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ABSTRACT

Almoat 300 taxts of over 17,000 worda were collected over two
years during which the claaarcom writing of ten Papago third and fourth
graders was observed, categorized and analyzed, The findings are based
on statistical data and in-depth cage studiea concerning the
development of orthographic {festurea, (apelling, punctuation, ete.);
ayntactic features, (T-unita, clsusea and phraeszsz); and semantic and
pragmatic iasues, (taxtual coheaion, contractiona, dialect,
retalinguiatic knowledge and overt behaviors accompanying writing).

The study demonstratea the devalopment of writing and showa the
compley¥ intarrelationshipa between the writer, the aocial context of
the claasroom and the evolving nature of the text. Though the
background and culture of theae Native American subjects in public
elementary achools on the Papasgo reaervation differed sharply from
rhose in other atudies of writing development in this age group, the
findings are consistent with olbher atudiea and the aubjects write very
auch like other developing writjfa of English.

The f£findings will be dfsseminated to researchera and teachers
through profeasional meetings and written worka and will <{ocua on
developrental descriptiona of writing and a theoretical understanding
of the writing proceas aa well as on curriculum develcpment and
inatructional implicationa of writing in the classroon. '
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CHAPTER''I - WHY STUDY WRITING

In recen’. years, researchers have begun to identify and understand
some of the significant variables of the writing procesa, especially in
young children developing literacy. While research in writing
continues to lag behind that in reading, a aignificant body of
knowledge is growing through case studiea and clasaroom obssrvationa
done by researchers such as Graves (1975, 1982), Emig (1S69), Bissex
(1980), Milz (1982), King and Rentel (1931), and Staton (1982), among
others. Educational research naeds to build on this knowledge through
studies with veried ethnic and age populations in order to develop
understending about the nature of children’a writing developament.
Knowledge about the development of writing is invaluable to aducatora
in building soundly based writing curricula. This satudy will make a
contribution to that knowledgae.

For the purposesn of this atudy, the writing proceass encompaszsaes a
child’s production of written language which includea activity before,
during, and after writing. This view of writing or compoaing takes a
time-axpanded view of writing as more than just the mere writing down
of words at one point in time and more than juat an examination of the
child’s final product. The writing proceas includes:

children chonaing or being given a topic;

children’s rehearsal of that topic through conversation,

" drawing or outlining;

f.he many interactiona children engage in during writing;

the problems children solve and the strategies they use

while coaposing:

children’a examination of their product after writing;

and all languaye and concepta children expreas about their

own writing or about writing in general.

This atudy attempta to clarify, to confirm or disconfirm, and to
add to the knowladge about the development of the writing proceaa
already diascussed by Gravea (1975, 1982) and the other writing
researchers rantioned esrlier, by applying similar research
methodologies to a culturally distinct population. Work to date that
has been done with young writers (Harate, Burke, and Woodward, 1983;
King and Rentel, 1981) has identified variablea that appear to ba
significant, but additional data with diverse populations ia needed in
order to ensure the accuracy of the findinga. In addition, analyais of
the writing of the same childran for a two-year period will provide
longitudinal data in order to gain new innighta into the doveloplant of
the writing of young children.

This study provides a picture of the development of the composing
process of a selected numbar of Papago Indian children from the third
and fourth grades by analyzing aamples of the subjecta’ writing which
they produced in the regular ongoing claasroom setting. The intent of
the study is to extend underastandings of writing davelopment by
studying relationships among the following variables:
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S 1]



Composing: A presentation and analysis of the subjecta’ concepts
of composing (along with teachers’ and rasearchers’ influences on it)
will be presented. Composing includea: precomposing experiencea in
the classroom; differences between assigned and unassigned writing;
revision and proofreading activities; use of overt language during
writing and about writing (including metalinguistic concepts); reading
and rereading of the composition; use of resources by the teacher
and/or the subjects during composing; and reactions to composing by the
subjects and the teachars.

Orthography: Writars’ compositions will be analyzad for
developmental aspects of orthographic featuras which include apelling,
punctuation, capitalization, apacing, directionality, and type of
writing such as manuscript or cursive and letter formation. In
addition the data will be analyzed to identify: use of resources which
might aid developing orthography; use of overt language related to
orthographic features; and writere’ concepts of spelling, punctuation
and other features related to orthography.

Syntax and Semantics: Writers’ compoaitions will be analyzed for
development of syntax as well as the semantic syatem of language.
Syntactic features such as morphological units, word order, T-units,
clauses, and phrases will be diacussed. Selected aapecta of semantics
and pragmatica will be examined: textual cohesion, contractiona,
dialact, and metalinguiatics.

Overt Behaviors: Data will be analyzed for overt non-verbal and
verbal activity used by writera during writing. Specific categoriea
such as interruptions, revisions, subvocelizations and resource use
will be featured.

An overview of moast of these variableas across all subjects is
provided in Chapter 1V, vhere cumulative statistics and overall
developmental findinga are discussed. In addition, these variables
provide major focuses for the case studies in Chapteras VI-XI. We feel
that both the cumulative data and the rich context which it derives
from are important; the data in Chapter IV becomes far more Reaningful
vhen seen in light of the social and situational complexity revealed in
the case studies.
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CHAPTER II - CONTEXT OF THE STUDY

The Community and Children

- — o G G R - - =

The study takes place in the Indian Oasis Public School Diatiecict,
located entirely on the Papago Indian Reservation, about sixty-five
riles wegt of Tuceon, Arizona. The diatrict covers an area of two

"million acres, or. 3,000 aquare miles. Ninety-seven percent of the
student populaticn is Papago. Eighty-five percent of the students are
bused to achool, some as far as fifty-seaven miles. Approximately fifty
percent of the atudents live either in, or within ten milea of, the
governmental center of the reservation. The remaining fifty parcent
live in villages sascattered throughout the reszervation. Villages may be
as far as twenty miles apart. Within one village, homes may be
separated by one to five miles.

The £firat year, the research waa conducted at one centrally
located elementary achool in the district, where all the subjects were
in the same third grade clasa. The second year, the aubjecta were in
two classrooms in two different achoola. Half of the subjects were in
a specially organized pre-fourth grade at the ssme achool the children
went to for third grade while the others were in a fourth grade claaa
at the middle achool, eight milesa away.

The subjects are Papago Indian third and fourth gradera. In order
to provide insight into the developrental range of writeras in third and
fourth grades, the asubjecta were chosen to represent three
developrental levels bassaed on teacher judgment with researcher
corroboration: lower, middle, and upper. Ten subjecis, at least three
from each devaloprental lavel, vers selected. Thia allowaed for
attrition and ensured an intact sample of at least two representatives
of each developmental level at the end of the atudy. At the beginning
of Year II of the study, seven subjects were available in the sare
school district. We kept the firat year data on all subjects to be
part of the general atatistical analyais, while six studants became the
focus of in-depth analysis. ‘

Naturaliatic Research

- - - - - - - -

This research applies naturaliastic research techniques (Guba,
1967, 1982) to the collection and analyais of children’s composing
processes in classroom settings. Control by researchers ia minimal in
order to collact data as it is produced in the classroom setting in
which it occura. o

As a geners® Sremise, it ia probably aafe to assert that the
best way tc wiudy process is to observa it directly, rather
than to infsr its nature fror the known input and the
observed output. When process is the issue, naturalistic
inquiry aseens to offer a more useful means for ita study than
dues the exparimental model (Guba, 1978, p. 295).
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Naturalistic methodology provides a realistic view of the composing
proceas in the classroom, especially when focused on a small number of
subjects.

The information for this atudy has been gathered in depth and over
an extended period of time. The variables that have been 1dent1§1q§,
and whose interrelationghips have been viewed, will be stated?ﬁaa
hypotheses for study with larger numbers of people. Simultaneous
in-depth case studies on children in the same school environment
provides valuable information not oniy on children but also on
teacher-child transactions and environmental cues. The in-depth case
study approach has proved to ba a useful one for writing research.
Emig (1969) utilized the case study concept in her research, “Composing
Processes of Twelfth Grade Studentas,” to gain in-depth understanding
into the writing process. Utility of the case study method has also
been demonatrated by Graves’ study (1373) and Burrowa’  (1964).
Recently, under Gravea’ direction, a research team from the University
of New Hampshire has been observing the daily activity of young
children . (Graves, 1982, 1982a; Walsh, 1982; Calkins, 1983). Detailed
data gathering through videotapes, audiotapes, direct observation and
teacher-child interviews hss pointed the way to discovering new
cbservations previously unnoticed in the development of children as
writera. Helas (1974) and Bodkin (1975) replicated Graves’ 1973 study,
.~ and the £indings with larger groups of chldren were conaistent with

the earlier case study findings. This study will confirm, disconfirm
or expand on the £indings of work by Graves and others, in order to
make suggestions about the development of writing in third and fourth
grade Papago students. Gravea’ research (1982) wvas conducted with
rural white New England subjects. Much of the other research in
writing haa involved white populations in urban areas. These
Southwastern' Native American pupils, living a different life-style with
a different educational history, will serve aa a good contrast in
examining and supplementing research on the composing proceas. Guba
uses the term “triangulation" for the process of combining multiple
data sources, research methodology, and theories (Guba, 1978, p. 64).
The process of comparing the research of others with the research at
hand provides internal validity, which Guba calls intrinsic adequacy
for naturalistic inquiry. ‘

When a series of bits of evidence all tend in some direction,

that direction asaumes far greater believability. As

"statiastical means are more stable than aingle acores, 8o

triangulated concluaiona are more stable than any of the

vantage points from which they were triangulated (Guba, 1978,.
p. 64).

Emerging from the thousands of hours of observation, recording,
and analysis of data of this study on third and fourth grade writers is
an objective look at human behavior. As Graves (1980, p. 918) pointe
out, “We can never forget that if information from one study is to be
used in another site, with other children, the most thorough
description of contextual factors must be given. When the process and
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coniext are described in simple, atraightfcrward language, teachera
will ba ready consumars of the information." This report iz an attempt
to reach the goal suggeasted by Graves.

The Claaarooms

- . -

Our study took place in three different clasarooms, ona third
grade, one pre-fourth grade, and one fourth grade. Each teacher had her
own individual style and philosophy about teaching and writing; the
only commonality is that all provided time for writing on a regular
besis. Although the reaearchers had nany informal interactions with the
teschers about writing curriculum and inatruction, we basically took
the classrooms as we found them, rather than attempting to influence
them or to impose our ideaa about the writing procesa. The claaaroom
descriptiona that follow are an attempt to give a sense of our reaearch
setting and are therefora non-judgmental in intent; that is, we are
neither endoraing nor disavowing the teaching practices desacribed,
merely characterizing them.

Ms. Howard’s Third Grade Claas

The firat year of our study took place in the diatrict’s primary
school, which is located in the largaeaat town and admainiatrative center
of the reaervation. The achool conasista of all the kindargarten
through third grade clasaea for the whole district, with about three
classrooma at aeach grade level. The school has two large claasroonm
buildings; during the two years of our atudy an addition with several
new classrooms was constructed on the end of one of them. Some of the
teachers liva in the community and some commute daily from Tucson, aoma
70 miles away. The principal has lived and worked in the community for
several yesara. Although moat of the claaarcom teachers are non-Papago,
other achool personnel like the librarian and counselor are Papago, and
aoat classrcoms have a Papago aide at leaast part-time.

Ms. Howard was selected to be the teacher for the firat year of
the study on the basia of both a recommendation f£from the school
principal and her agreement to participate. We concurred with both the
teacher and the principal that ahe could handle the added
reaponsibilities of the reaearch project in her classrocom because she
had taught third grade for three yeara and had &8 reputation as a fine
teacher. In addition, because Ms. Howard bases her instructional
program on writing, studenta would be writing on a daily bhasais.

Ma. Howard could be claassed as an “involved teacher." She knowa
and respects avery one of her atudents aas an individual with special
neads and satrengtha. She ia a hardworking and creative teacher and
spends hours designing elaborate units, bulletin boards, etc. She
baiiaves strongly in the value of writing as an instructional tool, and
in fact had har atudents writing ‘*“across the curriculua" for a variaty
of purposes and functions.
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Mas. Howard sets up her instructicnal program uaing twenty-minute
work perioda. Students sepend time at learning centers during the
morning and part of the afternoon, lieaving the rest of the afternoon
for "sustained silent reading” and special projects and activities. 1In
moat casas the children work in groups on assigned tasks which they
complete in the allotted time. There are times when one child might
finish an aaaignment in five minutes and have to wait to move on to the
next center, while another atudent =aight have to move on to the next
center before he or she was finished. This time achedule had an impact
on the studenta’ writing since they often had to lesve a piece
unfinished or rush to finish it,

Once, basad on our suggestions, Ma. Howard did encourage the
children to write about a topic of their own choosing. However, since
her instruction is so intimately tied to writing, she believes it 1ia
necassary to assign topics that are related to the unit the class is
presently studying. Furthermore, she atated that she believes that
assigned topica help children become better writers.

Ma, Howard directs the editing proceas of the children’s initial
writing, instructing her students to bring their completed first drafte
to her for editing. Time permitting, she usually aska them to read
their pieces to her first. Then together she and the child go back
over the piece; Ms. Howard usually diascuases and circles all misspelled
worda, incorrect ayntax, punctuation, and other writing featurea. On
occasion, Ms. Howard also apends an editing session helping the child
express meaning more effectivaly. Towards the end of this first year
of the study, sahe allowed 8some of the more capable astudents to handle
their own editing. Once the editing is completed, the children know
they are expected to copy the corrected firat draft over on a new sheet
of paper. Some atories are also made into bound bousks.

Ms. Howard also has a specified grading policy. Students are
given a weekly grade for writing; at the beginning of the achool year,
the children had to produce a minimum of three stories and one “bound
book"” in order to obtain an "outstanding"™ grade that week. About
mid-year, after MNs. Howard decided her original policy was too
demanding, this policy was changed to two stories and one book per
week. : ’

Physical Environment

My G T "D D - o > Wy S oy oy -

All ten subjects originally selected were in the same third grade
claaaroom during Year I. The <classroom 1ia spacious, approximately
twenty by forty feet, larger than the average size claasaroonm. A
pitchad ceiling aupported by concrete beamas adds to the expansivenesas.
A row of large windows lines the south wall and they are partially
covarad by heavy green plastic drapea. '

The itudenta' deaks are pushed together in groups of six and largo
tables provide space where astudents can interact and work together.
The arrangement of the furniture facilitatea atudent movement and
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interaction.

Bookcaaes protrude inte the room, marking the boundaries of
various learning centers whicih are organized, with the exception of the
reading center, either on greuzpa of deska or on large tables. There
are aight centera in all: discovery, listening, art, writing, rath,
spelling, reading, and teacher’s choice. The reading center ia
furnished with a shag rug and large stuffed pillowa. Seven desks and
chairs pushed together serve aa the writing center, which ia located in
the =2outhvwest cornar of the room. The writing topic of the week is
often diaplsyed on the bulletin board diractly behind the writing
center, and encyclopadias and dictionaries are close at hand on a
special atand.

! .

The teacher’a daak is in the northwest corner of the room next to
the storage closet and is covered with astacks of books and paparsa. Ma.
Howard apends little time behind har desk, praferring to work with
studants in & center or to move around the classroom helping students
in nead.

The three bulletin bcarda in the roocm are unsed to diaplay either
individual student artwork or the inatructional unit being worked on by
noat of the studenta in the claaa. As the unite change, or a new
holiday replsces one that had passed, the diasplays are changed. In
addition, student artwork and all exceptional papera are taped to the
wooden atorage cakinats on the eaat wall.

"Clasaroom Structure, Schedule and Curriculum
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After a roll call and lunch count, a typical day begina with a
‘tescher-directed, whcle group diacussion of the day’s activities and
lesaona. During this time, Ma. Howard also often conducta apecial
wvhole group lessons or shows filmatripa and movies.

Na. Howard dividea the studenta into six groupa. She explains to
the children that they are groupad that way not on the baasis of ability
but bacause “they worked well +together.” She includes at least one
“top” student in each group. This student is then responsible for
sssisting the "slowar” ones who nay nzed more help.

The students move, as daesignated groups, from center to center,
until they visit each center, uaually four or five of them in the
morning and the remainder in tha afternoon. Every 20 ainutes, an
egg-timer bell rings, alerting the children that they have five
minutes to clean up and to move on to the next center. At the writing.
center, ntudents devalop a senme of how long 20 minutes is and gear
vhat they attempt to this constraint. Sometimes, when students want to
complete a story bafore "tbp time is up, they write quick concluasions
rather then putting a story away unfinished.
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Writing in the Classrooa
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Almost all classroom writing is assigned in Ms. Howzrd’s room.
The assigned topics evolve out of either holidaya or instructional
units. Thua the children wrote atories connected with each of the
major holidaya--Halloween, Thanksgiving, Christnas, Valentine’s Day,
and Easter, aa well aa apecial Pspago events auch as the rodeo &nd
caranival. ' ‘

Ms. Howard builds writing into her entire instructicnal program;
hence the children experience writing in most of the najor content
areas: social studies, science, language arts and health. The social
studies unita during our year in her <clasesroom included: the fifty
atates, early Papago life, life in Switzerland, and ancient Egypt. The
major sclence unit . centered on space and the nine planets, and the
language arts units included fairy talea, tall talesa, just-so stories,
and haiku. In addition, there was one health unit concerned with fire
and bicycle safety.

