus of
only a small number of investigations.

Stimulus or Motivation?—A Confusion

Unfortunately confusion between stimulus and motivation has
characterized some of the research. Physical setting in the class—
room, varied visual-auditory supports, variety of sequence {e.g,
whether oral stimuli follow or precede the actual writing), and
other matters of actual operation have been included ih investiga-
tions. This scrambling of ingredients makes it difficult to.determine
what the essence of children’s motivation to write really consists
ot. In order to get children to write teachers have used various
stimuli, such as creating a display of information and warnings for
the safety of persons caught in a storm, writing invitations to anoth-
er class to ser an exhibit, or using torn pieces of paper to write
about the dropping of scraps in the school neighborhood. Such
stimuli may indeed help to generate energy for the task at hand.
But the preo-\lsuallzatlon of these immediate, almost tangible
results of one’s writing are not in themselves the basic impulse to
use written symbols to record thought and feellng

Research into the why of children’s writing is undoubtedly diffi-
cult. Subjectivity characterizes the process and beclouds its analy-
sis. Children themselves cannot tell us much about what they feel
and think as théy write, although efforts to “think out loud” have
been sought in some studies (Emig. 1971; Craves, 1973; Melas, 1974;
Sawkins, 1971, Stallard, 1972). The children’s later interpretations
(later than the actual time of writing) can rarely be obtained and
are likely to be rearranged to fit what the children perceive as adult
expectations. To bring to consciousness the drives underying so
complex an activity as composing i$ an elusive task for aduits, it

. may well be an impossible one for children. Hence the need to

scrutinize most carefully the results of investigatiops into, the
produCts and processes spurred by external stimuli. Calling these
stimuli “motivational devices” is misleading. However, a search for
elements in writing behavior that identify drives common to a
variety of settings for writing could eventuate in a defen5|b|e anal-
ysis. A next step would be to formulate these tentative findings as
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hypotheses to be tested. Pending this state of research, a critical
examination of recent research peripheral to intrinsic motivation
could lead into fruitful pursuit. , )

The Burrus study, Like.many other studles ‘comparing a lot of
things witha lot of things,” o1 mvestlgatlon by Burris (1970) exarm-
ined the acquisition of certain items of mechanics in a program
emphasizing real communication as compared with a program
largely emphasizing: textbook exercises. This study has the advan-
tage of time —it covered a three-year period. ft has the further ad-
vantage of focusing upon limited aspects of writing, namely, termi-
nal punctiation, capitalization, spelling, and sentence sense.

The subjects for Burrus's investigation were selected from the
total population entering first grade in a university town. Children
of univetsity parents wére excluded 'because of the likelthood of
thelr feaving before-the three years of the study would be ended.
To establish two experimental groups, the remaining sixty children .
were randomly divided between two entering classes with an equal
number of boys_and girls in each.“Teachers exchanged groups at
the beginning of the second year; thirty-two pupils remaining at
the <..d of second grade were consolidated into une third-grade

class, and an experimental teacher was assigned to ther. Selection

of the control groups approximated the above methods. Parents of
both groups were equally representative of middle<class socio-
economic status by their location in the community, their educa-
tion, and their occupations Prlncipals and primary teachers of the
two schools involved met in the spring to become acquainted with
plans for the study, which included the progression of two, teachers
with their pupils for three years:
In the experirnental classes, the teaching goal was to stress
“real communication.” Both group and individual dictation were
frequent experiences, with much explanatory comment by teachers
as to why they capitalized or indented or used certain marks of
punctuation. Individual creative composing through dictation was
also a common happening. Typing by the teacher of childrens
dictated reports or stories was followed in second-and third grades
by children’s preferring to write their own. Children asked for spell-
ing as needed, and they gradually developed some skill in using
picture dlctlonarles, in making their own spelling dictionaries, and
infinding-words in various sources, such-as posters-or-book titles.
When the children finished their stories, they read them to a group.
a friend, or to the whole class, or they filed them in their folders to
share with their teacher at weekly conferences.
The Calif ornia Test of Mental Maturity and the lowa Every Pupil

4
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Test of Basic Skills: Basic Language Skills, Grades 3-5, were ad-
ministered- at the beginning and end of three years, respe(;tlvely
Teacher-made tests were used for diagnostic purposes. Records for._
experimental subjects included files of compositions and records
of conferences. Of the five areas examined, punctuation, capitaliza-
tion, and spellingmeans were significantly higher for experimentals
than for controls. For usage and sentence sense, experimental
means were slightly higher but did not reach significance.

The superiority of the experimentals’ learning of certain mechan-
ics appears an outcome of closely associating the teaching and
learning of those items with writing that was vital, immediate, and
very frequently communicated to peers. However, other elements,
desirable though they may be, intrude upon g any clear conclusion
that this close association of means- -to-end is gausal. Individual
student conferences and collection of students’ writings in satis-
fying personal folders added value to their writing. Teachers were
aware that they were trying something new, both in their liberation
from a textbook and in their progressing with students for the three
years of theexperiment. Amounts of praise or similar reinforcement
given by teachers to fortify satisfaction in specific accomplishments
are not cited for either controls or experimentals Thus, many new
elements other than sheer motivation stemming from genuine, .
person-to-person communication enter as variables in the research
as reportedly performed.

The Kafka study. Kafka's (1971) study of the effectiveness of
four “motivational stimuli” is closer to the central matter of motiva-
tion as it affects the writing behavior of children. In intermediate
grades of a racially integrated schoo! system, Kafka tested the
quality of compositions resulting from four test conditions. Each
test condition stressed-one of four stimuli: auditory, visual, tactile,
and no sensory’ stimulus. It was found that direct sensory stimuli
were always less effective than were the “usual” internal stimuli
and at the .01 level of confidence. The investigator concluded that
children are likely to write better from intemal stimuli than from
external ones. Girls tended to write better than boys, whites better
than non-whites, high-ability children better than average, average
better than low, and older chiidren better than younger.

Interesting as these findings are in relation to the general propo-
sition that “good writing” results from an inner need-to-externalize
feeling, pressure, and thought, one mustalso inquire as to the effect
of the "strange” (unknown) examiner, and whe ther rating composi-
tions by certain literary or content quallt:es might have yielded
different conclusions. -

&
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External “motivational devices.” In several studies in recent
decades an attempt has been made to evaluate the effect of pre-
writing discussion and planning upon the quallty of written results.
Cenerally these studies, some carried on in early grades and others
in high school and even {ater, have shown some positive gains,
Lacking however, is evidence as to whether such pre-writing teach-
ing increased motivation to write —whether or not the students who
had such experiences would spontaneousfy write for an audience
or even for their own individual satisfaction. In every study found
thus far, follow-up exercises required writing from the students.
Cratifying as suth improvement may be, the essential matter of
motivation is not illuminated when assignment is the only stimulus
that begets writing. In assessing amounts of research in children’s
writing, Cplub (197 3) summarizes as follows:

Notsurprisingly, the weight. of recent research in children's writing
falls-into the area of motivational-devices. Barnes {1964) found that:
second-grade students wrote Ionge: storles, used a wider variety of
words, and exhibited greatér imagination after using small word cards
and grooved boards in assembling sentences. Bortz (1970} assessed
the written fanguage patterns of intermediate_grade children after
they had listened to recorded- motivational devices followed by
written responses. Children exposed to this treatment wrote the
greatestquantity and used more sentence complexity. Zenotti (1970},
in an attempt to capltalize on the relationship between oral and
written compositlon, analysed children's written language after they
had used tape recorders and found that these sixth graders wrote
much longer compositions than did the control group. (p. §)

That the teachers of the sixth graders noted above used specific
devices to generate writing is obvious. However, the pecessity of
such devices is still highly questionable. It should be noted or re-
called that students in all four classrooms of the Craves study (1973),
both those categorized as "formal” and those categorized as “in-
formal,” did more frequentunasslgned writing and produced longer
pieces than when the writing was assigned. Factors of concern for
their writing were evident in the treatment {for example, keeping
of their writing in folders, teacher-pupil conferences, and varied
ways of sharing writing), but there was-no use of "concrete" objects

.ot a setting up of simulated_“newspaper office” or “space ship” or .

otherenvironments designed to develop atmosphere.