Aesigned writing in Ns. Howard’s room covers a variety of
functions and ranges from narrative stories to letter writing to
expository repcrta. The children were also asked to write in journals,

but due to a lack of time, theae were not continued. In addition, Ms.

Howard devoted one unit to the Japanese poetry form of Hsiku.

As a rule, Ma. Howard introduces & new writing assignment with an
example. For instance, during the Tall Tales unit she read them
storiea about ‘Paul Bunyan, Pecos Bill and John Henry, and then
encouraged them to write similar atories about their favorite Tall Tale
herc. On another occasion when the clasa was studying the. nine
planets, Ms. Howard told the children sbout an imeginary trip that she
had taken in her spaceship and what she had seen out her porthole oncé
she had landed. She then requested that they write & sinmilar story
using her story as a model.

After the initial introduction to a writing activity, the clses as
a group generates possible atory titles which Ma. Howard writes in
black letters on large sheets of tagboard. She then hangs these on the
wall near the writing center. When the children arrive at the center,
they usually take a i« minutes %o acan the list of titles before
choosing one and settli..; down to wriiz a story to f£fit their aselected
title.

For some of the units, Ms. Howard made elaborate bulletin boerde
and/or tagboard folders with pictures and lista of questions deaigned
to stimulate the students’ thoughta and writinga. During the circus
unit, for exqiple, she created foldera with colorful circus photographs
with a caption under each picture such as, "You have run awasy from home
to join the circus. Which circus act are you going to be?"
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Ma. Caldwell’as Pre-Foiirth Grade Claas

Four of the atudy’s original . subjacta were in Na. Caldwell’s
pre-fourth grade classaroom in Yeer II of the study. They vere in the
same school that they were in during Year I of the study, which usually
contains only Grades 1-3; fourth graderz normally go to tha
intarmediate achool eight miles away. M/:. Caldwell’s pre-fourth grade
of 21 children contains those children wnose third grade teachera felt
they weren’t ready for the more rigorouas academic deamands of fourth
grade in the intermediata school. The plena were that all of the
children would be in the fourth grade tie next fall.

Ms. Caldwell was selacted because the subjecta were in har -
classroom. She was willing +%o participate in the atudy. She
encourages atudents to write daily and believes that children writing
daily is an important part of the elemantary gchool curriculun.

Phyaical Environmant

- - o - > -

Ms. Caldwell’a class moved to a brand-new clasaroomr in November,
1982, Her roou arrangement ia similar to her previoua room, although
there was a period of tranaition with the normal disorder that
accorpanies mo/ing. Ma. Caldwell’s claaaroom is about 30 by 30 feat
with windowa all along one wall. A rug about gaix feet wide runs all
along one lony aide of the room. The room contains 21 student desks
which are arranged in groups. Part of the year the desks were in
groups of four; later they were arrsnged in two larger groups. Two
large tablea also provide work surfacea, and several other tabletopa
provide atorage spacé. The three bulletin boards in the room diaplay
both the teacher’s exhibitas and student work. There are a great many
matarials in the room, including hundreda of bocka, many kita, two
encyclopediaa, and aix kinds of dictionaries at different levels of
difficulty. The children are free to get materials aa they need them
and feel comfortable doing ao. Wall charta relating to the writing
curriculum are nften preaent. For inatanca, in February there vera
reference charta illustrating the stepa involved i1in editing and
raeaearch, and punctuation and capitelization rules Ms. Caldwell used in
her conferences and discussions with the children.

Classroom Structure, Schedule and Curriculum
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Ms. Caldwell’s schedule consista of several major types of
activity which remain fairly consiatent throughout the year. Evary
day, either at the beginning of the morning or after lunch, there ia a
free reading period of 20 minutes or so. The children spend this time
raading silently or reading aloud to each other in amall groups. The
class worka as a whole group for math and writing. A large chunk of
the day ias apent in small groups which move between four learning
centers conaisting of half an hour each. Since a major purpose of the
groups is to provide for raeading group time with the teacher, the
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children are grouped according to reading ability. The centers vary in
content depending on what aspect of the curriculum is being covered.
One group works on reading with the teacher, one group warks with the
classroom aide, one group usually does some form of writing, and one
group ia involved in some other non-teacher-directed activity. The
group activities run the gamut from reading instruction to
theme-relatad uactivities to language patterns activitieas. A classroom
observation from 12/7/82 describes a typical morning in centers:

1. Writing center - kids ars either copying the.r own
#oat recent story over into a book or writing a
naw unazzigned stosy.

2. Ma. Caldwell is conducting a round-robin oral
reading group.

3. Hs. V (classroom aide) is reading a book to
% Qroup.

4. Word search - kida are looking ir books for
sis:gular and plural words (defined for theam by
tha teacher as "one thing" and "more than onu
thing'), and writing them in separate columns.

Expectations for +the groups working independently are made clear
and these sessions operate very smoothly.

The s8chedule as & whole' is a flexible one which providea a
predictable framework for a variety of activities but changea somewhat
as necessitated by the curriculum and the children.

The pre-fourth grade class was originated this year as a response
to the belief that there were a large number of third graders who were
not ready for a regular fourth grade class in the intermediate school.
Ms. Caldwell views the children in this class as having sepecial needs
and problems. As a result, her curriculum goals are somewhat different
from those she would have for & .atandard classroom. Her primary goal
for the year was to get her students to work well together as a class
unit. As the year went on &and she felt this goal was being
accomplished, she devoted increasingly more energy to her second goal,
that of getting the children "up to fourth grade level” in all areas of
the curriculum. Another importan® goai, which is obvious in everything
she does, is that of treating the children with affection and respect.
The children are assumed to be interested in learning and in fact do
feel that they are partners in learning with the teacher.

Ms. Caldwell’s reading progrem is loosely structured around a
basal reader aeries. She works with the children daily in homogeneoua
small groups; - using whatever level of basal reader ia comfortable for
the children.: These informal sessions involve reading the story,
discussing it, and occasionally other activities 1like baving the
children write questions about the satory for each other. As the year
went on, the reading groups began o rove away from the basals somewhat
and to use more trade booka. Reading also goes dn during daily free
reading perioda and when the class is involved in research unita.
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Spelling and handwriting are taught sporadically. Ms. Caldwell
uses spelling books occaaionally with the clase, primarily to have the
children become familiar with thea 8&ince they are a part of the
intermediate school curriculum. In the fall, Ma. Caldweli spent aome
time teaching the lowercase forms of curaive handwriting to the class.
Each child makes his or her own decision as to whether to use
manuscript or cursive writing, with many of them awitching back and
forth between the two. Ma. Caldwell also planned to have another

, period of formal handwriting instruction toward the end of the year.
Ore wall in the clessroom holda a chart showing all the cursive letter
formg: children refer to it frequently.

Science, social atudiea, and literature are learned through a
thematic approach. The atudents are involved in diascussion, reading,
) and writing, working in a variety of different groupings. Sonetimes
the whole claas is involved in the aame topic, but & acience rcsearch
unit allowed students to work on topica of individual intereat. MNa.
Caldwell has not given theae curriculum &reas her higheat priority and
is not trying to cover any apecific cocntent; she sees these areas as
serving primarily as an avenue f{for language use. Math is taught
) conventionally, uaing e text book seriesa.

Writing in the Claasroona

- e - e e e e

Ma. Caldwell feels that her atudenta are very interested in

) writing, and her curriculum takes advantage of this. Children usually
write twice a day in Ms. Caldweli’s clasasroom. During one of these

episodes, the whole class writea on self-selected topica. During the

firat few montha of the achool year, the children would apand half an

hour drawing and coloring pictures, and were then asked to write four

sentences about their pictures. As the year progressed, Ms. Caldwell

) felt they no longer needed to reaspond in writing tv a picture, aso that
thia atep was eliminated in November. The writing time is virtually

always followed by & sharing time when many (and often all) of the

children read their atoriea to the class. (One goal of this activity is

to help the children feel more comfortable sapeaking in front of a

group.) The time allowed for writing and aharing' is usually about an

) hour, but runs longer if neceasary. The sharing time is alao used by

Ns. Caldvwell to anawer student quaeationa and suggest new directions for—- -

their writing. Some examples follow: =

9/14/82 - Annie reads story to class. Somebody says “it’a all one

gentence.” Gordon aaya "“she didn’t stop--there’a no perioda.” Someone

] saya, "It’s all and. . .and. . .&nd." MNa. Caldwell reads story
aloud--asks kids to raisé hands whare the perioda are.

10/6/82 -~ Gordon’s atory is real long--Ms. Caldwell tells the’
clasa that Gordon finished early ao sha told him he could write.
“Chapter 2." Suggesta that othera can do the same if they finiah
4 early. ‘
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10/19/82 - Cathy got her picture idea and part of her text from a
book, "The Magic Fish." Ma. Caldwell aska her where she got the
idea--Cathy is reluctant to say because she thinks she should have used
a more originzl idea, but Ms. Caldwell says “No, that’s good!"™ and
suggests that other people might want to read the book.

In addition to this kind of aspontaneous irigtruction, Ms. Caldwell
usea sharing time for instruction which 1is more highly planned but 1sa
also related directly to the children’s writing. A classroom
observation from 1/20/83 providea an example:

10/20/83 -~ Ma. Caldwell has the studernts tell her their story
titles to put on the board; ahe then reads the list of titles with the
claass and a0 they can vote on the nost interesting. Several combine
two cultures - "The Day ET Saw Ee’toi," "The Day Ho’ok Fell in Love
with E.T." The satory with most votes is read dloud by its author
(Ms. Caldwell useas this term "author") and everyone applauds. Before
reading each s8tory, Ma. Caldwell aska for predictions of story content
based on title. '

The group writing time 1is a lively one, filled with a good deal of
informal interaction between children. As a result, the children get
many ideas for topica from each other. - For example, during Septesger
many of the children drew and wrote about the desert for days on end.
Pac Man and E.T. also emerged as popular topics in the fall.

The children also write moat days in a "creative writing” center.
Vhen Ms. Caldwell is discusaing the day’s centers with the class, she
will often mention what they might choose to write about. Some days
there are pictures or atory-astarters available, other days she asks or
suggests that they write about a content-related topic. They &lsaso
alvays have the option of  writing on a topic of their own chooaing.
Again, 1f children have no ideas at firat, they often get ideaa through
the asmall group interaction procesa.

Most of the children’s satoriea. remain in firat-draft, unedited
form. Some—rrediting occurs on an episodic basis. For inatance, the
teacher occasionally mreetas with samall groups to suggest what changes
should be made in order to make a story into & book. A description of
one of these group meetinga was collected on 11/16/82:

11/16/82 ~ Ma. Caldwell 1is working with amall groups with their
writing. She aaks them to read through their atories and pick the one
they like beat to make a book out of. As she gbes through the atory
with Gordon, she asks him to tell where each sentence begins. As she
does this, she asks Elaine and Abby to read stories to each other to~
see 1f they nmake sense. Gordon’a story is in pretty good shape
already. Elaine’s has 1lots of invented spalling. Elaine reads her
atory to Ma. Caldwell, who asks her firat if she used any Halloween
worda. Ms. Caldwell then has Elaine f£find "ghosat*" and "witch"™ on the
Halloween chart. Ms. Caldwell and Elaine go through the firast sentence
together as Ma. Caldwell helps Elaine see where it ends, and helpa her
insert “went”, which is needed for appropriate syntax. Ms. Caldwell
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has Elaine show where the aecond sentence starts and asks her what ¢
sentence atarts with. Elaine replies "a capital."” Ma. Caldwall helps
Elaine corrdct spelling of “started"--by liatening to aounda--"ar"
pattern (from “car"), and "ed" for the ending. Ka. Caldwell doaan’t
insist that all apellings be corrected but focuses on selected ones.
“Sentence” is never formally defined but usad in contaxt--sha talks
sbout where it makes senae to atop.

Occasionally the teacher meeta with groupa for other purpoaes
related to writing. For instance, if aeveral children are having
problems with capital letters, she may call them together to work as a
group. She hag s8lao had a few sessiona of peer editing, where ahe has
met with groups and guided them in learning to be affective respondenta
to each other’as work.

The claasroom also contains wall charta which contain guidelines
for writing that were developed and discusaad in claas. Theae
guidelines often grew out of the children’s own queationa. The
- following chart is an example:

Edit your story. Rewrite. Publiah your story for
othera to read.

Edit

1. Start your sentence with a capital letter.
2. Put a period at the end of each aentence.
3. Read your story to someons.

Do they underatand it?
4. Chec. for spelling. .
S. Write in your beat writing.

To asummarize, Ma. Caldwell’s use of writing in the claaaroom can
be characterized as being informal in tone although directive and
purposive. The informality ia evidenced in the children’a. freedom to
choose their own writing topics with teacher support and auggeationa
wvhen neceaasary and to interact freely while writing. Ms. Caldwell’s
direct involvement in the children’a writing is also informal, but
reflecta her very definite goala for the children. Several of the
claasaroom incidents deacribed earlier illustrate her askill in taking
advantage - of/naturally arising opportunitiea for learning; some of
these are apontaneous and some planned, but all arise out of a senae of
the children’s current capabilities and intereats. Sometimea larger
units of inatruction alao arise directly from satudent noodl, as this
example from 2/3/83 illuatratea: ;

2/3/83 - Ma. Caldwell has started a research unit which had come
at the auggestion of one of the boya who had writer’a block and neaeded
something to write about. She introduced the idea of writing about
real thinga they were intereated in, 80 the kida got out reaource
raterial to provide information.
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Writing instruction in Ms. Caldwell’s classroom is always directly
related to the children’s own work; we have never seen her conduct a
formal, out-of-context writing lesson.

Ms. Pagett’s Fourth Grade Claaa

Three of the subjects from Year I of the study were promoted to
grade four which is in an intermediate school eight miles from the
primary achool. Once a mission school, thie campus-style facility now
serves grades four through six for the entire district. This school is
staffed by both nuns and lay teachers, and a nun serves as principal.
The campus includes classroom buildings and an old satone building
presently houasing the sachool library and special reading room, a
picturesque old chapel, and the cafeteria. There is also a small newly
.dded modern building, where the principal and school secretary have an
office. Because of the remotenest of the village, the campus also has
a mobile home unit that is completely equipped with kitchen supplies
and bedroonms. This serves as occasional housing for the saeveral
teachers who 1live 80 miles away in Tucson. They use it on nights when
they are unable to return home due to inclement weather or evening
school activities and when they wish to spend extra preparation time in
their classrooms.

Ms. Pagett’s clasasroom shares a building with the other fourth
grade classrooms. The two classrooms are separated by a long narrow
storage room. Researchers used this space for interviewing students and
sometimes the subjects wrote in this room when a totally quiet
environment was necessary. -

s. Pagett is known as a teacher who encourages writing - in her
classroom. For this reason she was chosen to participate in the study
and the three subjects were placed in her claas. Her principal
believed she would be a good teacher for the study and the researchers
concurred with the decision. She agreed to participate.

Physical Environment

The rectangular one-story room features & natural brick interior
with one entire side of windows. There are ample chslkboard and
bulletin board areas. The class of about 27 students is arranged
differently from time to time throughout the year. Some of the
table-style deska and chairs are frequently arranged in small groups
while others are separated in rows or off to one side. At the back of
the room, there is a large table at one aide which satores work
materials, another large table with chairs which serves as an available
work sapace for conferences end groups, and a large magazine“-rack
stocked with "Ranger Rick,” *Cricket," and other current children’s
publications. The upper walls frequently display teacher-made posters
of words or phrases in the native Papago language, and the windows are
decorated, changing according to the seasons of the year or other
significant school events. i
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Classroom Structure, Schedule and Curriculunm

In Ma. Pagett’s clasaroom, adult-like self-controlling behavior is
the stated aexpectation. "Assertive discipline” is the accepted
procedure in tha school. It includes a ayatem of reward and punishment
toward the achievement of this highly valued goal. The expectationa
which are diacussed with the studenta frequently include 1little or no
talking, aelf-regulation of an array oX morning assignmonta, and quiet,
on-task independent aseat work. Ma. Pagatt frequently expresses to the
class her belief that they are capable of reaching her expectations, aa
well as her disappointments when they do not fulfill these
expectations.

In the fall, diacipline issuea received a great deal of time and
attention aince Ma. Pagett believea that once the appropriate
discipline is eatablished, it becomes automatic. Consequently, there
vere occasions asarly in the year when 1little or no writing waa done
vhile reaearchers were there and therefore no data was collacted. The
frequency of writing tended to increaae aftor Chriatmaa vacation when
clasaroor behavior waa cloaer to the teacher’s expectationa.

A typical morning conaiats of a math lesaon for the entire clasa.
This teaching event is followed by the students working on up to four
aasaignmenta liasted on the board. One of the aasignments typically ia
the follow-up to the math leasaon. Often a dictionary skilla, Engliah
or aocial atudiea lesaon might be 1liated along with a writing
asaignment for that day. Students can chooae the order in which they
will complete the aasignments with the knowledge that all of them
ahould ba completed by lunch time, which occurs at approximately 11:30
a.n. For students who do not complete their work, receas time is set
aside.

Students are encouraged to raiase their handa if help is needed.
Thay are expected to talk aa little aa poasaible and requested *o remain
in their seats, although quiet talk and interactiona are condoned and
aeldom interrupted.

Moat aubjecta in aldition to the math and writing asaignmenta are
taught as whole clasa activitiea. During the year, various social
studiea and science topica were evident. For example, one day growing
plant moldas were observed lined up on the back bookcase, carefully
dated and labeled. One aocial studiea leason focused on the atudents’
home, the Southweat region of the United Statea. Plants growing from
seeda, weather picturea and model volcanoes were displayed at varioua
timas. Assignmenta reflect Ms. Pagett’s recognition and appreciation
of the significance of the Native American heritage and culture, which
includes writing and reading Native American style legends and atories
with a focua on the Papago. )

Ma. Pagett occasionally played '‘a game with her claasa which waa a
traditional old Papago-game aimilar to aoccer. Physical fitness is
encouragad during receaas, including a one-mile run in which she
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participated with the class. Ms. Pagett also read children’s novels to
her claes; prior to the Arizona Young Reader’s Awar¢ voting, the
librarian also visited the class to read nominated titles.

Writing in the Classrooa

Although Ma. Pagett is personally interested in and committed to
writing, she frequently stated that her curriculum during the year of
the study was hampered by discipline problems esrly in the year. She
never accomplished some things that she had originally planned,
including journal writing and conferencing.

All class members maintained correspondence with pen pals froa
another smnall Arizona  community. Almost all writing is
teacher-assigned, including stories from films shown to the class,
creating stories from poster pictures, and coloring imaginative designs
with accompanying storiea. The assignments are designed to give the
students varied experiences in writing. Occasionally some of the
assignments are edited and proofread. For examplr. the class wrote
atories in preparation for a writing contest. Some £ the students had
work submitted to the conteat and four students 1 involved 1in this
study received awards of honorable mention.

Due to interruptions in the daily schedule for assemblies and
other events, and attempts to get the beat quality of video tapes, some
data was collected outside the classroom by removing subjects from the
clasaroom for short periods of approximately thirty minutes. The
researchers utilized the storage room betwee: the classrooms for this
purpose. However the storage room hed no electrical outlets and
minimal 1lighting, making videotaping at that location difficult. The
principal was helpful and provided a apecial education room which was
not always in use in the library building. This area was spacious and
well lit and became beneficial for making adequate video pictures.

Observations

- o om e -

The following field notes give a saense of what Ms. Pagett’s
classroom is like from one day to another.

11710/82 - On this day, the neighboring fourth grade brings their
chairs into Ma. Pagett’s room and places them in available aisle
spaces. The two classes view a silent film about a daisy that .could rot
easily be picked. The students’ attentive involvement indicates their
enjoyment of the amusing film. As soon as the viewing is completed,
the visiting class returns to their own room through the center atorage
room. Ms. Pagett’s class has' two follow-up activitieas; one activity is
to write a poem and the other is to retell the story of the film in
wriring. The three subjecte in the study write lengthy accounts of the
£ilm that day.
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1/26/83 - The clasa ia quietly working and moving about the room
a8 neaded. The writing aasignment for today ia to reapond to their pen
pals. Some atudents are busy writing while othera are using
dictionsries to work on 'a apelling asaignment. Juat before going to
lunch,. Ma. Pagatt reada to the claas from an "E.T." book. Ma. Pagett
initiatea diacusaion of aome vocabulary terms that come up during the
reading and that she feela might be unfamiliar. The atory reading and
discusaion continue until it ia time to line up for lunch.

2/2/83 - In preparation for an area-wide writing contest that Ma.
Pagett wanta her studenta to enter, the class has been instructed to
talk to parenta, grandparenta and other tribal eldera. Ma. Pagett hopes
that the diacuasions with their family and respected members of the
commur .ty will motivate atudenta to do aome writing that refiects the
. Papago culture and heritage. The results include legend-style atories
as well sa accounta of aspecta of the Papago way of life. The Native
Americen topica continue for at leamt one week for a number of astudents
and up to two weeka for others.

3/9/83 - The claaas haa a new pet toad which they are very proud
of. According to Ma. Pagatt, this toad is a specimen of a rare speciea
that lives only in the Northern Sonoran desert area near the
Baboquivari mountains. The class later donated their special pet toad
to the Arizona-Sonora Desert Museum. Thia donation is mentioned in a
numrber of the aubjects’ atoriea.

The aasignments written on the board today include an art
activity. A recording of music by Vivaldi is playing quietly in the
background during much of the morning. When Ma. Pagett atarts the
rusic she ashares the name of the selection and ita composer with the
children.

Summary

We were fortunate to have the cooperation of three very different
teachers during the courase of the study. Although all the claaarooms
were similar in some ways, each teacher had a different curriculum
focue for the year. Ma. Howard developed unita which introduced
atudenta to a wide variety of content, Ma. Caldwell emphasized
self-concept and social interaction, and Ma. Pagett atreased the land
and culture of the Southweat. All three teachers provided reqular time
for writing, each uaing it in a way that asuited her curricular goals
and teaching atyle. We were thus able to see children’s writing in a
wider variety of contexta than would have been poaaible in any aingle
classroom.
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Other School Personnel

During the course of the firat vyear, there were two
paraprofessionals in Ms. Howard’s claassroom: Ma. MNanuel, a Papago
hired by the school district who worked in Ms. Howard’s classroom on
alternate weeks, and Mas. Lewis, also a Papago, hired to coordinate the
research on site. Ms. Lewis was in the claassroom on a daily basis and
performed a variety of tasks for the writing project, which iacluded
manual observations of children at the writing center, videotaping
their writing, photocopying their stories, accompanying a researcher
during the parent interviews, and reccrding classroom observations in a
daily journal, particularly observations related to writing.

During the second year two additional community members were hired
as aides for short time periods All of the aides were supportive and
provided us with valuable background information about our subjects and
insight into the Papago culture and life-style. It was with their help
that we were able, in changing the names of our subjects to protect
their privacy, to invent names for the children which would be
compatible with the culture. Ma. Lewis, who worked with us the
longest, was especially helpful and had a major responsibility for the
parent interviews during both years.

Ms. Alvarez is the principal of the elementary school used during
Year I. Our association with Ma. Alvarez spans a period of four years.
In 1978, as Title I Coordinator, she hired Drs. Kenneth and Yetta
Goodman aa consultants for a three-year inservice program. Thus many
of the teachera. at the school are aware of holistic language
philosophiea and methods.

Ma. Alvarez also appreciates the value of student writing.
Furthermore, she believes that given the appropriate instructional
experiences Papago children can write well. Ms. Alvarez has been a
valuable participant in our study.

Ms. Brewer is the principal of the middle school. She was always
supportive and interested in the ongoing data collection and analysia.

She helped with the selection of a teacher and was always available for
consultation and advice about her achool or the children.

28

Page II-16

v



CHAPTER III - DATA COLLECTION

Figure III-1 Outline of Procsdures

II.

Data Collaction

at school site
WRITING EPISODE OBSERVED
Writing samples were collected
vhenever possible for each
subject.
Each collected sample was
observed by researcher using
Manual Observation Form.
Original of vwriting aample was
left with child, photocopy was
kapt for research files.
Most writing samplea wera read
by subject onto audio tape when
it was finished or at end of
observation period to be ‘used
‘for clarification if necessary.

WRITING EPISODE VIDEOTAPED
3-4 times a year, the above
vriting asamples episodes were
videotaped for each aubject.

III.BEI-MONTHLY INTERVIEW

Iv.

V.

VI.

VII

3 to ¢ times a year for each
subject.

TEACHER BI-MONTHLY INTERVIEWS
usually complated at same time
as subjecta’ bi-monthly
interviews.

WRITING CONCEPTS INTERVIEW
completed at the beginning
and end of each year.

PARENT INTERVIEW
Completed the end of
each Year of the study.

-DEBRIEFING NOTES

Analysis

at research site
Each writing sample
analyzed by reseacher and
prepared for computer coding.
Analysis includes:
1) Composing
2) Orthography
3) Yyntactics and semantica
4) Overt bahavioras

Each videotape was screened for
verification of analyse of
of overt behaviors and to uae

- for in-service with teachers.

Each interview was transcribed
to learn about student’s view
of writing including precom-
poaing behaviors and meta-
linguistic knowledge.

Each interview was tranacribed
and analyzed to gain insights
into teacher’a view of the
individual writer as well as
writing in the claasroonm.

Each interview was transcribed
and analyzed to gain insights
into studenta’ language use &and
knowledge about writing.

Each interviaw was used to gain
additional information about
the aubject and to provide
communication with parents.

Notes vere read and analyzed to
provide supportive data for
other analyses.
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This chapter presenta a complete deacription of the data
collection procedures and each inatrument used to analyze and
categorize the data. The time sachedule of dsta collection is alao
included. An overview of the procedures will be presented first. Then
each procedure will be diacuased in depth.

Overview of Procedures

- " n s e A T e s n o en

Figure 11I-1, above, outlines the variousa procedures used for data
collection and shows how the analysis relates .0 the data collection.
The left-hand column defines each of the data collection episodes. The
right-hand column ia a short description of the way in which each
procedure waas uaed for analyaia. Tables III-1 through III-4 sunmarize
the amount of data collected. Table III-1 showa the number of data
collection episodea for each procedure for all aubjecta for Yesr 1I;
Table III-2 shows the same data for Year II, although by then only the
6 caae study subjects remained in the study. Tablea III-3 and III-4
show the combined data for each procedure for both Yeara I and II, for
the 6 case study subjects and all 10 aubjects respectively.The tables
are followed by a discussion of each data collection procedure. Data
analyais, the findings snd conclusions are presented in Chapteras IV
through XII.

Table III-1
Summary of Data Collected: All Subjectas -~ Year I

" S P P - S T T 8 MR G e e WP e P G e T T L R Gm e R e WP WP N e Tu e TS e R en e

Storiea Concepts of Bi-Monthly Parent Video

Observed Writing Interview Interview Interview Tapes
Elaine 19 2 s L -
Amna 22 2 s o1 s
Gordom 20 2 s o 2
Rachel 18 2 s r 2
Vincent 16 2 s o 2
pana w 2 a1 3
Mark s 2 2 o 2
Mery 24 2 2 r 2
Jean s 2 s 1 3
Mke s 2 a r 2
Totals 176 20 2 7 24
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Table III-2
Summary of Data Collected:All Subjects -~ Year II

st 0 g o0 > S P e TR U o o W e e G e T L T SN ST G 0% W e O WP WD N T G S e e o e e

Stories Concepts of Bi-Monthly Parent Video
Oblarvoﬂ ‘writing Interview Interview Interview Tapes
Elaine 13 2 s L s
: Anna " 2 s 1 6
Gordon 28 2 s 1 &
Rachel 15 2 s 1 7
. Vincent 13 2 s 1 7
bana 17 2 s 1 8
Totels 102 2 T 6 s
)
N Table III-3
Total of All Data Collected
Case Study Subjects - Yezr I and II Combinaed
, T emmomoosemmsesooomenee
Storias Concepts of Bi-Nonthly Parent Video
Observed Writing Interview Interview Interview Tapea
Elaine @2 « 6 2 s
) Amna P < 6 2 s
Gordon 43 « & 1 s
Rachel 33 . 6 2 9
) Vincent 29 « 6 L 9
bana @ . 6 2 1
Totals 215 22 % 0 >
J
b
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Table III-4
Total of All Data Collected:All Subjecta - Year I and II Combined

o e =4 mm e e R N S R S8 om S W e N S T T N W AR R R e of e A e s Sn B M S SR MM M S0 o0 oF eR W W e Tu S M Su SN AR G0 e en W T W M e e T S

Stories Concepts of Bi-Monthly Parent Video

Obaerved Writing Interview Interview Interview Tapesa
Elaine 82 s 6 2 s
mnna PR s 6 2 5
Gordon 43 s 6 : s
Rachel 33 . 6 2 5
Vincemt 28 . 6 1 9
bana s . 6 . 2 1
Nark s 2 2 o 2
nary 2 2 2 1 2
Jean 15 2 a1 s
Mke 15 2 s : 2
Totala 268 2 % 13 e

Two or three reasearchers went to the same clasaroom weekly to
collect writing samples on the selected subjecta. Whatever the subject
was writing in terma of the teacher’s ongoing inatruction was the
object of the observation. Thia will be termed the literacy event.
Sometinea, however, weather, achool activitiea, achedule conflicts,
conferences, testing and illnessea among other ongoing experiences in
the livea of the subjecta, teachera and researcheras interfered with
the weekly routine. Tables III-1 through III-4 provide an overview of
the data collected for each subject for each procedure each year and of
how many protocols were used for analyais.

While the researchera were on aite they collected writing samples
from the children baaed on whatever was part of the ongoing writing for
the claaa. These writing samplea which will be referred to as
compositiona or texts were photocopied to keep in the research files.

Originala of the compoaitiona were returned to the teacher.

As the subjectas wrote, data was gathered through researchers
manually recording ocbaervations.
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Nanusl Obaervation of Writing

e A S e O G G 0 S o e S T e S o

Manual Observation Form Procadures

One of the principal mathods of gaining greater inaights into
compoasing in thia atudy was the observation of the subjecta’ writing
during the regular writing time in the classroom. The form used to aid
in thia observation isa the "Manual Observation of Writing™ Form (NOF).
(See Figure 1III-2.) Adapted from a form davaloped by Donald Graves
(1975), the manual observation form used in this study represents a
seri.a of changes and revisions from the beginning of the atudy in Fall
1981 (See Appendix IIIA for earliest veraion and compara to Figure
II1I1-2 for the lateat version). For example, the researchers initially
atteapted to numbar all vords in the "subject taxt," annotating those
numbera where bshaviors took place. This system proved cumbersome and
nada it difficult to keep pace with the subjecta’ composing during
observations. Thia resulted in numbering  only the locations where
behaviors occurred. }

¥

Figure I1I-2 Manual Observation Form

(rav. 3-29-82)

cones =~ ///  crasure
DR = drawing
15 = {ntervuption solicited
IV = intarruption unvolicited
R = rasource use '
RR ~ rercsding, allent or oral

video tsps #

RT » relaged talk:

RV » revision (change in text)
8T = stop and think

SV » gubvocslizing

T = teachar involvement

Audio tapa #

e

Subjoct

Rasesrchsr

Contoxt

D:ti * Pogo of

Starting Tins

Codo|

o Subjoct Text | Rumbar Obsarvor Toxt

" Another change from the earlier form included defining
“proofreading™ and “rereading” in different ways. Thesa two items were
liated eeparately on the earlier form but proved to be ambiguous, since

- both  involved rereading in some sense. Therefore, “proofreading”
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behaviors were coded as ‘'reviaion,” to apply to gituations where an
actual change in the text wes made, leaving "rereading” as the code to
deacribe oral or ailent rersading without reviaion.

A category called "related talk" was added; it seemed important to
separate out for analyais those comments made by the subjecta directly
related to their writing during the writing event (e.g., “"what will I
write now?," "C~A-M-E, that’a an ‘a’ here.), as opposed to
interruptiona unrelated to the aubjecta’ writing such as the aubject
looking up and asking another child "Is it lunch time yet?" The latter
vwere coded as interruptions. (See definitiona of behaviora below).

Since the child’s completed text was sometimes difficult to
decipher because of featureas such as invented spellings, word omisaions
and coheaion problema, the reaearchersa began a procedure of
tape-recording the childrens’ rereading of their own atoriea when they
vwere finished writing or had to atop because of time schedulea. The
manual obaservation foram thua containa sapaces for crosa-referencing
audio (and video) data.