The Tovatt and Miller stdidy. A study by Tovatt and Miller (1967)
investigated ninth graders’ 1esponses to using tape recorders indi-
vidually (1) to assist in plans for writing by serving as a memory

43 -

36 _ ' ! Motivation




bank, (2) to record “thinkir.g out loud” as students wrote, and (3)
to edit the cadence of sentences and other qualities that students
heard In their own play-backs. The study is valuable for still other
reasons, among them the care with whlch the research was planned
and carried out. Excellent facilities available in a laboratory adjoin-
ing classrooms, equating of groups, demonstration of the uses of a
tape recorder by able teachers for both controls and experimentals,
and judicious use of appropriate tests characterize this study. In-
deed, it seems to offer guidance as a research model because of the
isolation of variables-to-be studied while-preserving-the-vitality of
classroom complexities. Similaritie, and differences between intrin-
sic motivation and attractive mechanical devices are considerably
clarified in the Tovatt and Miller report. Within these criteria of
research rigor, the following conclusions seefned justlfled by the
experiment directors.

The OAV (Oral Aural Visual) stimuli procedures demonstrated in the
first year a general supericrity over a conventional approach in
increasing student abilities in writing, reading, listening. and lan-
guage usage. However, rating of compositions from the control and
experimental classes was inconclusive in establishing the superlority
ofeither approach. .

Although the OAV approach did not seem to result in impressive
change toward more positive attitude toward English, the generally
high achievement of students taught by the OAV procedures indi-
cates the possible. presence of a positive motivational element.
(pp. 187-188) .

!mprovement in writing, reading, listening, and language usage
skills is not to be scoffed at. Indeed, these skills are of accepted
and demonstrable importance. Perhaps further observation, wheth-
er as bona fide research or of an informal nature, may throw some
light upon the question of whether greater confidence in writing
skills adds to intrinsic motivation for written composing. Students
of the nature of motivation for learning in general tend to agree
that every experience adds to or takes from the accrued motivation
attained by a learning organism. Whether mechanical and other
devices as stimuli can fortify satisfactions that add vo a growing
residuum of motivation is at present only amatter of speculation.

Writing as an artificial experienice. There is vet another aspect
of motivation that needs serious consideration by researchers—
pethaps by researchers more than by other scholars. If it is true that
every experience fortifies or weakens previous motivation, innate
or learned, then a research task delegated to children or adoles~

"

-,

vy,

Motivation 4 l 37




cents likewise becomes a Iearmng or un-learning expertence When
children are asked to write a reaction to a film, a race, a picture,
OF an exciting experience, to write a fetter to a make-believe audi-
ence, of to do any other act of purported communication in writing
that in no way involves them in genuine person-to-person relation-
ships, one must ask whether the samples of writing thus obtained
represent what the children might do if the situation were real.
Applying a further criterion, do children or adults spontaneously
write an account of a trip or an imagir.ative story or a factual report
of recently gained information unless that account or story or infor-
mation is actually read by or heard by and reacted to by a con-

" cemed, or at least an “open,” audience? Slotnik, (1973), in assessing
the writifig done by children for the National Assessment in writ-
ing, noted the generally “uninspired” tone of their composing. Too
much writing done merely to be obedient to a requirement has
characterized the school program; researchers need not add to
this stultifying experience. .

There are alternatives to merely directing children to write or
even to explaining that the researcher wants to find out how they
feel about a film, a public character, some school issue, or the like.
Papers can be duplicated for the researcher’s yses and the originals
returned for class discussioh, for entertainment, or to plan some
active campaign or program of work. Typed, corrected copies can
be made by the researcher and returned to pupils for their use in
pamphlets, i{luminated bulletins, bulietin board. d|5plays, or tape
recordings with additions that come to mind after the writers have
done their first thinking (composing) on paper, Carefully edited,
the criginals can occasionaliy be copied, illustrated, and used in a
class portfolio. In such cases, it is advisable to append a sheet for
the names and brief reactions of peer readers, stressing new ideas
gained and further questions they might have about the toplc or
problem. Appreciative comment by researcher or teacher is also
highly desirable. In brief, to get valid samples of how children write
whenpartofa c0mmun|cat|ngsoc1ety, they must begwen achance
to communicate in reciprocal relationships. Lacking this vitality,

. what children write for many research tasks is Ilke!y to be a pallid
. demonstration of what they think they ought to write.

Hard research data on the generalization that children need’ a
_ preponderance of genuine communication experiences are now
hard to come by, if indeed such data exist at all. However, qualified
opinion as to the value of such writing situations is available.
Robinson and Burrows (1974) present the opinions of eighteen of
our national leaders in language arts education on this matter.

~
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These educators wrote criteria for exceflence in Janguage arts teach-
ing behaviors in elementary teachers and twice rechecked their
individual contributions and the clarity of the whole document as
the items were collated and categorized. The ten criteria of excel-
lence in teaching written composition emphasize the necessity for
writing experiences that stress individuality and sharing. whether
in aesthetic expression or in work-a-day, informational writing.
Such statements as those below charactenzethecollecued opinions.
Theteacher

Provides for children’s sharing their stories and verse as a valid
and essential part of theé communication program; often reads
aloud the writing of those children whose oral reading is ineffec-
tive.

Involves children in genuine communication through practical,
informational writing and sees that such writing s shared through
oral reading and visual display. (pp. 78-79)

L

The Individual Conference as Motivational

In this chapter mention has been made on several occasions of
the individual conference. The individuat wntlng conference has
come to be a valuable teaching situation in the opinion of many
students of children’s composition. Teacher-student relationships
inherentin such a session seem to build morale, to strengthen moti-
vation, and to build a favorable self-concept. At least the oppor-
tunity for such positive results is present. No doubt the individual
conference could have deleterious effects if an authoritarian,
negatively critical stance were taken by the teacher. No accounts
of such felationships have been found in current surveys of research
reporis. - !

Wt.at specifics of skill or other kinds of competence are best
accomplished through individual teacher-student meetings? When
are such sessions most valuable in the always-pressured work of
the average classroc.n? At least one investigation of certain speci- .
fics learned in the individual conference stands ready to give some
guidance on this particular teaching behavior.

The Mills study. Mills (1970) studied the differing responses of
sixth-grade students in correcting errors in capitalization and termi-
nal.punctuation, depending upon whether they read their composi-
tions aloud to proofread or did so silently. The twenty-six subjects
of the study represented middle-class families in a small university
town. Their Otis-Lennon scores ranged from 85 to 125 with a median
of 106. The T-unit was used to determine where terminal punctua-

¢

Motivation 39

46




tion was appropriate. Students wrote one imaginative narrative
that they read orally and one they read silently; they also wrote
pairs of sensofy narratives and adventure narratives that they read
silently and orally. Mills is ‘not specific as to the proportion of
proofreading exercises that were done within the teacherstudent
conferences as compared with those done independently by the
students alone or in pairs. Rough drafts and final drafts were com-
pared for frequency of the following errors: {a) number of T-units
not begun with capitals; (b} number of T-units not ended with full
stop punctuation; {¢) number of pairs of T-units joined illogically
with coordinating conjunctions or commas; and {d) number of
- f?agrnents punctuated as sentences.