The researcher sita in close proximity to the writer, usually on
the same saide of the table and to the right or left, depending on
seating arrangement and the handedneaa of the researcher and aubj)ect.
The researcher copies the child’s writing as the child writes, onto the
manual observation form asection marked "“Subject Text® (See Figurea
III-2 and III-3). When one of the liated behaviora occurs (see upper
left-hand asection of form), the researcher places a aubacript number at
the point in the sequence of the text where the behavior occura. The
researcher continueas to copy the subject text and number sequentially
aa each behavior takea place. That number, the appropriate code, and
any accompanying explanation are liasted on the aection of the manual
observation form labeled “Number”, "Code", “Observer Text."” Where
possible, the researcher attempta to aspace worda and aentences in the
same way the subject has on hia or her own paper. The time when writing
begins and enda are noted. The researcher atops coding when the subject
indicatea that the writing ia cowmpleted.

The reaearcher aska the subject to reread the completed
composition, uaually into an audiotape recorder. During this
rereading, the researcher notea the conventional spellings for any
invented onea on the "subject text"” part of the form. The researcher
alao notea any written revisiona the subject chooees to make -during or
immediately following the rereading, noting that theae revisiona were
at the time of rereading and not during the earlier compoaing proceas.
The child’a completed compoaition ia photocopied and filed with the
manual observation form. Both items, along with the available
audiotaped recording and any videotaping, are used to more accurately
code thias data for analysis. Every atory analyzed has an accompanying
MOF.
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Codad Behaviors

Tha beshaviors which are coded on tha Manual Obsarvation Foram
during dats collaction include:
) 1) Drawingas (d) - any graphic design not part of the
language. ’

2) Interrupti ns (i) - overt verbal or non-verbal
interactions vhich do not seem diractly ralated to
the compoaition. They may include solicited
interruptions which are those initiatad by the subjact,

) or ungolicited interruptions initiated by the teacher
or peers and including such diastractions as bell
ringing or clasaroom commotion.

3) Resource use (r) - includea solicitations of
spelling, ideaa, or other feadback, related to the
composition by the subject. Resources may be inanimate

) such as dictionaries, picturesa, writing on boards, or
animate human such as asking someone a question about
the writing.

4) Rereadings (rr) - can ba ailent or oral readings of any
part of composition initiated by tha subjact at any time
prior to being asked to reread by the researcher at the

) end of the writing epiaode.

5) Related talk (rt) - comments or conversation (othaer
than resource use or teacher talk) ralated to the
vwriting the aubject is doing or the writing proceas in

general.
6) Revisiona (rv) - any written change to the text,
) ~ vhether it ia handwriting, spelling, or content.

This is usually indicated by erasures or crossing-cuta.
7) Stop and think (st) - Pauses without overt language
during which time the subjectes appear to be thinking
about their compoaition.
8) Subvocalizing (av) - includea rehearsing, sounding out,
) apelling out, and subvocalizing during the actual
composing by the subject. This may include speech,
vhispering, or mouth movements of phraaas, words,
letters or aounds.
9) Teacher involvement (t) - any time the teacher and
the subject are interacting directly relataed
) to the child’s composition. Teacher’s interruptiona
vwhich appear not to be diractly related to the
composition would be coded under intarruptions.
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Figure III-3 ia a copy of a manual observation form completed by a
researcher in November of Year I. The aaaignment given by the teacher
for this writing instructed the studenta to write a letter of syapathy
to the parenta of the turkey conaumed for Thankagiving dinner.

Figure III-3 MHanual Obaervation Form for Gordon’s Text 11/17/81

(rev. 3-29-02) subjoct _G
e LB

CODES ~ /// = orasura AT » rolsted talk Ressarche
DR~ drawing RV = revision (change in text)
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~ rosourco uso T = tescher involvement
= rareading, silent or oral
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R,RR },.gghhugotso‘mgrgots‘,wgg‘:k spelling. Re-reads using
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10 —
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« " H " ph
12 |&1{Reseapghor ks, lin dAYakT e ool ilar ord! ‘Rrharg” 1 ine

13 RV
TR107 e, £, TR0 [ hs fod. aikore it 42 ¥Ry S3HL.

5
6

Love your 7 15 Pausos to listen to clonv:rutlon across table.
5

The researcher coded 13 separate behaviora during this 29 word
composition. Wherever posasible, the researcher elaborated on the codea
to provide apecific information. For example: Number 1 indicatea that
Gordon looked at a chart for help with apelling, marked aa a reaource
(r). Thia i8 followed by a reviaion (rv) indicating that Gordon erased
aD in the word MRS. and changed it to an R. Another resource use,
#10, involved the dictionary. Gordon spelled out part of the word as
he returned to his seat and atarted writing. Number 4 marked an
unsolicited interruption (iu) which occurred when a clasamate looked at
Gordon’a paper and corrected hia aspelling of SORRY, which Gordon then
revised (rv). Gordon quietly talked as he waa apelling the lettera
aloud (aubvocalizing) during the revision.

Due to the researcher’s uncertainty about the asubject’s text, the
subject waa directly questioned at the end of the writing (# 12) about
a previous word. Their dialogue clarified that DIT waa intended to be

% DIDN’T, after which the aubject reviaed (rv) the word to the
conventional apelling. Although the researchera never directly
corrected any - child’s compoaition, there were times when the
researchera’ queations focused the subject onto aomething which the
child then aelf-corrected. (In fact, taking a cue from Plaget’a
clinical approach, we tried to question the subjecta about some of the
thinga they were doing that we thought would provide us with
significant data about the aubjecta’ thinking.) The number 12 was
inserted at DIDN’T in the subject’s text to show the location of the

{
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ravision itself. As Gordon wrote, he asked the researcher "UWhat. do you
call thias?" while pointing to the apostrophe in DIDN’T. This was
marked as related talk (rt) and the researcher answered the subject’as
question.

Although Donald Graves and his associates did not use the manual
obsarvation form throughout their research, we found it valuabla. Not
only did we find this form helpful in our research, we believe it may
have application for occasional teacher observationa of students’
composing. Teachers may find it useful to observe the composing
process with more focus on the apecifica of what a writer is doing.
Use of tha form not only helped ua to focus our attention aas
researchers but also had an intereating effect on the atudentsa. They
the form waas evidence to them of how important their writing was to us.
They were aware of many detailas of our observation process, corrected
ua frequently, and they may even have written more in order to hold our
attention. We were a very intereated and obvious audience.

Video Data ~ e

L
----------

Because of the lateness of time of notification and final funding
for this study, delays occurred in obtaining video equipnent and
atarting the video data collection. After taking time to determine the
beat type of video equipment for use in the claassroom, there were
normal purchasing delaya 80 that the equipment did not arrive until
mid-November of the firat year. Conaiderable and necessary time was
spent in training the staff for the appropriate use of the equipment,
finding the best posaible placement in the claasroom, and orienting our
subjectas and other students in the claasaroom to its use while they were
composing. Becauae of thase logistical conaiderationa and recurrent
problems with adequate sound, we did not collect as many videotapea on
each of the subjects as we had firat planned, especially during the
firat year. (See Tables III-i1 through 1II-4 above.)

Our major objective for the video data was to capture two
important types of behavior which could not be as fully obtained
through other typea of deta collection. The first category includes
more specific information about those behaviors coded on the MOF which
have an obvious relationship to composing such as sounding out,
revisions through erasures, eyes focused on writing, rereading, and use
of resources, as compared to those behaviors which are not obviously
related to compoming such as watching others, outaide interruptions,
giggling and talking, and intrusions by the video equipment. In
addition we looked at physical behaviora such as the way aubjecta held
pencila, the angles of their bodies in ralation to paper, etc. We have
had moat success with recording thoase beh&vioras which are not reliant
on sound. Most of the videotape data for thias report was used to
support other data analysis and is reportsd in each case study.

Ve recorded from two to eleven writing sessiona on videotape for
each subject (see Table III-4). Our in-depth asubjects have more
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videodtapes than thosa who we did not carry over from the first year.
The video data providea a faacinating record of the degres of pupil
engagement with compoasing. The data gives us a clear indication of how
involved and intent third and fourth graders can be while engaged in
composing. Individual subjects respond differently to the taping
situation, 80 we were able to get a less obtruaive, more complete
picture of behaviors during compoasing for some subjects than othera.
In addition to using the video data to supplement and provide
concurrent evidence for information gleaned from other observations,
it will also be particularly useful in disseminating the results of
this atudy to intereated profeasionals. With this purpose in mind, we
therefore alao chose to videotape various interviews with subjecta
during the aecond year of the atudy.

Interviews

L]

Regularly scheduled interviews were part of this atudy (see Figure
III-1), 4including two different types of student interviewa which are
explicated below. In addition, interviews with teachers were scheduled
reqularly and interviewas with parenta were carried out once each year.

Direct observation of the writing event provides one kind of data.
Interview data provides another view of a writer’s cognitive and
affective responses to writing. The writers have the opportunity to
tell what they believe, what they know and how they feel about the many
aspects of the writing procesa. Both the direct observation of writing
and the interviewa provide inaights into the literacy event which could
not be known from only one of theae procedure alone.

.

The Conceptas of Writing Interview

In order to gauge each subject’s conceptas of writing, spelling,
handwriting, and audience, the Concepts of Writing Interview wvas
administered at the beginning and end of each year in a one-to-one
situation between researcher and subject. Every interview was
audio-taped and tranacribed for further analyais. A atandard 1list of
questions (See Appendix IIIB) waa asked each time but the researcher
expanded on each question in order to gain as much information about
the subject’s knowledge as posaible.

The main purpose 0f this interview is to gain insights into the
subjecta’ conacious knowledge , about the writing process in order to
relate conacioua knowledge to the subject’a language during composaing
as well as to the composition itaelf. All the analysis also infera the
child’s intuitive or tacit knowledge.
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The concepts explorad through the interview quastions include the
following:

Composing: Studenta are asked what makes a good
writer and a good piece of writing, and what a
writer needs to know and do.

Handwriting:! Students are asked to discuss what
makes handwriting identifiable and what makea it
good.

Spalling: Students are aaked about how they go
about apelling, what makea a good apeller, and
the importance of apelling.

Audience Concept: Studenta are asked who will read
their paper and how various hypothetical audiences
would react to it.

Writing Genres: Studenta are asked to distinguish
between atoriea and other genresa.

Bi-Monthly Interview

Roughly three tines a year (See Tables III-1 and III-2), depending
on the school calendar and the amount of data collected, subjecta ware
handed folders containing copiea of all their reasearcher-observed
writing collected aince the previous interview. After reviewing their
compositions, the asubjects were asked to rate them f£from best to poorest
and to atate a rationale for their ratinga. The aubjects were then
asked to rate the papers as their teacher might, again stating a reason
for their hypothetical ranking. In this way, both the children‘s own
evaluative criteria and aspacts of their aenase of teacher expectations
vere assessed.

Although both the Concepta of Writing Interview and the Bi-Monthly
Interview are based on Graves’ original interviewa, they have been
revised and extended uaing knowledge gained from experienc: with the
questioning techniques in miscue analysis (Y. Goodman and C. Burke,
1972; Goodman and Gocdman, 1978), the Burke Reading Interview (1980);
and the Goodman and Altwerger print awareness study (1981).

In addition, aa we have listened to and transcribed the
interviews, we have gained inaight into our questioning procedurea that
enabled ua to further reviae and refine the interview questions.
Specifically, we diacovered waya to elicit more information from the
subjectas. To encourage subjects to continue their responses, we have
learned to use longer than normal perioda of silence after reaearcher’s
questions or subject’s responsas, or to juat say "mmm” or “"uh huh.”
When subjects pause in their reaponse to a question, if the resaarcher
asks "What elae?” or "Tell me more" rathar than phrasing a new question
we get more complete and intaresting information. "What elae?"” aeems
better than "Anything elsa?" When asked the latter, subjecta have the
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opportunity to say, "No"; faced with, "What alse?" they are more likely
to volunteer additional information.

Teachor Interview

The teacher interview is patterned after the teacher interview
that Graves used in hia atudy, and parallels the bi-monthly atudent
interview. After we had completed the subject’s bi-monthly interview,
we would undertake the teacher interview. The teacher read through the
written work of the selected aubject collected over the previous pariod
and vas asked to rank the& writing. Once the rating was completed, the
teacher waa encouraged to talk about each piece, sharing background
information about the purpose for the assignment, her peraonal reaction
to the piece, “and her inaights into the student’s writing ability and
developaant. There was a sharing with the teacher of satudent’s
conments about each compoaition.

In addition to the regularly acheduled teacher interviews related
to the subjects’ compoaitions, we met with the teacher regularly to
give both teacher and researchera opportunities to voice concerns or
raise queationa. It provided researchera with greater inaights into
the teacher’s curriculum and how writing related to it, as well aa to
eatablish a more peraonal relationship between reasearchers and teacher.

Data related to these more informal aeasions was kept in a
“debriefing" notebook and uaed to support other analysea and
concluaiona whenever appropriate.

Parent Interview

Using a parent interview format developed by Haussler (1982) and
revised and extended by the researchers, one of the reaearchera and the
project aide interviewed aix of the subjects’ parents at the end of
each year of the study. Three of the aubjecta’ parenta were
unavailable for interviews at the end of Year I. All of the caae atudy
subjects’ parenta were interviewed at the end of Year II.

For the most part, the parenta were very opcii and willingly ahared
information about the reading and writing activitiea thet their
children pa.ticipate in at home. By meeting and talking with the
parents, we are able to develop a more complete picture of the literacy
activities that cur subjects engaged in at home as well as gain insaight
into their life-styles and intereata. It also served to give parents
an opportunity to inquire about the research project and to eatablish
rapport between a group of university researchera and parenta.

-
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PROCEDURES AND FINDINGS

CHAPTER IV ~ DATA ANALYSIS

Mlikes's Coding Sheets

Flgure 1V-1
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Each area of data collection is analyzed to provide the relevant
information related to the queastions raised during this study. Each
researcher-observed composition or satudent authored text and the
interviews with the children were analyzed. Manual observation forms,
video and audiotaped observations, and teacher and parent interviews
were all used as supportive information to clarify and extend the
interpretations of our findingas. This chapter providea information
about how the data is analyzed; and will present the longitudinal and
cross-sectional data related to each area of analysais. Chapters VI-XI
focus on the aix children who became the subjecta for the individual
in-depth case studies.

Each overall area of analysis is categorized. Categories are
baaed on our theory of the compoasing proceas, but throughout the
discussion of the analyais, references are made to the changea we made
to the category systems as the categories interacted with the real
data. This is in keeping with naturalistic research methodology.

The category aystem is a dynamic entity, conastantly changing
and, hopefully, improving. Collection, coding, and analysais
of data go on concurrently as an interactive process (Guba,
1978, p. 54).

General Proceduresa I

Each rea~r --her coded all the data for the writing episodes of the
students he she later wrote up as in-depth case studies. This
procedure prov 3 the researchers with =many opportunities to get to
know the studen well.

The coding ocedures and the computer analysis procedures for all
data collected foliow.

1. The photocopy for each atory selected for analysis was

attached to the manual observation form and filed in a separate folder.

The story was given a code number for computer use and listed on a
Data Analysis Check 0ff Sheet for each child (see Appendix IVA).

2. The researcher coded the atory onto an IBM Fortran coding form
organized to facilitate data coding and analysis (Figure 1IV-1). In
order to fit the format of the computer program selected for analysais,
the researcher listed each word, apace and punctuation mark separately
in a column labeled OR (observed responae). If the word, aspace or
punctuation mark was conventional in foram and appropfiete to the
context, the next column labeled ER (expected response) had a slash in
it indicating that the expected or conventional response was the aane
as the observed response. 1f the expected response was different in
some way, the response considered conventional was placed in column 2.
For example in Figure 1IV-1'the firat two pages out of five of Mike’s
coding shows that the ER’s different from the OR’s in this story were
the spellings of DAYS and KNOW, and the capitalizations on BUNNY and
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HOPS.

The researcher then coded each use, including substitutions,
omisaions, or insmertions, of words and punctuation marke in the
following seven categories:

Letter Formation - This flagas the letter(s) on which letter
formation problems auch as reversals occur. Mike’s LF column in
Figure IV-1 shows no letter formation problems.

Capitalization Q‘Thig flags the letter(s) where a capitalization
problem occurs. MNike’s CAP column in Figure IV-1 shows that he did not
capitalize the initial letters of BUNNY and HOPS in his story title.

T-Unit, Clause, Phrase -~ These mark the beginning of each of these
syntactic units in three separate categories. Mike’s T-Unit column in
Figure IV-1 shows that he had a heading or title and that he started
four T-units. The clause column shows a main clause at the beginning
of each T-unit. The firat T-unit shows the nominative clause NAMED
JERRY interrupting the main clause. The phrase column shows the
phrases in each T-unit.

Problems and Behaviors - These last two categories mark the point
where ayntactic problems or coded behavior occur. Mike had no such
problems in this segment of his atory and exhibited 12 behaviors on the
two page coding included in Figure IV-1. Each of the above categories
will be defined and the conaiderations related to coding diacussed
under behaviors later in this chapter.

vhen the satory was completely coded, the researcher initisled the Data
Analysis Check Off Sheet (Appendix 1IVA). The initialing signaled that
the coding was ready for second checking.

3. Each original coding waa checked by a second and different
researcher following the same procedure used by the original coder.

4. The coding sheet was then entered into a Ricrocomputer in
order to tranafer it to the main computer for analysis and to maintain
a  permanent file on disk. The printout from the microcomputer entry
was checked by the original coder prior to ite transfer to the main
computer (Appendix IVB shows the overall procedures for coding and
reforaatting of data for Mike).

S. The original coded data was then reformatted by the computer
to produce the following data:

a. A computer file was generated to diaplay the coded
data so it was easy to check and use for
further analysis and discuasion (Appendix IVA).

b. The story was printed out first as the child
originally produced it (called the Observed
Reaponse Text) and then aa it was adapted by the
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researcher to produce an Expected Response Text
(Appendix IVB).

6. The original coded data waa also reformatted to prbduce
astatistical data. (Example in Appendix IVB) These will be further
explicated in the appropriate sections of the report.

a. Spelling data and atatistics

b. Punctuation data and atatistics

c. Capitalization data and statistica
d. Letter formation data and statistica
e. Syntactic data and atatistics

f. Problem data and atatiatics

g. Behavior data and atatistics

All other data collected and analyzed (videotapes, interviews,
field notes and narrative scale) will be diascussed as they relate to
the findings in the following sections. :

Provisions for Reliability

A eaimple statistical interrater reliability check was completed
early in the study. However aa work progressed it became obvious that
certain categories were coded inappropriately by researcheras, not

”mbecauée of differences in judgement but due to:

1) not remembering coding decisions, especially when changes took
place;

2) too many complex decisions to be made at a particular point in
coding which distracted researchers from following up on other aimpler
coding decisions;

3) lack of sophiatication by some researchers about syntactic
features such as when & clause is conaidered .nominal or adverbial.
(This ability developed over time with training.);

4) transcription errors which could have occurred at one of three
places: when coding was transferred from the original composition to
the manual observation form, f£rom the manual observation form to the
coding sheet, or from the coding sheet to the computer.

Therefore a set of multiple checking procedures were put into play
in order to assure reliability.

1. Every Fortran coding sheet waa completely double checked for
every category by a different researcher. Any conaiastent errora or
ambiguous cagses were discussed with the original coder until
underatanding and consensus were reached.

2. After the secretary typed the data from the coding sheet into
the microcomputer for storage, the printout waa checked completely by
one of the researchera. Any typographical errors were corrected. Any
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" other errors ware discussed and/or remaining questions resolved.

3. As the data was reorganized by the computer program into
various forms for further analysis, the printout was again checked.
Thia would usually be done by the original reseercher. Firat, the
Expected Response text as printed by the computer was read which
provided new insight into posaible errors. (See Appendix IVB.) The
reformatting provides a new format to examine the data which aometimes
exposed <oding errors not eaaily seen in the original printout format.
Then errors and issues were again diacussed and resolved, and errors
changed vhenever necessary.

4. As atatistical analysis and combined data were generated
another opportunity for correction was posaible. This was uasually done
by the original researcher. The reorganization of the data provided
opportunities to see errora not obvious in other formatsa. If
statistica seemed questionable, checks were again made to see if the
figures were affected by any errors.

Whenever an error was discovered or a queastion raised, the
original data was changed appropriately if agreed on by the original
and second chacker. If thease two people couldn’t agree, a discussion
waa held with a committee of rnaearchers and a final decision was then
rade. ' . ‘

Orthography: Analysia and Findings

G S o P T o G Ty T S en B NS P WS R e e W an

with Sandra Wilde
Introduction

The orthographic ayatem playas a role in the written veraion of a
language similar to the role that the phonological ayatem plays in oral
language. For this research, the orthographic system has been defined
as consisting of all the syatematic viasual aspects of written language
such as s8pelling, apacing and other format, letter formation,
punctuation, and capitalization. It haa & relationship to the
phenological syastem but is not a direct representation of it, saince
oral and written language use different media which have different
constrainta. Thua spelling is not neceasarily a representation of
pronunciation nor punctuation a representation of intonation. Aa a
result, learning orthographic conventions is not a aimple matter of
one-to-one correspondence between phonemes and graphemea or intonation
and punctuation, Rather, it involves understanding the need for and
conceptualizing the workinga of a ayatem which expresses meaning in
systemstic but complex and aubtle ways.

Recent research <(for instance, the works of Raad (i971 and 1975)
and of Henderson and his colleagues (Beers and Beers, 1981; Beera and
Henderson, 1977; Henderaon and Beers, 1980)) confirms that children
learn to apell through testing hypotheses about how the graphic ayatem
of English works.
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Similarly, the uses of punctuation are not trivially defined or
easily leavned. The rule that a sentence begina with a capital and
enda with a period cannot be applied mechanically aince what
constitutea a asentence ia far from obvious, Children’a maatery of
punictiuation, like tihat of apelling, is an evolutionary proceas.

Knowledge about theae mattera has aignificant applicationa to
curriculuya and inatruction. Many traditional clasaroom practices are
not supported by recently emerging knowledge about how children learn
to write. Information about how development actually takes place
auggests how achoola can encourage and support that development.

Past atudiea have demonatrated that children’s written language is
a fertile source of data for information about their acquisition of the
orthographic ayatem. The data available for the preaent atudy have
been collected from children at an age that ia particularly intereating
for theae purposea. Third and fourth gradera are uasing a variety of
orthographic atrategies. They have maatered the conventional ' apelling
of many words, particularly high-frequency worda. They uae the phonic
strategies that have been found in younger children, but alao use
atrategies that reflect morphological rulea of English <(auch aa -ED
endinga und _conaonant doubling), and meaning relationshipa between
worda. These strategies produce both conventional and non-standard or
“invented" apéllinga. Some wordas are '"known" one day but must be
re-invented the next. N

Similarly, children at this age are increaaingly using punctuation
marks of all kinda 1in their writing, with  varying degreea of
conventionality. An example of the kind of behavior that helped ua
realize what a wealth of data we have in thia area occurred one day
vhen one of our subjecta waa writing about a football game. After some
thought, he decided to write "foot ball" aa two words, but "with a
amaller apace than normally found between words, since "they go
together."” The next week he wrote "cup-cake" with a hyphen, and
informed the researcher that two words that go together can be
separated by either a small apace or a hyphen, at the writer’s
diuzretion, :

Current reasearch haa indicated that children’s acquisition of
reading and writing involvea not rote learning but an active
conceptualization of how written language functiona. Ferreiro and .
Teberoaky (1982) have shown how pre-achool children develop and teat
hypotheses about the formal and orthographic featurea of written
language aa part of their very earlieat experiences with it. Reaaearch -
on the orthographic ayatem of English haa dealt with how it works and
with children a acquiaition of it.

Learning to apell haas often been considered a trivial matter,
involving rote memorization of worda and rules. However, cloaer
examination indicatea that it 1is a complex and subtle taak, due to the
nature of the sapelling  ayatem itaself and the nature of language
learning. Scragg (1974) ahows how the complexity of Engliah apelling
can be traced though ita hiatory, which has been influenced by
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linguiatic, dieslectal, cultural and technological factors. Craigie
(1927) offers a hundred-page analyais of apelling patterns of English
worda bamsed on their language of origin. Deapite this coaplexity,
there have been many attempts by educational reaearchers to deacribe
Engliah spelling primarily in terma of phoneme/grapheme correspondencea
vhich could then preaumably be taught as spelling rules. Hanna et al.
(1966) developed a cokputer program which used phonema/graphene
correspondences as a basis for a aet of apelling rulea. Given these
rules and phonological representations of 17,000 words, the computer
vas able to produce correct spellinga only about  50%x of the time.
Venezky’a (1967) analyais of English orthography focused on graphemic
patterna (such aa diagraphs like “wh” and “ng") and grapheme/phoneme
correapondences, and made clear the interaction of graphenic and
phonological factors. Spelling ia, however, related to meaning as well
as to oral language; Chomsky (1973) illustrates the role of lexical
spelling patterns which reflect not phonology but a deeper meaning
level. (For instance, the "c" in "medicine" and “medical" represents
two different pronunciations but saignals an underlying aemantic
relation.) Spelling is influenced by phonology, morphology,
orthographic patterns, and semantic ayatems. The patterns involved can
to some extent be analyzed in terme of rules, but the rulea cannot
consistently be used for synthesia, to produce spellings, since there
is 80 much variability involved. Smith (1973, 1982) suggesta that
spellers aventually learn to repreaent worda directly, through
integrated movement sequences. The young writer, however, will apell
mrany worda through mediated strategies, auch aa phonetic representation
and knowledge of orthographic and .semantic patterna. This concept of
how apelling develops ia asupported by developmental research.

Raad (1971, 1975) conducted an extensive analysis of pre-achool
children’s apelling. He found that at very early satages of writing
children were able to make phonological generalizations and expreas
them in invented apellingg, in patterns that are remarkably aimilar
acroaa children. Beers and Henderson (1977) found that firat-graders’
spellings reflected phonetic, orthographic, morphemic, and ayntactic
strategies, following a fairly consiatent developmental pattern. Beera
and Beara (1981) deacribe how this development ia a matter of changing
conceptualizations of the spelling ayatem, and that invented apellings
are reflections of a cognitive procesa.. The atudies reported in
Henderaon and Beers (1980) confirm and extend these findinga. The
stagea observed by Beers and Henderson were statistically validated by
a further study (Beers, 1980). Of particular interest for the present
research is a study (Stever, 1980) dealing with dialect and apelling.
Speakera of non-astandard dialects ware found, like other children, to
represent their own phonology in their apelling and to quickly move
beyond phonological strategies.

Bisasex (1980), in a case study of her son, found that his
devalopaent in apelling reflected hia knowledge and underatanding of
the orthographic system. He saw apelling as a flexible syatea allowing
for the generation of alternative forms, but also came to realize that
convantional spellingas exiast and chose to attempt them more often.
Woodley et al. (1983), in a astudy of asecond through fifth graders,
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observed a sasimilar move towarda conventionality. They observed
spelling patterns common to this age group, such. as alternative
spellingas of phoneses, and the involvement of homophones and bound
Rorpheme patterns. Wilde (1982a) in a case satudy of one of the
aubjects of the present research, observed a similar variety of
strategiea. She atteapted to pinpoint influencea f£rom Papago
phonology, with inconclusive resulta. Hodges (1981) has aummarized
some of the inatructional implications of research in sapelling. He
emphasizeas that apelling is based in language use, and that stretegies
are learned holistically and as part of daily experiences with reading,
writing, and proofreading.

Punctuation has been atudied far 1leaa than apelling, but it
develops in similar ways. Fries (1952) pointa out that the punctuation
aystem serveas & similar function to that of intonation but in somewhat
different waya; it doea not represent intonation directly. Klein
(1916) pointa out that the primary role of punctuation is as a tool of
meaning. Wilde (1982b) points out that the “phonetic fallacy" is no
more true for punctuation than for apelling; both asyatems . are in part
related to oral language but alac have direct relationshipa to meaning.

Smith (1982) points out that punctuation can only be learned through
experience with reading and writing; punctuation is even more aubtle
‘than aspelling since there are no “punctuation dictionaries”" in which to
confirm correctnesas.

‘Only a few developmental studies involving punctuation have been
conducted. Ferreiro and Teberosky (1982) found that pre-achool
children at firat make no distinction between' letters and punctuation
markas (calling them all lettera). Only gradually do they differentiate
them and attempt to distinguish a separate function £or punctuation
narks. Edelsky (n.d.), in a atudy of firast through third graders,
found that children often used unconventional asegmentation of wordse and
punctustion. Through interaction with print, these patterns changed
over time and became more conventionalized, Older children’s
non-conventional punctuation waa more likely than younger children’s to
be text- and content-related. Biasex (1980) similarly found a movement
toward conventionality; her ason began by aeparating worda with dots,
then replaced this with apacing, and eventually used a variety of
punctuation. Calkina (1982) found that the use of punctuation in
clasaroom writing developed as @& function of sense of audience. Growth
as a writer led to uaing a greater variety of punctuation, and children
in a claaaroom where Rmuch writing occurred  could identify more
punctuation marks than those from a classroom where direct teaching of
mechanica was atreased. She hypotheaizea that children in the
writing-oriented clasaroom learned new punctuation ! marka incidentally,
as needed.

This conceptually-based view of orthography is related to the,
meaning-based model of the reading proceas developed by Goodman (1982). .
0f particular intereat is the concept of the "miascue,” which ia any
deviation from the expected reaponse in reading. A child who reads "If
I ever 3Jjoin the circus..."” as "If I ever Join the curious...”" has

produced a miacue reflecting his or her uase of the grapho-phonic,
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syntactic, and semantic systems of language. A child who writes the
same phrase as “"If I ever goyn the circus..." has produced an invented
spelling which also reflects knowladge of language. Goodman describes
miscues as "a window on the reading process"; invented spelling and

D punctuation are asimilarly useful as windows on the orthographic
proceas. '

Orthography: Analytic Procaedures

The subjects’ . observed response (OR - exactly as produced) is
D analyzed on a feature by feature (word or punctuation mark) basis. The
subject’s expected response (ER - what the researcher believas is the

intended production relying on convention in the written language) is
also listed on a feature by feature basis. The observed rasponse and
the eaxpected responsa have bean compared by computer analysia. Final
snalyais for the orthographic information includes several types of

b word count for every composition, across compoaitions for each subject,
and for all subjecta. Invented spellings and punctuation differences
are listed and counted as are letter formation problems and capital
letter features.

A formula was devised to determine the percentage of appropriate
» punctuation found in each story. First, the number of conventional
‘uses of punctuation is determined by taking the number of punctuation
marks observed and subtracting the insertions and substitutions, both
of which are codad as inappropriata use. This figure was then divided
- by the numbsar of sites where punctuation was expected as well as those
vhere it was inserted, so that the final figure shows actual
» ' conventional punctuation (that which was produced by the subjects) as a
' percentage of punctuation opportunities (i. e., uhare it either was used
or ahould have been).

The formula is obaerved reaponse minus inaertions minus omissions
divided by expected rasponse plua insertions and is written as:

(OR - insmertions - subatitutions)

R T R Y el e

(ER + insertions)

: There is no need to conaider omissions in the formula since they
» are already left out of the OR figure and included in the ER’s. An
exanple of how this works can be seen by looking at one of Enna’s
stories written on January 20, 1983 which had 23 punctuation marks
expacted, 17 observed, 14 omitted, 8 inserted, and 2 substitutions.
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Thease can be shown in tabular form:
Table IV-1 Punctuation: Elaine’s Text 1/20/83

Conventional Omitted Inserted Subatituted Total

@ o - S = S v T - = e " m e WP T T S M em n e P R W e e e

Observed 7 N/A 8 2 17

A - - - o~ "~ - - S = o = o o o O i o M Sw e Em MR n e e e e e

Expected 7 14 N/A 2 23

- " - - - e W= ew b en W TR mm R M e R R S S s e e e e S

There are 31 occasions of punctuation in either the observed or
expected text (i.e., 7 where it was conventional, 14 where it was
omitted, 8 where it was inserted, and 2 where there were
substitutions). Seven of these, or 23%, are conventional. The formula
given above is a asimplified method of producing this figure:

17 - 8 - 2 T

---------- = -- = 23% o

23 + 8 31

_ Capital letter features include information about the failure to
use obligatory capital forms such as those at beginningas of sentences,
and for names and terms of addreas, as well aa the use of capitals when
inappropriate.

Letter formation problem entries provide information about:

1) reversals on the letter level

2) other non conventional forms such as uncrossed t’s, and undotted
i’s

3) cursive letter forms which are not easily distinguished such as nr’s
and n’s

4) atatistical cumulations of all the above.

Both letter formation problems and capital letters have been
counted. For the former, a ratio between conventional and
non~conventional forms has been established. Capitalization problens
have been expressed in terms of number per hundred words.