Differences between silent and.oral. proofreadmg showed some
interesting and useful results: (1) a significant difference {.05 level)
favoring the oral over silent proofreading comparing ratios of T-
units not begun with capitals to total T-units in rough and final
drafts; (2) no significant difference between ratios of T-units not
ended with full- -stOp punctuation to total T-units in rough drafts
and final drafts of children who read orally compared with those
who read :ilently, (3) no significant difference between ratios of
T-units joined illogically by coordinating conjunctions or commas
to total units in rough and final drafts of children who proofread
orally compared with those who proofread silently; and (4) a dif-
ference, approaching significance, between ratios of fragments
punctuated as sentences to total T-units in rough and final drafts
of children who proofread orally compared with those who proof-
read silently.

Implications about the kinds of content that might have influ-
enced punctuation efficiency are valuable, and perhaps most useful
of all is the deduction expressed by Mills that children can benefit
from both kinds of proofreadlng In view of the: specifics learned
and those not learned in this investigation of hoth oral and silent
and oral proofreadmg, many other questions arise, Do children in a
relationship that is geared to a specific element to be leamed also
build better rapport and attitudes toward correction ag well as
some other peripheral learnings of an academic .nature? What ele-
ments should always be present in a teacher-student conference,
" or are there no constants of this sort? Conserisus exists that teacher-
student conferences are desirable. but much closer analysts is
needed for maximum return on the investment of time and energy.

Surnmary
Whether the drive to put words on paper in some coherent
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manner in order to CoNvey meaning stems from ego satisfaction,
from the urge to relate oneself to others,. or from still other basic
‘needs has not been subjected to research analysis. This considera-
tion remains in the realm of philosophical debate. In this chapter
we have assuined that children’s motivation to write activates their
behavior to meet needs similar to those of adults: to relate to others
in one’s social milieu {personal acceptance and peer status) and to
become an effective person (self-competency or self-realization).
For most children an additional, unique need is also apparent—to
emulate the activities of adults (modeling or acculturation). Often
these basic motives merge, whether a child is stimulated to write a
story to entertain peers of to write a story or experience for strictly
ptivate delectation. However, one need or another in the process of
growth may dominate when students decide to put themselves on
paperin order to render external some of their inner life —whether
for gthers or for themselves alone. Is outer stimulation a route to
inner motivation? Probably not—the basic impulse to express and
shape genuine experience and feeling in a move permanent form
flows deep.

As suggested in this chapter, one impetus to children’s composi-
tion is the modeling impulse provoked by eaposure and response
to children’s literature. The next chapter explores these interrela-
tionships of literature and composition.

."A
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5 The Interrelationship of Literature
and Composition

ips between literature and composition have been
obvious to maqy teachers and researchers. Literature is someone’s
creative writing, while ‘creative writing gives children firsthand
experience with what happens in literature. Experience with one is
thought to enhance experience with the other. Yet the research in
this area isinconclusive. Research results do not show conclusively,
forexample, that experjence with ljterature *,as a significant effect
on composition. The research to date has been limited, however,
and the assumption that €xposure to literature has a positwe effect
onwriting ability should stil receive attention.

Literature as a mode! for weiting. Much more research is needed
on the influence of literature on students’ creative writing. Chil-
dren’s literature, as the creatwegy(rltlng of the authors, can provide
models for children’s composition. How effective the models are
remain$ to be explored. The Engllsh urriculum Study Center of the
University of Georgia undertook a study on the effect of the yse of
literary models in teaching written position in kindergarten
through the sixth grade {1968). Their congclusion was that a system-
atic approach using mddels for selected purposes worked better
‘than Incidental classroom contact with literature.

A study done with older students by Sponsler (1971) showed that
the use of literary models to improve written composition was not
completely effective. In this case, however, the treatment consisted
of only two lessons with literary .models. Contact over a longer
period of time might well show more positive results. .

Pinkham (1968) used a “model of literature” approach and tested
it with fifth graders. She devised a general pattem so that there
would be consistency of approach. The assumption of the study
was that a series of lessons consisting of a number of creative

writing periods, motlvated by hearing, discussing, and eva!uatmg
\

44 ) Literature and Composition

51




selected works from the field of children’s literature, would stimu-
late pupils to produce,better written expression..

. Each lesson consisted ofthe followmg major steps: {1) Ilstemng
to the selections; (2) discussing writing techniques as reflected by
the selections; (3) reading and discussing pertlnent portions of
the selections which illustrated the specific aims of the lesson;
(4) participating in creative writing exercises using the techniques
discussed; and (5) evaludting and rewriting in a later period after
correction of the exercises, using for the students’ written expression
the same procedlures described in steps 1-4. The lessons were con-
structed 50 that all areas of the language arts were used to enrich
the writing effort and so that cther recognized approaches to the
improvement of composition—actual and vicarious experiences,
practice in writing, and rewriting following evaluation—were util-
ized.

' Pinkham’s study was thorough and the results are encouraging.

Her series of lessons was instrumental, to some extent, in develop-

ing ability in written expression in fifth-grade pupils, particularly
, inthose areas evaluated by the STEP Writing Test and more particu-

larly in the case of urban children.

Research results indicate that language skills, while interrelated,
are not reciprocal. Cox {1971) found that this was true of the Ian-
guage skills used by young children in spontaneous expression, in

. the presentation of dictation, and in pérsonal authorship. It should
not be susprising, then, that contact with children’s literature does
not automatlically lead to improved writing.

Use of fntermediate steps. The studies of the use of literary
models have been most successful when intermediate steps were
taken between the contact with literature and the writing experi-
ence.

Lundsteen (1976) has developed a framework for the teachmg-
learning process in composition that may offer some concrete
suggestions for intermediate steps and step-by-step strategies in

parts to the model or framework (1) stimuli of impressions, (2) re-
creation, (3) creative problem, (4) oral consultation, (5) written
consultatlon, (6) sharing compositions (orally) for publlc display,

and (7) written composition for public display.
After the use of examples-frorp literature as the stimuli of-impres-
siong, similar examples could be re-created from the child’s own
. - experience. If a child has read or heard a story about an- -adventure
» in an eerie setting, then the child may recall an adventure in the
dark, perhaps as the result of an electric power failufe. The child

~
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can be encouraged to act out Impressions, feelings, and solutions.
The néxt step would be to see the situation as a writing problem,
one which calis for a creative solutlon to be worked out on paper.
The ided for a story is taking shape. The child next begins to test out
the idea on others, on classmates or the teacher. Oral consultation
helps clarify the idea, and the child is ready to write. The process
of written consultation adds to the refining of the story product.
Rewriting may occur, or the need for self-expression may be satis-
fied by.the first draft.

For a child who wants to share the written product, the next step
can be an oral sharing of the story with an audience. The final step,
making the written product available for public reading, involves
dressing up or polishing the story so that it can take its place as a
part of the literature of the classroom.

Civing the experience of the intermediate steps sugsested by
Lundsteen and the dignity of purpose in the final step may be an
important teaching strategy in the improvement of writing through
the use of literature models. These suggestions do not mean that
we lock children into following adal; literary models and adopt
arbitrary “cookbook” prescriptions for the writing process. The
program can still be intensely mdwﬁ;al and based on what we
know, developmentally speaking, ut writing that is done by
children.