Orthography: Findinga

Spelling

Cumulative Data

Qur 8ubjects used 17,026 words in 278 stories ‘over the two-year
period of the study. 0f those words, 14,578, or 85.6%, were 8pelled
conventionally. The data base therefore includea 2,448 1invented
spellings (14.4% of the words), which are available for -analysis.
Comparisons between Years I and II will be made primarily on the basis
of the six children for whom we have two years of data.
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Between  ycars I and II, all of the children except for Elaine
showed an increase in percentage of conventional apelling. (In
Elaine’s case, this may be related to a decision on her part to put
leas emphasis on trying to spell correctly. This is discussed in her
case atudy in-Chapter VIII). The percentages involved, for each child
and for all the children, are as follows: ‘

Table IV-2
Percentage of Conventional Spelling: Years I and II

N=13,793 Words

Year I Year II
Elaine 80.8 78.0
Anna 82.6 85.4
Gordon 79.4 89.1
Rachel 85.2 86.2
Vincent 81.8 87.0
Dana 94.5 95.4
6 children 84.6 87.6

A teat of aignificance of differences between proportions was
applied to the figure for all 6 children; the increase was found to be
significant beyond the .0001 level. ' '

High and Low Frequency Words

There are 1,179 different words used over the two-year period.
The 26 high frequency words make up only 2.2% of the different words
used, but are used 9475 times and thus make up 43.9%X of the total
number of wordes used. These 26 worde are spelled conventionally 97.5%
of the ¢time, over both years of the study, and thia level of control
remains very similsr for both yeara of the atudy. In VYear I, the 25
noat frequent words were spelled conventionally 96.9% of the time; in
Year II, the percentage for that year’s 25 moat frequent words was
97.3%. This suggests that these children entered third grade already
controlling the spelling of the most common words in their written
language.

In contrast, of the 692 words used only once over the two-year
period (which make up 58.7X of the different words used but only 4.1%
of the total words), there are 310 invented spellings, or 44.8x.
Another way of stating this is that 310 invented spellings, (13% of the
total) occured on 4% of words used, while only 185 invented spellings
(or 7.6x% of the total) occurred on words making up 43.9% of all text.
The very low-frequency words were 18 times as likely to have invented
spellingas as the high-frequency ones.

These resulta are, of course, not unexpected. It makes senae that
children are more likely to know how to spell words that they uae more
frequently and that they won’t know how to sapell words that they
haven’t uaed before. If childen are continuing to grow aa writers, to
explore new topics using new vocabulary, they will continue to have a
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certain percent of invented spellings. A child who always spells
perfectly is likely to be a child who is not taking very many risks.

Table IV-3 shows the 26 words which were used 100 or more times
during the two years of the study.

Table IV-3 High Frequency Words: Years I and 11l

Conven- Percent
Frequency tional Invented Conventional
the 1,227 1223 4 99.67
and 686 679 7 98.98
I 594 594 0 100.00
to 585 581 2 99.32
a 479 478 1 99.79
was 478 475 3 99.37
he 311 309 2 99.36
wvent 267 248 19 92.88
we » 240 240 0 100.00
it ' 238 227 11 95.38
in 211 211 0 100.00
.one 199 197 2 98.99
then 195 186 S 95.38
day 192 , 191 1 99.48
they 180 163 17 90.56
is 149 148 1 99.33
said 149 110 39 73.83
got 147 136 11 92.52
ny 147 147 0 100.00
when 125 116 9 92.80
his 123 113 10 91.87
of 119 111 ] 93.28
on 1le 114 2 98.28
she 110 109 1 99.09
there 108 91 17 84.26
but 100 91 9 91.00
Total 7475 7288 185 97.50

Patterns in Invented Spelling

The 2,448 invented spellings produced by the children during the
two years of the study are a rich data base for exploring children’s
"use of linguistic systems in using the orthography of English. A
detailed analysis of all the invented spellings will be the subject of
further work with thia data base; for the purposes of this report,
several patterns of developacnt that have emerged from the data of
third~and fourth-graders will be described and exemplified but not
analyzed in detail. It should be noted that examples are given to
illustrate a particular feature but not to ' suggest that any single
invented spelling has a single cause. Invented spellings are the
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result of many linguistic systems interacting at once.

Initial Letters

Part of 1learning how to spaell involves learning about the
relationshipa between phonemes and graphemea; i.ae., how different
sounds are spelled. Looking at how successful children are at spelling
the initial letters of words gives a sense of how much control they
have of this aspect of spelling, since the beginning letter of a word
is most 1likely to have relatively clear-cut relationship to the
corresponding phoneme. Out of the 17,026 words written by our
subjects, only 153, or 0.8%, did not begin with the correct initial
letter. In Year I, there were 97 of these, or 1.1% of all words
written that year, while in Year II they had dropped to 56, or 0.7% of
all words. (A table showing all of these aspellings appears as Appendix
IVC) Seventy-eight of the 153 spellings (51.0%) occurred on wvords
beginning with vowels, although only 24X of all words used began with
vowela. This reflects the fact that consonant phonemes are much more
regular in their spelling than are vowel phonemes. This data shows
that these third-and fourth-graders clearly control initial letter
epelling almost perfectly. Looking at a few examples illuastrateas that
even when they don’t they are often making plausible rather than random
decisions about what letter to use first. (In these and other
examples, invented apellings are listed firat)

olmoast/almost gest/just
roms/aras nife/knife
pring/bring know/no
who/how

The A in ALMOST represents the phoname /O /, which is usually spelled
with an A when before L, but ia close- in sound to the phoneme usually
reprasented by O. The R at the beginning of ARMS may be representing
the name of the letter rather than just the the consonant phoneme it
usually atands for. P (in PRING) is related both phonetically and
graphically to B. WHO contains the same letters as HOW, haas a related
mreaning, and both often occur in initial sentenrce positiona and as
quesation markers. When G occurs before E (geat), it is pronounced the
same as J. In NIFE and KNOW, a silent letter is being dropped or
added, each word following the pattern the other one ashould have.

Reversals

-—- - - -

Our data includes many invented sapellinga where the order of two
or more letters is changed. These reversals may be one element of
invented apellinga that differ from the conventional ones in other ways
as well, but often they are the only invented feature of a spelling:

baesball/baaseball ‘siad/said

frinedas/friends upno/upon
It seems that in these cases the child had a good sense of what letters
~are in a word but does not control the word well , enough to always gat
the letters in the right order.
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Long Vowels and Consonanta

Two kinda of orthographic patterna that are less fully controlled

by third and fourth graders are consonant gemination (doubling) and E
long vowel spelling. In both cases, the pattern is a complex one that -
must be learned gradually through experience with reading and writing. ‘ﬁ
There is no simple rule that tells when a conaonasnt should be doubled :
or how a particular long vowel should be spelled. The children have S
invented spellings that go in both directions. They sometimes use a ‘i
single consonant or vowel where two are needed: "

atacked/attackéd dreming/dreaming :

hamer/hanmer: mett/meat

prety/pretty rel/real
They also, although less frequently, do the reverse:

hisa/his sowe/80

nett/meat truy/try

untill/until

Morphemic Affixes

Another important area of orthographic development at this age is
the spelling of norphemic affixes like ED and ING. The child nmust
learn to abstract these common morphemic elements from words where
their representation differs phonologically, and then learn the
orthographic patterns for attaching these affixes to wordsa. In our
subjects, we s8ee invented spellings of various types related to these

affixes:

Failure to generalize:
buant/bounced
calld/calied
opend/opened

Limited contol of orthographic patterns for adding affixes! -
caryed/carried freezeing/freezing
chaseing/chasing hoped/hopped

Overgenr:ralizing affixes to words that don’t have them:
riaying/plain -

~ roned/round sied/said
Real Words

- - -

Another important pattern of invented spellings that we observed
frequently in our s8ubjects i8 the use of one real word for another.
Third-and fourth-graders have a considerable’and increasing vocabulary
of words whose spelling they control; when one word is substituted for
another it may be an attempt to have a sapelling that looks 1like a real
word. In the case of homophones, there is of course likely to be a
phonetic influence:

herd/heard prieas/prize
no/know to/too (this occurs 35 times)
raid/made
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But even more of theame spellinga involve worda that are airilar
phonetically but not identical: . '

bake/back quite/quit
cake/chaae turk/truck
pound/pond

Punctuation-related

i R Y

The aubjects alao have invented apellings where they use or fail
to use punctuation features like apoatrophes and hyphena. Writing a
single word (usually a compound) aa two words and vice verasa is a
related pattern.  Examples include:"

alot/a lot bu‘t/but
a nother/another cant/can’t
bird’a/birds cup~cakesa/cupcakea

Complexity of Invented Spelling

One of the moat important concluaions apparent from this large
data base of invented apellings is the complexity of the linguistic
systema which the children use in producing them. Although one can
never know exactly what was going on in the child’a mind, the apellings
themselves asuggeat what influences may have been operating. Looking at
particular words acrosa geveral children showas both the variety of
these influences and recurrent patterna.

BECAUSE

e o -

The word BECAUSE wasa used . 49 timea, of which 15 were invented
spellinga used by 4 different children:

be coat beaced (3 times, 1 subject)
becues becouae (2 timea, 1 aubject)
bern becuse (6 timea, 3 aubjects)
beause

Some of the influencea which one can pick out are phonetic (U for short
U in BECUSE); orthographic (knowing 2 vowels are needed for short 'U.in
BECOUSE); reversala (BECUES); morphemic (using the common ending ED in
BEACED); and punctuational (separating off the separate word BE in BE
COST). It should also be noted that one cannot fully account for every
feature in every apelling; a spelling 1like BERN 1is hard to explain
(although the firat two letters are conventional.)

EVERYBODY

- -

The word EVERYBODY was used 9 times, including 6 different
invented apellings by S5 different children. These apellinga vary a
good deal . in their sophiatication (These are not arranged
chronologically; they come from different children at different atagea
of developrent): ' :
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aver,booy ever. body

arey botae evrybody

over body -4 every body
The firat of these spellings is the most divergent from the
conventional, although it still has 6 of the 9 letters correct and in
the right order. AREY BQOTAE appears to be at least in part an attempt
at a phonetic representation of the word as pronounced in the child’a
dialect. The remaining spellings 8all show control of the rorpheme BODY
and they get increasingly closer to the conventional spelling, with the
laat one differing from it snly in its spacing. These examples clearly
show that considering a spelling as merely convent onal or invented ia
an oversimplification; spellings lie on a continuu., with some having
far more lnvented featureas than othersa.

PEOPLE

Our subjects used the word PEOPLE 69 times, including 27 invented
spellings by 7 different children:

papagole pepole (2 times, 2 subjects)
pelanp poelp (3 times, 2 subjects)
peole (2 times, 1 subject) poeple (9 times, 3 subjectas)
peopel poleo (2 times, 1 subject)

peopol (2 times, 1 subject) poleopl
peple (3 times, 2 subjecta)

A striking feature of the invented spellingas is that except for
two of them, all contain only the four letters P, 0, L, and E that
actually occur in PEOPLE. Some of the spellings seem to be using more
of a phonetic strategy than others (PEPLE as opposed to POLEQ), while
others use orthographic information: the most common invented spelling,
POEPLE, reverses the very unusual vowel sequence EO.

Punctuation

- -

Cumulative data .

Our subjects had 2,894 punctuation opportunities (i.e. places
where they either used punctuation or should have) over the two-year
period. in 1,467 of those - instances, or 50.7%, it was used
conventionally. Cur subjects thus control punctuation to a far lesser
extent than they do spelling. i

All 6 case study subjects showed an increase in percentage of

conventional punctuation from Year I to Year II. The percent for each
child and for all 6 children are shown in Table IV-4.
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Table IV-4 Percent of Conventional Punctuation: Years I and II
N=2414 punctuation opportunities

Year 1 Year I1I
Elaine 21.1 31.7
Anna 48.1 73.1
Gordon 35.0 46.1
Rachel 41.5 42.6
Vincent 28.2 64.1
Dana 73.5 83.3
6 children (average) 42.7 $7.5

A teat of significance of differences between proportions was
applied to the figures for all 6 children; the increaae was found to be
significant well beyond the .0001 level.

Comparisona Between Years I and II ’
W
For the sake of conaiatency, all comparisons will be made on the
basis of the 6 children for whom we have .two yeara of data. The
primary reaason that percentage of conventional punctuation increasea
from Year I to VYear II ia that omiaasiona decreased dramatically, as
shown in Table IV-5.

Table IV-5 Punctuation Categories: Yeara I and IIx

Conventional Omitted Inaerted Substituted Total

Year I 450 520 55 28 1,053
42.7% 49.4% 5.2% 2.7%

Year II 783 . 479 66 33 1,361
57.5% 35.2x% 4.8% 2.4%

#Six subjecta only

In Year I, punctuation waa omitted nearly half the time, while in Year
I1 omisasiona dropped to a bit more than a third of the total.
Insertiona and aubstitutions were never numerous to begin with.
Although they did diminish they did not affect the overall percentages
very much.

There were opportunitiea for use of 7 different typea of
punctuation marks during the two-year period. Their patterns of use
are preaented in Table IV-6 arranged in order of frequency.
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Table IV-6 Punctuation Typea: Yeers I and II (6 subjecta)
Number of QOpportunitiea

e e R

Year 1 Year 11
Period 781 (72.2% of total) 936 (67.1x% of total)
Comna 125 (11.6%) 217 (15.6%)
Quotation Mark 137 (12.7%) 184 (13.2x%)
Question Mark 26 (2.4x) 43 (3.1%)
Exclemation Mark S (0.95%) 11 (0.8x%)
Colon 3 (0.3%) 3 (0.2%)
Semicolon 1 (0.4%) 0 (0.0%)

The totala of all punctuation typea add up to more than the totals
in Table IV-6 above since asubstitutiona are counted under both the
expected and obaerved punctuation type, e.g. as both a period and a
comma opportunity. In both years, perioda made up more than two-thirds
of all punctuation opportunities, but in Year II the aubjects were
uasing an increasing number of text atructurea which required
punctuation other than perioda. They alao ahowed increasing control
over most typea of punctuation, as Table IV-7 indicatea:

Table IV-7 Punctuation by Typea: Yeara I and II (6 subjects)

Year I Year II

Period 52.1% conventional 71.4% conventional
Comma . 16.0x%x 23.5%

Quotation mark 9.5% 18.5%

Queation mark 11.5% 55.8%

Exclamation mark 80.0% 54.6%

Colon (o] 0

Semicolon o] 0

The five punctuation typea used moat frequently all increased in
conventionality of use from Year I to Year II. Since perioda accounted
for nearly 70X of all punctuation opportunitiea, the overall increase
in conventionality was largely due to increasing control of perioda.
The only punctuation type that went down in conventionality was the
exclamation point, which is perhapa more open to interpretation in its
use than some of the otheres.

It should be noted that the increasing control of punctuation that
our data indicatea took place largely in the absence of formal
instruction in ita use. However, all teachera diacussed punctuation aa
it seemed necessary to them with individuals in conferencea or with the
vhole claaa. Punctuation is clearly an important area of growth in the
elementary echool vyears. Some of the case atudies (particularly
Elaine’s, Chapter VIII) illustrate the process by which it took place.
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Capitalization

L N I e s

OQur 6 case atudy subjects had a total of 600 capitalization
problems, or 10.05 per hundred worda, during Year I. This went down to
455, or 5.82 per hundred words, during Year II. The two-year total for
all 10 aubjects is 1,321, or 7.76 per hundred worda. The 6 subjects,
therefore, went from having approximately one capitalization problem
every 10 words to having only one every 17 words. Although the 6
subjecta varied quite a bit, they all showed a decreasse in number of
capitalization problema, as Table IV-8 indicatea:

Table IV-8 Capitalization Problems per Hundred Worda

Year I Year II
Elaine 16.5 12.2°
Anna 6.6 4.5
Gordon 14.0 8.5
Rachel 14.0 8.5
Vincent 8.5 3.3
Dana 3.31 1.2

In Year I, 398, or 66.3% of the total, represent failure to
capitalize lettera that should have been, while the remainder are
inappropriate capitalizationa. In Year II, 371, or 81.5X, represent
failure to capitalize. These capitalization problems are often a
result of failing to either punctuate or capitalize at sentence
boundaries but alao include failure to capitalize story titles and
proper noune as well as many idiosyncratic capitalizationa of nouns and
other words., Thia data will be further explored in later research.

Letter Formation

- -

Letter formation problems are minimal for all aubjecta. There
were 60,624 lettera produced with 200 letter formation problems. (See
Table IV-9) Therefore there were letter formation problema on only .3%
of all letters for any one subject and for all aubjecta combined over
the two year periad. All but two of the problera are categorized under
two major types of problems: cursive formation of specific letters and
the reversals of specific letters. :

Table IV-9 ahows which letters caused problems for all aubjects,
the amount of occurrence during the two year period and which were
curaive or revearaala, Two letters other than the curaive or reveraal
problema include one lower-case i which waa left undotted and one
capital T which was left uncroased. When the lettera in the table are
in capital form, the problem waa a capital letter; when the lettera are
in miniscule the problem occurred on a small letter,
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TABLE IV-9
Letter Formation Problema: Years 1 and 2

Manuscript Cursive
letter no. letter no.
B 1 E 2
D 1 H 1
J 1 I ]
a 4 U 1
b 28 w 11
d 31 b 10
e 2 f 1
g 2 K 1
h 1 1 1
R 1 o 1
n 3 | 26
P 2 n 7
r 2 o 3
..... p 5
TOTAL 78 r 5
a8 3
t 1
Others u 21
T (uncrossed) 1 v 2
i (undotted) 1 W 11
\\\\\ Yy 1
2 z 1
TOTAL 120

total letter formation problems 200
total letters produced 60624
percent of letter formation problems 0,33%

Cursive

Cursive problems occurred for moat of the subjecta as they first
started using cursive writing. In American schools curaive writing ia
usually introduced sometime in the second or third grade, The Indian
Qasis School district doean’t have a apecific policy on cursive writing
although they seem to follow the national pattern. Each of the
teachers. in our study had a different policy on curasive writing. Ma.
Howard encouraged all studenta in her third grade class, including all
of our subjects during Year I, to use cursive, especlially toward the
end of the achool vyear. She occasionally set up a cursive writing
center where each child was aupposed to writg in cursive. Everyone but
Nark wrote something in cursive by the end of March the first year and
Jean produced cursive writing as early as February 9th of vyear I.
Table IV-2 showa the date on which each child used cursive f£for the
firat time.
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Ma. Howard occasionally ahowed all of the children aome aspects of
cursive writing but there waa no specific handwriting program which was
presented to all the children at one time. She helped individual
children aa they needad it. Ms. Caldwell individualized her
encouragemsnt of cursive writing. She encouraged thoae children who
she thought were in control of their writing to use curaive. However,
those children who were atill laboring over writing were allowed to uase
whatever writtan form they were most comfortable with. She gave
individual haelp in cursive writing to children as they needed it. Ka.
Pagatt asked all children to write in curaive all the time and alao
gave individual assistance aa ahe believed the children needed help.

Table 1IV-10 presents the number of texts written by all the
subjects in manuacript and in curaive.

Table IV-10 Writing in Manuscript and Cursive:
Yaars I and Il

Year 1 Date cursive Year 11
first observed

n c n c
Elaine 18 1 3/4/82 13 0
Anna 19 3 3/4/82 18 3
Gordon 18 2 3/30/82 17 6
Rachel 17 1 3/30/82 5 10
Vincent 11 4 4/27/82 1 10
Dana 16 2 2/16/82 1 16
Mark 9 0 None NA
Mary 21 3 3/30/82 NA
Jean 15 S 2/9/82 NA
Mike 14 1 3/30/82 NA

For moast of the subjects more texts were written in cursive during
Year II than Year I although all students atill produced manuscript
texts in Year II. What is interesting to note is that once a student
elected to write a story, latter or report either in manuscript or
curaive the whole text was written in the same script. In aslmost all
cases the students, even in their esrliest attempts at cursive, stayed
with the same form throughout a single piece. The only exceptions were
in the cases of titles or endings to lettere and atories and one story
that Vincent wrote using manuacript on the first two wordasa and then
cursive throughout the rest of the text. From an examination of the
texts it seems obvious that the transition from manuscript to curaive
for this group of aubjects wam easy and caused few problems for any of
the children. Those few problems wvere insignificant and Dbecame
nonexistent over the period of time that the children wrote.

Cursive probleme on capital letters occurred less than problema on
amnall lettera. (See Table IV-9) Only E, H, I, U, W were problema over
the whole two year period. Only E and I occurred more than one time
for any of the subjects and theae occurred early in the subject’s uae
of ' cursive. Each ©f these problems diaappeared by the next piece of
writing in which the same capitals were used in cursive. Curaive
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letter formation probIels on small lettera contituted a larger amount
than on capitals but atill can be conaidered insignificant.

In moat cases, any one letter caused a problem for one aubject
only one time. However lower case curaive M will receive a bit more
focua since it elicited the higheat incidence of problena, Our
breakdown of the total number of lettera used by all the subjecta waa
not separated according to manuscript or curasive use so a true
percentage figure of manuacript and curaive problema for each subject
ia not posaible. However, in the 8econd year of the atudy, when moat
of the children were using curasive at aome point in their writing,
there were 880 lower case M’a and 2004 lower case N’s produced.

Two pointa need to be made in relation to these figures and the
amount of lower case M and N formation problems (See Table IV-9).
Firat, problems with M and N are not proportional to their frequency in
the texts. N representa almoat three timea more opportunities for
problems since it occurs almoat three timea more in the data. However
N haa leas than a third of the problems the M has. Secondly, the lower
case M problem in curaive probably occura because the Rmanuscript N
aight be perceived as similar to the cursive N, All the aubjects who
had a cursive M problem wrote it in such a way that it reaembled the N
in manuacript which, of course, made it 1look more like a cursive N.
Similar issuea relate to the manuacript and the curaive V, U and W.
That aimilarity seema to account for the large number of cursive U
problema.

Reveraala

The reversala of lettera in children’a writing haa long been
publicized as a feature that represents some kind of learning problena.
In the popular preas and media, Einatein and Da Vinci are purported to
have aeen their own writinga and formulaa backwarda. In the
literature, however, reverasala have always been reported as occuring in
amall numbers in both reading and writing. (Gibaon and Levin, 1975, p.
497) However, aince many teachera and diagnoaticians believe that
reversals are a cauae of concern, We decided to analyze the reversals
produced by the children in thia atudy in aome detail. Aa far as we
can tell thia may be the firat diacusasion of reversala in the context
of children’s real writing (Frith, 1971; Watt & Jacob, 1975; Davidson,
1934). - :

Table IV-11 ahows that lower-case b and d are the only two lettera
that are numerically worthy of attention; thease two lettera represent
80X of all the reveraal problema produced by our aubjects. Becauae the
deacender lettera g, p and q which look similar to b and d are often
cited as related reveraal problems, the five lettera, b, d, g, n and q
were all analyzed in depth for all subjects over the two year period.

Table IV-11 ahowa the total number of reveraals for each year and
the percent of the reveraalas based on total numbera of lettera produced
"for each aubject. The numbera of each of the lettera under
conaideration that each child produced for each year i8 alao ahown.
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The category marked "Othera" includes the letters g, p and q combined.
If an “Othera" problem exiated for one child the letter indicates which
of the three letters waa the problem. Next to each number of problems,
the total opportunitiea for reversals are indicated by the number of
b’sa end d’a or g, p and q combined which occured f£for each child in
their writing for each year. For example Anna produced 38 lower case
b’s in Year I and 70 in Year II. She reversed 7 of those in Year I and
7 in Year 1II, but six of the 7 in Year 11 were in cursive. Anna used
175 d’s in her writing in Year I and 266 in Year II, reversing- S in
Year I and 4 in Year II. She produced 146 p, g and q’s combined in
Year I and 212 " in Year II and did not reverse any. Her total reversals
vere 12 in Year I repraesanting 3.34 percent of all the letters analyzed
for reversals and 11 revaraals in Year II, representing 2,01 percent.

An initial point of interest 4ia that frequency of occurrence of a
letter and frequency of reversals do not match. Each child produced
the letter d more often than b or than the combined occurances of g9, P
and q. The rank for the fraquency of the other letters is not the mame

among all aubjects. Q, of course, represents the smallest number for
all the lettera occuring from 0-6 times for any one child for any one
year. In most of the other cases g tends to occur more often than b
and p tenda to occur leaa than both b and g but this is not true for
all subjecta.

Subiecte a8 a group produced more b reversals than d reversals
both years, although there were some individual subjects who produced
nore d reversals each year. (See Table IV-11).

o
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TABLE IV-11A Reversala for Subjecta Involved in Years I and II

Year 1 Yaar 2
Reversals Total Reversala Total

L R I e i e e

Dana b (0] 90 0] 142
d (0] 197 (0] 308
othera (0] 193 (0] 266
Total (0] 480 (0] 716
Percent 0.00 0.00
Vincent b 5 64 (0] 82
d (all) 182 (0] 159
(d) 1
(D) 1
othera (0] 134 (0] 167
Total 7 198 (0] 249
Percent 3.54 0.00
Rachel b (0] 595 1 58
d (0] 147 (0] 171
others (0] 91 0 115
Total (o} 293 (o} 344
Percent 0.00 0.29
Gordon b (0] 39 i 104
d (0] 183 (0] 246
others 0] 116 0 208
Total (0] 338 1 5358
Dercent 0.00 0.18
Anna b 7 38 1 70
b curaive (2
d 5 175 4 266
othera (0] 146 0] 212
Total 12 359 11 548
Percent 3.34 2.01
Elaine b 9 34 2 45
d 3 229 4 198 o
othera total) 128 0 129
(p only) 2 (p=68) .
Total 14 391 6 372
Percent 3.58 1.61

- e v o o T P e N S G Su s W Gy ey dn G R R S T e S SR R YR dn S G e SR N
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Table IV-11B Reveraals for Subjecte in Year I only
Reversala Total

e S O ey o e O W N e W0 Y ey B s S8 T Gp G T g g e Y S UY B G e S N A O G S SN SN e b e S 40 O o On Bu %0 e e

Mike b 0 42
d 0 167
others 0 157
Total 0 366
Percent 0.00
Jean b 0 52
d 210
d curaive 1

othera 0 196
Total 1 248

Percent 0.40
Mary b 6 52
d 7 207
others 0 148
Total 13 407

Percent 3.19
Mark b 0 7
d 0 23
(others total) 18
(g only) 2 ]
Total 2 53

Percent 3.7

- " w8 W e W m n TR 0% e e e - S B O N " " e W D o S o S T S e . e

Table IV-11C Total Reversalas for All Subjects for Both Years

Firat Year Second Year Both Years
b 27 473 11 501 38 974
Percent 5.71 2.20 3.90
d 18 1720 8 1348 26 3068
Percent 1.05 0.59 0.85
other 4 1327 0 1097 4 2424
Percent 0.30 0.00 0.17
Total 49 3520 19 2946 68 6466
Percent 1.39 0.64 1.05

- B e B Th B e O e o e g o S e S e R D L . e O S o T S D e - S . " - W e v S v D D e e e W me

For each individual the numbera of b and d reversals do not
neceasarily diminish from one year to the next although there are some
qualitative changes. For example, Anna’a reversala of b become a
cursive problem. Elaine’s number of reversala of b diminish from Year
I to II but her reversals of d atay the same. Unfortunately we do not
have Year II data on Mary. Gordon and Rachel each produced one b
reversal during Year 1I after not producing any b reversals in Year I
or any reversals on any other letter. Theae unique cases need to be
placed in a category of errors which any writer, profeasional, adult or
child, can produce at any point in any writing situation. For example,
Rachel’s cursive b reversal occurred in the word ABOUT. However, in
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thia particular context she waa having difficulty spelling ABOUT. She
wrote it twice. The first time she producad ADOAT. She then reviaed
by crossing out this firat attempt out and producing ADOUT. It ia
poaasible that as she concentrated on the apelling and reviaion, her
attention waas drawn away from the conventional directionality of the b.

In thia same atory Rachel produced 45 b’a. All except one occurred in
initial poaitiona in the word. The b in ABOUT is not in an initial
poaition. In generating an invented sepelling for the word HAPPENED
Rachel produces a medial b conventionally, also Writing other p’s and
d’s in this atory conventionally. (She produced 46 d’s and 9 p’a.)
These asingle casea may not aseem worthy of so much attention. However,
they may help to put the isaue of reveraals into perspective as o
problem and allow for some theoratical conjectures.

From reviewing the literature on reversals and viewing the data
reported in this document, 8everal concluaiona have been drawn
concerning reversala. Firat, reversal problema are extremely
infrequent. None of the reversal problems occurs conasistently over
time; that ia, no sub)ect reversea all reversible letters nor dces any
one subject revarse sny one letter on sll occaaions. Percentage of
reversals in this data is even smsller than data reported in other
literature (Frith, 1971). Most reaearch on reverasals has been done on
reading and writing or copying of individual forms, lettera or words
out of the context of text. The smaller number of reversals produced
by our subjecta and reported in miscue analyais research (Goodman and
Goodman 197: may be due to the context of the letter within a written
text. Tuac <.3ding atrongly suggeats that context has an influence on
the production of reversals; i.e., that letter orientation is more
predictable in context.

Other influencea on reversals include object permanence,
overgeneralization of directionality, (Watt and Jacobs, 1975), and
letter frequency. Each of these phenomena may play a role at different
developmental points in children’s writing. Object permanence may be
the firast significant influence. The child learns that a letter or
number is produced or perceived in a certain way. In children’s
development of other concepts, once a child learns that something has a
particular property, it is still that particular thing regardless of
change in the object or in the direction that particular object ia
facing. For example, booka are still booka whether they are upside
down or backwarda. Apples are apples regardless of their color, their
shape or how they are placed on the table. Letters and numbers,
however, have to be learned as exceptional cases. Their direction
makes a difference in aome situations. P, b, d, g, and q, depending on
their particular orientation in a particular type of manuscript or
curaive writing, can still become different letters. It is interesting
that these are the letters that seem to 8till be reversed in the
writing of third and fourth graders who reverse leitera.

There i8 some evidence in the remsearch of others that the
left-facing lettera and numbera such as J, 3, 7, etc. have a longer
reversal history among young writers than the right facing onea. Since
more letters in English are left-facing, this gives rise to the notion
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that overgeneralization of directionality is aleo an influence on
reversals (Watt and Jacobs, 1973), J waa raversed only once by one
subject and none of our 8subjects reversed any numbers, although they
all wrote numbers as part of their texts.

The overgeneralization notion of directionality should yield more
reversals of d’as than b’s. This is not true of our data. It seems that
the ismue of directionality may be complicated by frequency since d
occurs much more frequently than b. The various issues related to
reversals need to be explored further. Some of these notions need to
be examined for even younger children than those in this study in order
to gain more inaight into developmental questions related to reversala.
The data collected in this study will be analyzed in greater depth in
the future to gain further insight into the linguistic environments in
which reversals are embedded. Most of the reversals seem to be on
initial letters in the word. To what degree does the percentage of
problems change when one lookasa at reversalas in medial or final
positionsa? Regardless, the isaue of reversals must not be used as an
automatic aymbol of learning problems. Reversals must be examined in
different contexts and their frequencieas calculated in terms of
opportunities 4in order to demonastrate that a real problem exisats.
Remediation itself may keep a problem alive which might have resolved
itaelf as children use writing and reading for a variety of functions.

Syntax: Analysis and Findings

T " . - oA o - - e

with Sherry Vaughan and Suzanne Gespass

In preparation for the analysis of the syntactic data we
considered several sourcea: development of grammatical inasighta from
mRiscue analysis research (Goodman & Burke, 1973, and Goodman and
Goodman, 1978): previous writing research studies (Graves 1982;
Wilkinson et al., 1980); recommendations f£from 1linguists such as Peter
Fries at Central Michigan University, and linguists at the University
of Arizona including Adrian Akmajian, Adrienne Lehrer, Richard Demers,
and Richard Oehrle, and Papago language consultant Ofelia Zepeda. Our
major grammatical resource was Quirk and Greenbaum (1973) which was
suggeated by our linguistic consultants.

The National Assessment of Educational Progress (NAEP) systen,
designed to describe and evaluate the writing of 9, 13 and
17-year-oldas, alaso gave us direction. The NAEP 1980 aystem, built on
the research base of Hunt’s (1966) T-unit analysis, provided a
foundational format for deascribing embeddings and conjoinings that
research has shown are the indices of syntactic maturity. We adopted
their procedure for describing clauses and phrases per T-unit as an
indicator of embeddinga, although we have certain reservations about
their total asyatem. Our reservations and subsequent adaptations will
be discussed below.

We also decided to deacribe certain other syntactic structures
at the phrase level, e.g. adverbial phrases, noun phrases, verb
phrases, prepoasitional phrasea, and certain clause markers. These
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elemanta could then be analyzed separately for the unique role they
play in the development of ayntax in children’as writing. Rather than
specifying conjoiningas aa intra- and inter-T conjoins as NAEP does, we
decided to deacribe each aeparately. We wanted the option of
examining the role of each type of logical tie represented by various
conjoina aince aome reaearchera (Vaughan, 1983) have suggested that
certain unique features may be repreaented by developrental written
language which are not characteriatic of what is considered
conventional written language, the model used by NAEP.

We found also that the NAEP syatem, although deaigned to describe
the syntax of 9-year-olds, could not account for some of the
representations of oral language that occur in young children’s
writing. For example, Vincent writes:

Vincent’a Text 12/8/82
THE PEOPLE WHO WERE GOING TO RIDE THE NEXT
BULLS WERE FLOYD HE WAS MY COUSIN. THE NEXT
BULL RIDER WAS I FORGOT THE OTHER ONES.

NOTE: Invented apelling has been changed to conventional in this
section of the report in order to &ccommodate the reader.