O'Dea (1965). refers to the notigp that “students learn to write
well by reaﬂinggrea\_llterature ag,a niyth. Yet he says that in most
myths there is some ﬁegree of trith. He explains, “Cenrtainly there
is a good deal of truth in the assumption that those who read widely
are rewarded in several ways, one of which is increased proficiency
in writing. . . . Just how this happens, we do not yet know” { p. 328),
O'Dea suggests that the model provided in Class is often not cleady
related to the writing assignment. it would stand to reason that a
better understanding of the interrelationship between reading and
writing is needed both by teachers and by students. The relation-
ships need to be made clear. The intermediate steps between ex-
posure to literature and writiny need to be investigated further.
The question becomes, What causes students to internalize ideas
from literature and in turn try them in their own writing?

Use of key gquestions. Pirnkham (1968} recommends that an
approach be based-on-the-idea-of-key questlons developed -from
*  ature: “SInce children have been using the method of inquiry
in other subject matter areas, it might prove effective to appiy
problem-so!vn ng techniques to the dlscovery of ways to communi-
cate in writing” (p. 124).
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. into specific aims.

The Foundation forFuture Work - ?

The studies of Pinkham and the University of Georgia Curriculum
Study Center-give a foundation to build on. The Nebraska Curricu-
lum for English (1966) should also be considered. In this comprehen-
sive program, childrer’s composition_was an important element

.of each unit in which a literary selection was used as a stimulus.
In Tway’s study (1970), the elements of fiction are those focusad on
for the evalieation of writing. The elements are the same, for litera-
ture /s creative writing. - - -

Memering (1971} claims that literature-based programs in the
past have offered the student no general strategy for writing. This is
no doubt a valid claim, at least generally speaking. Pinkham (1968),
however, has carefully worked out a strategy for intermediate-grade
children. The literary selections for her study were chosen to demon-
strate the following aims of written expression: (1) to communicate
effecuvely by means of the written word; (2) to use a style of writ-
_ing suitable for the message to be communlcated (3) to promote
the growth of writing vocabulary and skill in the use of words; (4)
to develop knowledge of the type of organization suitable for vari-
ous kinds of writing; and (5) to make use of original ideas in written
expression, Each general aim was further delineated and subdivided

The first aim, “to communicate effeCtlver by means of the

written word,” is illustrated in one instance by a passage from The

Wonderful Adventure of Nifs (Lagerlof, 1907). In the story, the
.appearance of an elf distracts Nils (a Norwegian farm boy),.who

catches the little fellow and treats him so unkindly that the elf
reduces Nils, without his realizing the change, to miniature size.

In the passage selected, Nils dlscovers this frightening fact. The
author does not make any statement of what has happened. The
idea is communicated to the reader by-a serl,es of descriptions of
Nils” actions. For example, Nils "clarnbers up” a chair upon which
he had been sitting comfortably amoment before. Pinkham explains
that the.child would-be led to see that these descriptions of actions

communicateto the reader Nils’ reduction in size much more effec:

tively than a simple statement of fact, since the reader is presented
with action picture after action picture..each of which emphasizés
the contrast in size between Nils and everyday objects.

The kind of discussion and clarification which was utilized in

Pinkham's study has important implications. Certai Iy, if students

can be led to see what happens in literature “actively” as they can
be led to see the effect of Nils’ reduction in size, this strategy should
be more effective fhan a statement of fact about literary values.

- o -
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Selecting literature to serve as models. Pinkham’s stady includes
the KX of selections used, as does the Uriversity of Georgia curri-
~ulumt study repori (1968). These. are excellent sources for teachers
and researchers jinteresiad in good literary models. The cnpilation
of .resource materials for the Ceorgia study was based-on tne as-
suraptionsthat the desire o wri*2 fequently resuits from the enjoy-
ment ano stimulation derived from the reading of what another has
woitten, tha! children's literature offers the child contact with
master writers, and that this contact may be systematically encour-
aged anddeveloped by teachers.

Tway {1970 lists *welve element: of fiction and suggests that
teachers can use specific childrer’s books to illustrate the various
eicments. A chart is given as an exanile:

Eramples ! Books f.x Chifidren which Can Be Used

for Discussion of Elements of F:cts'on ' *
Beownr, Marcia Once a Mouse Values ]
Lawsén, Robert Rabbit Hill ' Sentence Structure
Lenski, Lo Strawberry Girl Conversation (Dialect)
Liosni,leo . Swimmy Word Usage
) McClaskey, Robert Bfuebe_mes_ for Sg) ____* Structure

Orrnondroyd, Edward Time atthe Top ' Situation ‘
Stolz,Mary . A Dog on Barkham Street Point of View (Contrast)

. ) and The Bully of Barkham

] _§treet '

White, E.B. Charlotte’s Web and Ending (Contrast) .

. StuartLittle
Wilder, Laura Ingalls Little House in the Big Detail and Appeals to

e Woodls ) Senses
. Little House on the Prairie Setting

Yashima, Taro - Crow Boy l Characterization

A look to the fu‘ture Hilierich (1973) says that “while we rightly
cry for more research dealing with the improvement of written

| expression, we already know more than we use” {p. 2). It is impor-

tant that teachers not give up in the face of inadequate research
findings. There ismore than enough to go on, as evidenced by some
of the studies cited above. Teachers can proceed, experimentally
perhaps, but with confidence that the relationships between com-

position and literafure are strong and irrefutable.

L
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The language experience approach (LEA), in which beginning
reading and writing are developed together, holds much promise.
Research already supports the LEA as superior in many respects to
other approaches (see Cramer, 1968; Peaster, 1970; Stauffer &

. Hdmmond, 1968). -, :

Other research shows that a special literature program can aid
the oral language expansion of linguistically different children
(Strickland, 1971). Since oral experience and facility with language
is a prerequisite to written language, the early use of literary models
through daily storytime should indirectly lead tc improved writing.

Some cautions about using literature as models for writing are

in order, however. First, the model should not be made to seem like

an impossible goal. The students must not be left to feel that they

are far short of the goal and can never reach it. Second, when chil-

dren are encouraged to model their writing after someone else’s, it
should not be regarded as a copying of ideas, but rather as a sharing
process. The children should be encouraged to build on the ideas
gained and give the ideas their own interpretation and treatment.

Recommen_da'tions

‘In order to guide children’s ‘writing growth, teachers themselves
need much experience in writing. To use literary’ models more

 effectively, teachers need a wide knowledge of children’s literature,

it is important that teacher preparation programs provide more of
these experiences. Education departments in colleges and universi-
ties must evaluate their programs in light of these priorities, and
research must provide the necessary justification for these improve-
ments, . . .

Continuing evaluation of teacher preparation programs in order

to meet children’s educational needs is as important as_evaluation
by teachers of children’s progress.in the classroom, another impor-
tant way in which teachers can guide children’s writing growth.
This process of evaluation in the classroom is the topic of the next
chapter.
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6 The Challenge of Evaluation

[

Evaluation of children’s writing is a topic that will challenge or
threaten, depending on -the evaluator’s personai philosophy. It
is usually a challenging topic to educators or researchers, for they
need to find ways to measure children’s growth in writing. Yet

_sometimes the challenge is avoided —or not met face on—because
it is a difficult one. To evaluate something as personal and cornplex
as writing is not a simple matter.

Some highly actistic people, such as the authors of children’s
books, see the evaluation of children’s writing as a threat {Tway,
1970). They fear that creativity in writing will be red-pencﬂed of
analyzed with stifling results. Other interested people say it is
impossible fo measure something as intangible as writing. Yet writ-
ing is tangible in Its product form, and adult critics have found
ways to evaluate-adult literature. It should be possible to evaluate.
children’s writings, too. tbel (1967) suggests that every important
outcome of education can be measured.

Certainly, the importance of personal writing in the elementary
school is established. How to “measure’” progress in personal writ-
ing is not as clearly established. In Crowth through English Dixon
asks, “How can a teacher help pupils engaged in so personal a task
as writing to weigh up what has been achieved?” (1967, p. 8). Re-
search attempts to answer this question have been limited. Aside
from composition scales in which a series of graded paragraphs or
passages is used as a standard to go by, there are few guidelines in
the literature for teachers. The professional 'iterature suggests an
abundance of ‘ways to encourage children to write but does not
have nearly as much on how to evaluate what is written.

Methods of Evaluation

Rating-methods. Of course, some writers about children’s writ-
ings do offer help in both stimulation and evaluation. Carlson’s
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Originality Story Scale, in her book Sparkling Words (1973), provides
suggestions for standards to use in evaluation. Besides Carlson,
researchers who have developed scales for use in various areas
include Torrance (originality and interest, 1964), Duffy (poetry),
and Tway (fiction writing, 1970). The Tway scale is a general one to
assess overall quality of a story. Twelve elements of fiction are
described in the scale and examples are provided from children’s
. writings. This is a useful guide for researchers who need greater
;a)rnilian'ty with children’s actual written performance (see chapter
. 3 , :

Rating methods that have proved useful in research have been
developed by Diederich (1964), Hunt (1965), and O’Donnell,
Criffin, and Norris (1967). Although it was developed originally for
high school and college compositions, the Diederich scale has been
found to be-generally applicable for elementary composition. It
is divided into two factors, a “general goodness” factor and a dis-
tinct mechanics factor. Each of these factors is subdivided:

General Merit
Quality and development of ideas
Organization, relevance, movement
Style, flavor, individuality
kWording and phrating

L]

Mechanics’ .
. .Crammar, sentence structure
Punctuation, capitals
Spelling
Handwriting_, qeﬁtness.

The Diederich scale represents an evaluation method that is
both qualitative and quantitative, that is, the scale provides for
assessing both the quality of ideas and style and the quantitative
amount of “correctness” in such things as grammar, punctuation,
and spelljng. It is tare to find both factors in a scale. This broad |
applicablility of the Diederich scale has, of course, added to its
usefulness.

Hunt's {1965) method of measuring the maturity of writing is a
qua titative one. It involves a way of discovering the use of sub-
o frlrations and longer clauses. Hunt’s method ignores punctuation
and divides the composition that is being evaluated intg the small- .

t possible units, each unit consisting of only one main clause and

its modifiers, if any. In this way, the evaluator eliminates all ¢om-

oF
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pound sentences, and the composition becomes a sequence of
simple and complex sentences. Hunt called these units “minimal
terminable.units” or T-units. In evaluating a child’s composition,
a researcher counts the number of T-units used as well as the aver-
age number of words per T-unit.

Hunt gives an example of a fourth grader’s theme written as one
\ long sentence without benefit of punctuation.

I like the movie we saw about Moby Dick the white whale the ca?)-
. tain said if you can kill the white whale Moby Dick | will give this
s no to the one that can do it and it is worth sixteen dollars they
.- and tried but while they were trying they killed a whale and
f used the oil for the Iamps they almost caught the white whale (1965,
/ p. 20)

Hunt’s division of the theme into the shortest grammatically allow-
__able sentences reveals six T-upits.

. 1. t like the movie we saw about Moby Dick, the white whale.

2. The captain said if you can kill the white whale, Moby Dick, | will
/' give this gold to the one that cando it.

3. And it is worth sixteen dollars.
4, They tried and tried. "

5. But while they were trying they killed a whale and used the oil
for the lamps.

" 6. They almost caught the white whale.

Hunt found that the T-unit was a promising index of maturity, since
the average main clause written by successively older students has
more subordinate clauses attached to it and the clauses themselves
»_become longer.

A study by O'Donnell et al. {1967) supported Hunt’s findings that
the T-unit is a simple, objective, valid indicator of development in
syntactic control. Both studies established norms for several differ-
ent grade levels, with the O’Donnell study establishing norms for
somewhat younger children than the Hunt study.

The mean word length of T-units seems to be an effective way of
measuring maturity in handling syntactic structures. Yet the art
of writing involves more than skill in syntactic control. To stop with
measuring syntax alone would leave other important areas of eval-
uation untouched. The T-unit needs to be complemented with qual-
itative measures, depending on the objectives of researchers. ~

A
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While Hunt's quantitative method has proved useful, other
quantitative methods have been too simple for a complicated task.
For example, the mere count of simple sentences in proportion to
complex sentences used in writing did not prove an adequate mea-
sure, according to Wiggins (1968).

Roger McCaig {1972} and his colleagues developed the rneanlng
unit, or:M-unit, which they felt reflected the purpose of the child,
especially the very young child, more than did Hunt’s T-unit. They
fele that the M-unit could be used to evaluate the writing of chil-
dren as young as first graders. According to McCaig,

an M-unit rnay be defined as aword or a group of words in children’s
writing which can be reconstructed into a sentence in accordance
with a judgment about the child’s intention. The judgment is to be
made by a reader who is familiar with the writing of children of the
same age and ethnic background as the writer. (p. 7)

v

An example of first-grade writing reconstructed into an M-unit is,
m.gnu_bren sum rock home = I'm going to bring some rocks home.

The probleni_dft‘)bjectivity-in evaluating something as complex
as personal writing is further complicated in using the ‘M-unit, for.
the evaluation depends on what the reconstructor judges the intent
of the writer tobe.

McCaig maintains that “if the foundation for the evaluation sys-
tem is a developmental view of learning rather than a foreign

standard of writing, then a greater value will be placed on experi-_

menting with higher stages of development than on rehearsing
behaviors already mastered” ép 5). This view suggests that the
_ emphasis in evaluation should be placed on quality of ideas and
content rather than on correctness of form.

Self-evaluation. Researchers at the English Curriculum Study
Center (1968) of the University of Georgia define evaluation as the
process for determining the degree of change taking place in writers,
as specified by their objectives for writing. They state that evalua-
tion involves the kind and length of behavioral change, the quantity
and quality of the writer's use of knowledge and skill in the areas
defined by the objectives, and attitudes toward any aspect of the
writing act (p. vii). These researchers further maintain that writers
under guidance can learn to analyze, criticize, improve, and control
their own writing behavior, and they suggest that teachers make a
conscious effort to provide opportunities for self-evaluation. In
doing this, however, teachers must be careful to help young writers
feel satisfaction in monitoring their own progress.
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Self-evaluation opens a whole new area in the evaluation of
children’s writings. It would seem to be an important aspect for
investigation. Yet, if San Jose's (1973) study is any indication, chil-

dren’s self-evaluation will complicate the already troublesome areas

of quantitative versus qualitative evaluation. San Jose, building on
Hunt’s work, found that in interviewing fourth-grade children it
was clear that their preferences and self-evaluations had very little
to d¥with the evaluations of experienced graders, and even less to
do with the complexity of their syntax. No significant statistical
relationship was found between syntactic complexity and superior-
ity in content as judged by experienced raters or as judged by the
children themselves. Superiority in content was often interpreted
differently by the children than it was by the adult raters.

Thus, self-evaluation adds another dimension to the evalua-
tion of writing. For researchers who want to use children’s self-
evaluation, some help is already available. A scale developed by
Sager (1973) has been found to be reliable when used by middie=
grade children to rate theif own compositions.

Measuring young children’s writing. Pinkham (1968), in using
lessons from children’s literature to stimulate creative writing,
found the STEP Writing Test, Form A, to be useful in evaluating
written expression. This test is organized into five main areas:
organization, conventions. critical thinking, effectiveness, and
appropriateness. These afeas can be important categories to use
inexamining the writing of children who are beginning to be fluent.
However, Pinkham concluded that a simple instrument for the
evaluation of the written expression of younger children is a need
which might be fulfilled by a future researcher. For the present,
according to Pinkham, the lack is a detriment to those who would
experiment in dlscoverlng means of improving the written expres-
sion of young children.

Process and Product

Evaluating the process. Hillerich (1973} suggests that both the
process and the product should be evaluated. Certainly the process
is equally important, if not more so, than the product to the ele-
mentary school child, Children should experience satisfaction in
the writing act itself. Conditions under which the process occurs
have tremendouys influence on whether the product will be imag-
inative and free or mundane and stilted. Craves (19?4) found that
whether or not the writing process is self-instigated is a factor in
the resulting quality of the product.
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A study by Sawkins (1971) was. undertaken to investigate ap-
proaches fifth-grade children follow when writing narrative com-
positions. Using the interview technique, Sawkins found some
interesting generalizations about the process children go through
in writing. Among the findings which have implications for further
research. are the following: {1) m.ore able writers tend to be cone
cerned with the content; (2) less able writers tend to be concerned
with the mechanics; (3) aspects of -content are considered before
and during the writing, but reasons given for proofreading and re-
writing are related to the mechanics; and (4) ability to discuss the
writing process is not necessarily reflected in the quality of ‘the
writing. ¢

Researchers pianning to evaluate process need to consider
whether or not they might try some kind of intervention treatment
in order to help children 1ntegrate content and form, including
mechanics. it would also be wise to consider some’ problems in-
‘herent in Sawkins's fourth finding. Some questions to consider
would include the following: Would a child who has insight into
the writing process do better in the long run? Would a longitudinal
study show that ability to discuss the writing process is reflected
in the quality of the writing, after all? Would the kind of writing
involved make a difference in the relationship between quality of
product and ability to discuss the process?

Evaluating the product. For those researchers and teachers in-
terested in evaluating the product, Owens (1972) makes a snmple
~ suggestion that is not new but that is stili surprisingly neglected in
. elementary studies. His recommendation for situations in which
several jtdges or raters are asked to evaluate compositions is to
establish five or six simple criteria ahead of time so that the judges
are rating the same factors. Existing scales can also be used.

Raters’ comments on children’s compositions can have a subse-
quent effect on later products, according to a study by Cee (1970).
However, only positive comments seem to have a positive-effect.
Cee’s results support some earlier studies which. found that com-
ments of praise were more effective than criticism or no comment
in developing positive attitudes toward writing. There were no
significant differences between the effects of criticism_and no-
comment treatments. Thus, if raters cannot comment positively,
they may as well not comment at all! Gee concluded that it wi'l
likely be through studies of isolated variables such as the effect of
feedback that some answers to the questlon of how best to improve
student writing will come.
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Gee’s study, 2lthough conducted with older students (high
school), seems to have important implications for the feedback
which evaluators give regardihg the products of younger students.
Whether'the feedback effect is central to the research study or a
“fringe benefit,” it will be important to students. A total positive

approach, not an isolated feature approach, will be, of. pourse, the.

desired result in the classroom. |

In evaluating the stories of younger children {and perhaps those
of older children as well), it may be that a global impression of the
overall quality of a story is as effective or mote so than a detailed
quantitative analysis. Surely, global impressions of the whole story

should complement any analysis of parts or features, lest the evalu-

ation represent a fragmented view.
. " Roger McCaig pdints out, “A system of evaluation does not
exist by itself. It exists only as part of a framework of beliefs about
living, learning, and growing” {p. 6). Researchers and teachers con-
cerried with improving children’s-writifigs néed first to determine
priorities and objectives for the writing program. Then they can
base evaluation on whether or not priorities and objectives are
being met. No longer will “foreign standards,” as McCaig . calls
them, be brought to bear. Evaluation seems to be a key part to
improvement of research in writing. If evaluation techniques and
tools are improved, then researchers will be that much farther on
the way to better research in writing. *

Needed Tools for Evaluation

Researchers in the area of composition need a wide array of
tools fot evaluation at hand, if they are to evaluate their.own work
successfully. \f research is conducted to determine ways to improve
. writing, then some effective “tool” or method, and perhaps many

" methods, will be needed to ensure the proper determination of
improvement. The necessary tools inciude (1) methods to asbess
process as well as product, (2) methods to assess qualitative as

wel as quantitative improvement, (3) methods to assess the works .

of younger children as well as those of older children, and {4)
methods to assess different forms of writing, such as prose-fact,
prose-fiction, and poetry.

The method or methods of evaluation should be chosen-to fit
tne objectives of the evaluation. For research, evaluation should
no doubt be more broadly based than it has been in the past.
Mehaffie (1971) recommended that evaluation of composition
should have an interdisciplinary foundation, because such a broad
approach-may accommodate the complexity of the many. dimen-

-
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sions of evaluating student writing. Two of the dimensions of pro-

cess which Mehaffie considers are experience and communication.

As the dimensions become blended, so must the evaluation meth-
’ ods. - :

Considerations for lmprowng Research

As researchers continue to try to'improve their own methods of
evaluation, they will find the following considerations helpful,
not only to the authenticity of their research but also to the teach
ers and students who benefit from their research:

& . '

1. Evaluation should be integral to the larger framework of

philosophical and psychological beliefs about education.

2. Evaluation should not be deterministic and limiting to children
and teachers.

3. £valuation should-take- into- account the-child’s standards
“along.with the adult’s standards.

4. Evaluation should stress the finding of values in writing rather

<than thé criticism of wedknesses.

The above gurdellnes or considerations should place value in

its nghtful place in evaluation. Values are continually operating,
whether in the reading or the composing of written exptession.
Evaluation of writing can never be completely objectlve, nor. per-
haps should it be, for writing is a personal expression and never
completely objective in itself. A dynamic, comprehensive inter-
pretation of children’s writing needs to include considerations of
emotional and intellectual development along with linguistic
maturity. Researchers need to be aware of their own philasophical
and psychological valu sysjems and of how these fit the {arger
framework of educational goals in which evaluation takes place.
Balancing these sensutwltles is perhaps the biggest challenge of
evaluation.

Appropriate evaluation, of course, is at the heart of research on
composition, or research on any other area. Does modem method-
ology and expertise from the behavioral sciences have more ideas
to offer to researchers in this field of writingi The next chapter

- addresses itself to this topic.
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7 Research Perspectwes .
from the Behavioral Sc1ences?

Some New (And Not So.New) \Dlrectlons |

L
|

1
i

The researcher, when deciding on the appropriate methodology
for investigating a problem, must first and foremost considey the
nature of the problem Methodology may be evaluated by other
criteria, such as precusnon, efficiency, obje ivity, cost, and feasi-
bility. But methodology is a tool, and we judge any tool by how
well it serves our needs.

What are the research needs in English composition? It is hard
at present to answer with desirad precision. Even those researchers
intimately connected with the area seem to be “looking through a
glass darkly.” But English composition is, among other things, an
educational matter, a topic for insteuction in schools. And the com-
moriatlty of needs in other areas of educational research suggests
that composition is not all that different.

. .In brief, | propose that we need (1) better information about
instructional substance and practice in actual classrooms, (2)
more adequate methods of assessing composition skills, {3) more
efficient and robust techniques for experimental evaluation ,of
curriculum programs and teachér-training programs, and (4) more
systematic and theoretically based research or the mental process-
es and cognitive skills that are acquired wh.le “learning to write
well.” In sum, wé need basic research that is analytic and relevant,
that can provide fairly immediate answers to practical questions
about assessment and skill developm2nt.

This is a large order, but existing methodology meets all of these
needs, We have the tools; it is a question of training researchers to
do a creative job with the available tools. Let me now try to justify
this clain..

Usmg available tools and methodologies. Whether a research
guestion is déscriptive {what is happening) or prescriptive (what
are the most reasonable courses of action), methodology should

69
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vield outcomes that are objective, generalizable, and multivariate.
In addition, for prescriptive research, methodology should permit
causal rather than correlational outcome.. This generally sneans
experiments. Objective means that results are reproducible within
tolerable limits; we understand what was done and the conditions
under which the evidence was obtained. Generalizable means
that we can estimate_the possible effects of contextual variation
on a set of results. H a study is replicated in a different situation,
we can predict how large a change in the results to expect. Multi-
variate implies complexity. The input-output relations of an English
composition-are complex. We need to provide for identification
and measurement of multiple features of a writer’s environment
and multiple aspects of the writer's responses. Finally, experimen-
tal means that the experimenter exerts active control over those
features of the situation that arc likely to affect performance.

In general and in specific instances, the behavioral sciences
possess procedures and analytic tools to meet these requirements.
To be sure, researchers who have chosen to study English composi-
tion may have to range over many disciplines to collect the neces-
sary tools. They may borrow survey methods from sociology, factor
analysis and multiple regression from test theory and uducational
psychology, and.fractional factorial désigns from agricultural and
industrial statistics. At the same time, they wifl have to avoid the
pitfalls of standardized, norm-referenced tests and the confounding
influences present in Method A/Method B designs. They must
shake off the rapturous dependence upon massive print-outs from
high. speed digital computers.” These temptations are the -more
dangerous because they cannot be entirely avoided. But whether
the task is basic or applied research, the investigator has at his or her
disposal powerful and informative methodological tools (Amick &
Walberg, 1975; Cronbach, Gleser, Nanda, & Rajaratuam, 1972,
Kerlinger, 1973; Ketlinger & Pedhazur, 1973; Kirk, 1968; Winer,
1971; Wittrock & Wiley, 1970).

Unique concerns for researchers of composition. To be sure,
some unique problems confront the researcher of English cemposi-
tion. The most significantof these isthe character of the “response.”

Aside from relatively trivial details such as "‘good grammar” and’

the like, a composition is a creative production. How shail a com-
position be judged in an objective, reliable, and informative fash-
ion? Machine scored, multiple-choice questions. seem to miss the
point. :

At present, we rely chiefly on human judgrient to evaluate a

compaosition, A person with suitable training and experience, fol- N

4
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lowing more or less clearcut criteria, must read the composition
and judge its merits in selected technical and nontechnical cate-
gories. The process is time. consuming, arduous, and subject to
variation, dependent on the expertise and standards of the judge.
This is a measurement probjem, not simply a matter of rater reli-
ability in assigning numbers, Human raters are the best “detectors”

of the dimensions of quallty of a composition, and the task remains
of uncovering the dimensions and criteria that can gunde thoughtful

readers in their evaluation of compositions. What is in the minds of ...

the readers as they dellght or despair? Relatively little work has
been directed toward this matter, which is_of-fundamental impos-
tance in the assessment of English ¢omposition (Carroll & Freedle,
1972), {Editor’s Note: Also see Mellon {1975), who found in the Na-
tiona| Assessment that both the performance and the evaluation of
somewriting exercises were complicated by the fact that they called
not oply for composing but also for such cognitive operations as
maint]aining an assigned role.]
sgcond unique aspect of research in composition is the impor-
tance of the writer’s 5nd|v|duallty and the developmental influences
that contribute to that mdmduallty In much educational research,
*individual differences” refers to statistical scatter in a collection
of unilvariate measures. I composition, the individual’s style in
approaching and combining a variety of wrmng tasks is funda-
mental.
gclamor for case-study investigations in English education
is not always a thoughtful response, but it is quite possible that
this. paradlgm is-needed-for-the-study-of -writing - style. -Rigorous;
generalizable research is feasible with the case-study model, and
this pdradlgm provides answers to significant questions that are
missed; by other techniques. A case study entails the intensive -
investigation of one or more individuals.

Longitudinal data, the record of months and years, may be essen-
tia] for accurate characterization of individuals. Study of a single
individyal, sometimes called an N=1 study, serves certain pur-
poses. Where the individual is of note per se, as.in the case of bio-
graphical studies of a famous person, the rationale is clearcut. And
where the phenomenon under investigation is relatively stable and
unchanging from one individual to the next, as in psychological
investigations of sensory functioning, the N=1 case study serves
quite adequately. But for generalization, it is essential that diverse
individuals be included in a study. Linguistic diary studies reveal

- === "the limitation of the case study of a single person when individual
differences are large. Weir's (1962) case study is a tour de force, but
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it illustrates the point: the degree of typicality in one child’s lin-
guistic developmentis questionable. When asubstantial investment
in investigative time and effort is required for each individuat in_a_
study, it behooves investigators to select their subjects so as to
yield the largest amount of useful information. Various sampling
designs are useful in this respect; socalled fractional designs
{Calfee, 1975) are exceptionally efficient. We have proposed these
procedures for studies of the acquisition of beginning reading and
for improving classroom practices of teachers. in both of these
designs, relatively small numbers of subjects {N is less than 50) are
intensively studied over one or more school years The subjects are
selected so that a large number of potentially significant sources
of individual differences are controlled by the sampling technique.
This procedure, which combines the generalizability features of
large-scale survey designs with the data-intensive features of a
case study, seems to be especially well syited to the needs of com-
positton research,

A pooling of talents. Research is a human enterprise and as such
reflects the interests and abilities of those who engage in it. The
analytic, objective rigor of the behavioral scientist seems to contra-
dict the synthesizing, subjective imaginativeness of the artist in
English-education. |-am not sure that the gap between artist. and
scientist is a good analogy for describing the characteristics and
preferences of those scholars who choose English over, say, educa-
tional psychology. Butit does appear to me that training in research
skills and methodological expertise is often inversely related to
the demands of the problems faced by a scholar. i sense consider-
able frustration on the part of English education researchers, par-
ticularly the younger anes, as they view the magnitude of the re-
search problems confrontingthem and compare these to the modest
and poorly understood methodologies at their dlsposal This is
not to belittle the substantial skills of their primary discipline.
Quite the contrary. The challenge, as in many areas of education,
is to extend.and elevate the research skills available to each indi-
vidual and to facilitate the pooling of diverse talents. Movement
along these lines, not the evolution of novel methodological pro-
cedures, will lead to improvements in research in English education
generally, and in composition in particular.

I
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Appendix A

Projects Dealing with Composition
NCTE Research Foundation

The following projects dealing with composition have received
grants from the NCTE Research Foundation:

Laren V. Grissom, Research on the Effect of Incorporating Student
Participation in the Evaluation of Writing Quality, February 1963.

James McCrimmon, . Conference on Elementary Cornposltlon,
November1966,

Donald C. Stewart, Research on the Nature and History of the
Freshman Anthology in the English Composition Course, Febru-
ary 1967.

Colorado Springs Conference on Composing Process, November
1968.

judithe Speidel, Research on Using Art toTeach Writing (An Experi-
ment in Transfer or Perceptual Training), November 1968.

Richard Adler, Assistance in Computer Analysis of the Results of
His Questionnaire Study of Student Compositions, April 1971,

Theone, Hughes, Research on Syntactic Maturity in Children’s
Writing {A Cross-Cultural Study), November 1975,

A Harris Fairbanks, Research on the Effectiveness of an Interdisci-
plinary Research Committee on the Teaching of Compaosition,
January 1976.
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/ﬁppendix 8 -

Projects Dealing with Composition
NCTE Promising Researchers

£dward A. Dixon, Chicago City. College, Olive-Harvey Campus,
Department of English. Dissertation at the University of Chicago
under the direction of Professor Robert Rippey: ”Syntacttc
Indexes and Student Writing Performances,” 1971.

Frank O'Hare, Florida State University, College of Education. Dls- :

sertation at Florida State University, Tallahassee, under the
* direction of Professor John S. Simmons: “The Effect of Sentence-
Combining Practice Not Dependent on Formal Knowledge of
a Grammar on the Writing of Seventh Graders,” 1971.

Carol Sager, Wilmington Public Schools, Wilmington, Mass.,
Director of Reading. Dissertation at Boston University under
the direction of Professor B. Alice Crossley: “Improving the
Quality of Written Composition Through Pupil Use of a Rating
Scale,” 1973.

e e Ao

Chrisnne Martinez San jose, Syracuse University, Reading.and Lan-

guage Arts Center. Dissertation at Syracuse University under the
direction of Professor Margaret }, Early. “Grammatical Structures
in Four Modes of Writing at the Fourth Grade Level,” 1973,

Donald H. Graves, Unlversity of New Hampshire, Durham, Depart-
ment of Education. Research conducted at State University of
New York, Buffalo, under the direction of Professor Walter Petty:
“Children’s Writing: Research Directions and Hypotheses Based
Upon an Examination of the Writing Processes of Seven Year
Old Children,” 1974.
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Appendix C

References for Further Research*

Summaries and Biblicgraphies

A “classic™ source to consult for research in éhe twenties and before 1s Rollo L.
Lyman's Summaery of Investigations Relsting to Grammar, Language, und Composi-
tion, published in 1929 as a Supplementary Educational Mm:i;mp by the Univer-
sity ot Chicago. Lyman gave summanes o?more than 250 stncies and offcred many
excellent suggestiom-for the improvement of, research. Penodic summancs or bibli-
ographies published in the intervening period include the following.

Encyclopedic of Educational Research. Published at ten-year intervals. See
entries on “Epglish—Language, Grammar and Compesition,” “Spelling,”
“Handwriting,” etc. Usually draws heavily from next item,

Reciew of Educational Research. Summary of yesearch on Englsh composition
included approximately every three years. Tends to include published

. Tesearch rather than iss&rtations and theses. {oumnl.

Bibliography of Research Studies in Education. Bulleyn pubhcation of the Of-
ice ofl Education. U.S. Department of Health, Education, and Wellare.

nnual.

Elementary English. Yearly revlews of published apd unpublished studies of
the preceding Year. Journal.

Elemcntury School Journal. Yearl{)e:eviews of references on instruction in ele-
mentary school English. October issue. . |

English Journal, Yeatly rcviews of research in secondary English, prepared by
the NCTE Commiltee on Rescarch.

School Resiew. Yearly reviews of rcferences on instruction ;n secondary school
English. February issue. Journal.

__ Since 1950, a.number of bibliographies and summanes have been published in
addition to thc many_helpful’ bibliographies ancluded with othcy books, articles, and
unpublishcd manuscripts. Some titles are offered Yerc:

Brown, Roger. Words ond Things. New York. Macmillan { Frcc Press of Clen-

coe), 1958.: 398p.
et al. Children's Writing. Research in Composition end

Burrows, Alvina T
i‘lelfaltleg fk%hampaign. Minois. Natwnal Council of Teachers of Eng-
ish, 61.

. What Research Says to the Teacher. Teaching Comg:ositian. Wash-
ington: -Department of Classroom Teachers and American Educationat Re-
search Association, National Education Association, 1959. 32p. Concerns
elementary school childzen.

Carroll, Jobn B. The Study of Language. Cambridge. Harvard University Press,
1953, 289p. Summarizes linguistic, sociological, and- ps¥chological studies
of language. N

Dawson, Mildred A. “Interrelationships between Speech and Other Language
Arts Areas,” Elementary English, XXXI (Aptil, 1954}, 223-233, Includes
writtcn communication. .

Codwin, L. Ruth. "Studies Related to the Tcaching of Written Composition,”
Canadlan Education and Rescarch Digest, 111 (March, 1963), 35-47.

*Frum R Bradduck. R Llovd loaes. and L. Schoee. Rescarch in Whitten Composition
{Urbana. lil.. National Council of Tcachers of English. 1963), pp. 117-118, °
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‘ Aruitoxt provided by Eic:
|

ERIC

Gray, Willum 8. The Teaching of Reading and Writing. Chicago. Scott, Fores.
man and Company, 1958, 28[p. Aw international survey of world literacy
problems with reference to methods of teaching. - W

Haugh, Owar M. “Representative ‘Rescareh o the Communication Skills,'. Edu-
cation, LXXII (March, 1952}, 470-480,

Horn, Emest, What Research Says to the Teacher, Tenching Spelting. '\Wash-
ington. Department of Clissroom Toachers and American Educational Re-
search Aswciation, National Education Association, 1954, 32p. |

Hunmeut, C. W., and Willsim ), Ivenson, eds. Research in the Threc R's. New

. York: Hamer and Row, Publishers, 1958. 446p. |

Hant, Jawdy T. “Selected Bibhography on Communwation,” High School Journal,

. X.‘{.‘{VII"!Iammry. 1954), 127-130. .

Kraus, Sihy. Teaching of Written Composition in the Public Schools. A Summary
of Rescarch. Curriculum Bulletin, XV, 190, Eugene. Universify of Oregon,
School of Education, 1959, 23p. .

Leopuld, Worner F. Bibliography of Child Langeage. Evanston, Illinois. North-
western Umvenity Press, 1952, 115p. Includes titles through 1946,

Medkel, Henry C. “Research on Teaching Composibon aed Literatore,” pp. 966-
10068 in {lenchook of Research on Teaching, ¢d. N. L. Gage. A Project of
the Amencm Educational Rescarch Association, . National Education Asso-
ciatinn. Chicago: Rand MeNully and Company, 1963.

Pavisk, Stephen ECVA Giitical Aoalysis of Scentific Research in Spelling.” Un-
gub'lis;i[ti:d Ed.D. dissertation, University of Pittsburgh, 1956, 246p. UM

Rassell, David 1. “Interrclationships of the Laoguage Arts and Personality,”
Elementary English, XXX (March, 1933), 167-180.

Scheok, Thomas A, «l. Stidc in Languape, New York. John Wiley, 1960. 470p.

Shune, Harold . Rescarch Helps in Teadling the Language Arts. Washington,
Association for Supervision amd Curneulum Development, National Educa-

-lion Assaciation, 1955, .

Smith, Nila B., ed. Areas of Research Interest in the Language Arts, Champaign,

Iligois: MNational Council of Teachers of Enelish, 1952. 36p. O.P

Strom, Ingrid M. “Rescarh in Grammar and Usage and Its Im lications for

Teadhiog Writing,” Bulletin of the School of Education, Indinoa Univer-
sity, XXXV, 5 (Scptember, 1960). 23p.

Indices and Al;s'tracis

To addition ty the speciaized nefesences listad above, the investigator may wish
tv consult more goneral sources which wcuderefercoees 00 wntten composition and
allicd topics. Education Index s, of course, an nvahiable reference to magazine,
journal, and bulletin actides. Far less overlappiog with the above sources are the
various indices to unpublished studies:

Dissertation Abstracts. Abstracts of all doctural dissertations completed at the
many Amenean 8l Canadian universitiesy which cooperate with Cniversity
Micofilms. Dassertations of other universities are also listed. hy anthor and
subject, in Index to American Doctoral Dissertations, published aunually
as a supplement to Doctoral Dissertations.

Master’s Theses in Education, Indudes American and Canadian theses.

Research Studies in Education. Differs from the thoe above snurces in that it
includes studies in progress as well as studies completed.

Index to Tacses Aueepted for Hngher Degrees w the Universities of Great Britain
and Ircland. Includes dissertations and theses.
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