This example demonstrates clearly how the author’s oral language
competencies interact with his attempt to produce certain written
language features. In oral language it is not uncommon to stop to
explain the name of someone who has just been mentioned. In writing
the character is usually introduced, and then deacribed in certain ways
such as an appositional phrase. Vincent may be moving toward the
latter conatruction but is not yet in control of the form. The two
WERE’S in the firat asentence indicate that Vincent perhaps had the
intention of talking about more than one bull rider. Floyd, Vincent’s
cousin, ia one of them, but by the time the writer comea to the point
in the second sentence where he intends to tell the reader about the
other bull rider(s) he indicates that he can’t remember who they were.

The NAEP system would code the firat sentence in this example as
an error of faulty sentence construction due to an agreement problenm.
(Example: talking about a group of people first and then only
discussing one person.) The second sentence would be coded as an error
of faulty construction due to awkward construction of the verb. What
is happening, though, is that Vincent is trying to express sone
complicated interrelationa while keeping his audience in mind. He does
not fully control all the written language conventions that he needs at
this point in time but is using some interes._ing forms asuch as the
double subject in the firat sentence.

The NAEP system views theae complications as problems and deals
little with how such complications reflect writing development. We
chose, however, to more fully describe the cognitive and linguistic
complexities and the interplay between the two surrounding the task the
child is engaged in when these interesting linguistic features occur.
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Our aim is to focus on the nature of the task\with which the child
is engaged in order to more clearly understand why children do what
they do as they write. Merely coding the problem the child has as an
error in meeting written language conventions 4)does not help us
understand the reasons why errors occur nor what way they may relate to
development.

In attempting to account for linguistic complexitieas 1like
Vincent’s above, we suggest that it may be that thease are oral language
features which serve as a tranaition from informal oral language
structures to more formally specified written language conventions.
They may represent some complicated thoughts which are not vyet
controlled in the production of written language and be caused by a
coabination of factors. The aystem for analyais we finally devised
needed to be flexible enough to account for various featurez of
syntactic complexity that our population actually produced as well as
show aspects of their writing that might be conaidered problema.

Although we consulted various linguists, we found that opiniona on
hew to best describe asyntactic atructures vary. Whenever the children
produce language structures that could not be deacribed by our systen,
we consulted the various sourcea mentioned earlier and then made
decisiona, adopting the suggestions which best fit our data and our
theoretical framework. As a result, our system evolved as more and
aore data were analyzed.

The following description represents the final result of our
evolving system for deacribing the syntactic features produced by our
aubjects. : N B

Analysis is on the T-unit, clause, and phrase level of each
composition. It is necessary to underastand that language in the
context of its use has its own constrainta on types of sentences,
clauses, phrases, and grammatical functions used by the writer. If few
imperatives are used there will be few T-unita or clauses starting with
a verb phraase. The discussion of the ayntax the subjects produced
therefore reflecta their general knowladge of English as well aas the
structure of the Engiiaehr *anguage, and both conatrain the ayntactic
choicea available to authewd in their making of meaning.

Since the data which ‘we will present in thia chapter
overwhelmingly docuvments that the language users are Engliash speakers
and writera, the results in this section should not be asurpriasing but
should provide information about the kindas of asyntactic structures used
by English speakers in the writing produced for this study.

The £following discuséion firat presents the variouas linguistic
unitsa used for syntactic analysis, the rationale for decisions
involving those unita and the analysis of data for each.

Linguistic units used for analyais categories for asyntactic
analysis are organized around three linguistic unita: the T-unit, the
clause and the phrase.
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T-Units

Thia analyais of T-unitsa ;ag done according to Hunt’as (1966)
definition:

Minimal terminable unita, are "terminable" in
that it is grammatically acceptable to terminate
each one with a capital letter at the beginning
and a period or queastion mark at the end. They
are “minimal™ in the senae that they are the
ahortest unita into which a piece of diacoursae
can be cut without leaving any sentence fragmentsa
as residue. . . Each ia exactly one main clause
plua whatever subordinate clauses are attached to
that main clause (Hunt, 1966, P. 737).

In addition, the T-unit is further categorized aa dialogue,
imperativea, queationa, and interjectiona. Procedures for categorizing
each type of T-unit and the definitions for each category follow: (The
veraion of the procedurea used by the reaearchera for computer coding
is in Appendix IV-D.)

DIALOGUE is coded for all dialogue which ia considered to be a
direct quotation and includes the dialogue carrier. Any new T-unit
within the same dialogue is coded as a separate T-unit but part of the
same dialogue. If a new character initiates dialogue, a new dialogue
ia coded. If a dialogue is also an interrogative or imperative, thia
information ias alao marked. A dialogue and 1its dialogue carrier are
coded as one T-unit but as two clauaes.

IMPERATIVES, INTERROGATIVES AND INTERJECTIONS are ~counted aa
T-unita but also categorized separately.

HEADINGS include all formal openingas and cloainga. Headings are
not part of the clause, phrase or T-unit count. A date as part of the
letter ias coded as a heading but if its purpose ias to aimply date the
paper it -ia not conaidered part of the writer’a text.

Whenever it is not poésible to determine the T-unit, clause, or
phrase atructure of a linguiatic wunit it is then coded aa a MAZE and
not counted aa part of Hhe T-unit dsta. :

Clauses

;, We conalider clguae level deacription particularly important
bécause it is here that we axpect the most growth over time. Hunt’s
work (1970) and that of othera (0’Donnell, Griffin, and Norris, 1967;
Milz, 1983) has shown that the ciauase ias an important indicator of text
complexity becauge as maturity increasea & does clause frequency and
density.
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We code aa clauses those structures which usually ocecur with each
verb in the T-unit, except for saimple compound verbs (He runs and
jumpsa) and continuous verbs (He is going to get sick).

Each T~unit has a main clause. In addition, all other clauses are
coded as conjoined, adverbial or nominal. Whenever we had problems we
looked to Quirk and Greenbaum (1973) for clarification. The following
section provides the definitions we wuse for coding: (see Appendix
Iv-D.) ‘

MAIN CLAUSES are categorized as any independent clause, or
anything that atands by itself, including many idioms, terms of
address, negative and positive responses. A dialogqre carrier is a
rain clause, and the following dialogue is treated like any other
clause, including a main clause.

CONJOINED MAIN CLAUSES are not simply compound verbs but are two
conjoined main clauses.

ADVERBIAL CLAUSES are subordinate clauses, including a verb, which
may function as an adverb. (See (Quirk and Greenbaum, 1973, Chapter
11.) '

NOMINAL CLAUSES are subordinate clauses including a verb which may
function as subjects, objects, complementa or modifiers. (See Quirk
and Greenbaum Chapter 11.) Whenever a clause is interrupted by a main
clause or any subordinate clauses it is counted as part of the original
clause it belongs to.

In the process of specifying types of clauses produced within
T-units, our descriptive system evolved asg we - considered
ever-increasingly complex data across time. Initially our deacriptive
system included five separate kinds of clauses: main, infinitive,
relative, dialogue and comparative. That system had originated from
two sources: our own data (those types of clauses were being produced
by our subjects) and linguistic descriptions others had devised (e.gq.,
Hunt, 1966; NAEP,1980). We found, however that certain problems arose
with that early plan. One specific problem was that the categories
often overlapped. For instance it was possible to code some clauses in
nore than one category e.g., SHE IS THE ONE TO SEE. This sentence
contains @& main clause and an infinitive clause which also could be
coded as a relative clause. Also because adverbial clauses are not all

“accounted -for by the five types ..above, we needed to add that type to
our_list, : ‘

TP

Congequently our descriptive system became so unwieldy that our
researchers, none of whomn were trained linguists, found diacriminating
between types of clauses very difficult. As a reault, on advice from
some of our linguistic advisors, we elected to settle on a more simple
surface analyais at the clause level concentrating on four major types
of clauses: - main, conjoined, adverbial and nominal. Even though this

final saYstem was more simplistic than any of the previous versions had

been, it provided an adequate description of the complexity of our
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data. By focusing on embeddings as either nominal or adverbial we
could indicate the major element of the sentence that was being
expanded, either verb or noun, and then deacribe that expansion in more
detail at the phrase level. '

The decision was made to indicate each group of words containing a
verb as a separate clause. That was not a aimple decision either,
however, aince some verba appear to have several continuous actions
while others seer to include several separate actions occurring
simultaneoualy, e.g., WE WENT TG GO SEE THE RODEO (continuous) and WE
WENT HOME TO SEE IF OUR PAR:35TS WERE THERE. (Three separate actions:
WENT HOME, TO SEE, IF OUR PARENTS WERE). Wwhen disagreements arose
during the second checking by a second researcher concerning the
appropriate labeling of clauses we considered each separately until a
unanimous decision was reached.

Phrases

Within each clause, phrases are categorized as NOUN PHRASES,
NOUN PHRASE MODIFIED, VERB PHRASE, VERB PHRASE CONJOINED, VERB PHRASE
COMPLEX, ADVERBIAL PHRASE and PREPOSITIONAL PHRASES. Also unita which
often stand alone (such as HELLO, THANK YOU, YES) are defined as MAIN
CLAUSES and coded as INDEPENDENTS at the phrase level (See Appendix
IV-D). Definitions follow:

NOUN PHRASES include the noun plus determiners such as: proper
nouns: conjoined nounsa; pronouns and compounds (with or without
hyphen). NOUN PHRASE MODIFIED is a noun phrase as defined earlier plus
one or more adjectives or pdssessives.

VERB PHRASE includea the main verb plus any auxiliary, modal,
and/or NOT as well as any particlea. VERB PHRASE CONJOINED includes any
conpound verbs.

VERB PHRASE COMPLEX includes the predicate adjective such as TO
BE, etc. plus complement; verb plua adverb, including nouns functioning
as adverbs such as RAN QUICKLY, WENT HOME, CRIED TO0O; verb markera such
as STARTED, STOPPED, USED TO, HAVE TO, GONNA, etc. VERB PHRASE COMPLEX
CONJOINED are combinations of verb phrase conjoined and verb phrase
complex. ' :
£
' ADVERBIAL PHRASES include a phrase that mnodifies the whole
sentence as well as—the ..verb..such. as. ONCE UPON .A .TIME, .etc.
PREPOSITIONAL PHRASES include anything that starts with a preposition.
Whenever anything stands by itself it is coded as INDEPENDENT. These
include GREETINGS, TAGS, AFFIRMATIVE or NEGATIVE RESPONSES, e.g., THANK
YOU, HELLO, OKAY.

At the phrase level, where we tried to specify the type of
expansion occurring within clauses, some other troubles have ariaen.
It becomes difficult in some inatances to specify differences between
adverbial phrases and rrepositional phrasea that function as
adverbiala. For e.ample HE WENT HOME and HE WENT TO HIS HOUSE. In the
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firat sentence, HE WENT HOME, the phrase level coding would be noun
phrase (np) - verb phrase complex (vpx) since the adverb HOME increases
the complexity of  the verb WENT. But the coding for the second
sentence would be noun phrase (np) =~ verb phrase (vp) - prepoasitional
phrase (pp). The verb, no leasa complex in this sentence, appears as
only a verb phrase and the interpreter muast look to the prepositional
phrase as an indicator of verb expansion. Thus, the same level of
complexity 1is deacribed in two different waya. We do not see that
problem as major, though, as long as both are considered as parallel
indicators of complexity.

Clause markers and introductory adverbial phrases are also
difficult to discriminate. Consider the use of AFTER THAT as an
inter-T conjoin and THEN as an adverbial clause marker. It becomes
difficult to distinguish between the two, yet our subjects appear to
use them in different ways. The final decision was to code an
introductory adverbial phrase as a clause marker only when it connects
its sentence to the previous one, and to code it as an adverbial phrase
when the phrase appears to modify only the sentence it introduces.
ONCE UPON A TIME would always be coded as an adverbial phrase (ap)
while THEN could be coded either ss an adverbial phrase (ap) or as a
claugse marker depending on its function. More will be discuased
concerning this issue as the asyntax data is summarized.

Verb particles, such as UP in HE JUMPED UP as opposed to the UP in
HE JUMPED UP THE STAIRS, were also posaible problems. For instance, in
one subject’s piece about an old man cutting down a flower, the satudent
writea: HE WAS CUTTING PLANTS DOWN and HE CUT THE DAISY DOWN.... It

is possible to code both sentences either as noun phrase (np) - verb
phrase (vp) - noun phrase (np) =~ adverbial phrase (ap) or as noun
phrase (np) - verb phrase (vp) - noun phrase (np) - continuation of

verb phrase (vp&). Since our decision was that DOWN is functioning as
a verb particle in both sentences and not as an adverb, we made the
decision to code it according to the second option above.

Noun phrases also gave us problems in some instances. Consider
this subject’s deascription of people from Saturn: * THEY WERE LONG
PEOPLE AND STRAIGHTHEADED. We coded this sentence noun phrase (np) -
verb phrase (vp) - noun phrase modified (npm). Our system doesn’t
reflect the compound feature of the noun phrase although it does
deacribe the modification (npm). Our decision to not code the compound
feature of either noun phrases or prepositional phrases was based on

,our desire not to confuse the functions of AND: combining elements

through compounding and marking clauses. Since clause markers function
as an indicator of complexity, we chose to count only those functions
and not confuse them with the other variety.

Results of T-unit, Clause and Phrase Analysis
The subjects produced 2218 T-units over the two year period}
Table IV-12 ghowa clause par T-unit and word per T-~unit statistics for

our subjects (I.0. grade 3 and I.0. grade 4) and compares their results
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with atatistica f{fromr four other studies (Kilz. 1883; 0’Donnell,
Griffin, and Norris, 1967; Hunt, 1966, 1970; Ward reported in Milz,

1983).
Table IV-12 T-unit Developrent: Five Research Studiea q
TARLE 1v-]2 TUMIT DEVELOPMENT # FIVE RESEARCH STUDIES
T ! .0, \ 1.0, HUNT
é:‘RIAl‘DIE C:R‘:gi osg%gzu G:Agi gRUANDE GRADE GRADE
. 1 2. 3 3 4 i 8
CLALSE/T-UNIT 1.18 1.0 1.8 143 1.42
—— ——rin o —— -_‘G ‘
R : 1.73 1.58
—_2 _ - 1.36 R e
R 1.43 w4
.2 1.18 1.28
Ut 1,36 |32y
_ —— JL.6L )IS1 N
WORO/T-UNIT 5.46 6.98 7.67 ISUN 851 7.54 113 {
v 2.5 3.8
-7 o _ _ _ 7.21 7.8
— 6.77 6.98
. 6.0____ L6.02
E 5.8 B0 e
G 8,54 8,31 '
" /,‘S ,
L The comparisons are most intereating. For Table 1IV-12 we used

only the data from the aix aubjecta who were in both yeara of the study

s80 the coaparison represents the asame children acrosa tine. Our

subjecta’ clauses per T-unit range from 1.16 to 1.73 with a mean of 1.4 g
in Year I. This mean is higher than Hunt’as mean of 1,3 for his grade

four resaearch. In Year 1I, our sublects clausea per T-unit range from

1.28 to 1.58 with a mean of 1.43. Thias ias somewhat higher than Hunt’a

grade 4 subjects and similar to hia grade 8 subjectas. Clauases per

T-unit doesa not change nmuch statiatically acroaas time as the neansa

between Hunt’a fourth and eighth gradera show. However, the importance !
of these results indicate that our aubjecta are producing a alightly

higher mean number of clauses per T-unit than other fourth graders in

other atudies.

Our third graders have alightly lower worda per T-unit than
0’Donnell’s third graders or Hunt’s fourth graders. However, in both
years we have subjectas who produce more words per T-unit than either
0’Donnell’a or Hunt’a subjects’ means. The mean for our astudents is
higher than Ward’s second dgraderas. Our aubjecta produce .4 nore words
per T-unit in fourth grade than third grade. Viewing the Milz, Ward
and 0’Donnell, Griffin, and Norria atudies, there is a definite
developmental trend statistically from grade to grade. One problemr in
this comparison is the variety of writing tasks used by the subjects in
the different studiea. Only wmore in-depth analysis can account for the
development and differencea reflected in the -atatistics. However,
there ia no evidence here that our subjectas lag behind the writing of
other children from different culturea in any important way.
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Developrent in words per T-unit can also be analyzed by looking at
Table IV-13. Every subject except Rachel writes more T-unita which
have 10 words or more in Year II than Year 1. In most cases, except for
Gordon, the T-unit with the higheat number of words occurs in Year II.

Table IV-13 T-Units of 10 Words or.Hore: Years I and II

YEAR I HIGHEST NO. WORDS YEAR II  HIGHEST NO. WORDS
TOTAL NO. PER T-UNIT TOTAL NO. PER T-UNIT
Vincent 23 27 36 31
Dana 26 25 42 39
Anna 20 17 35 21
Rachel 10 13 10 15
Elaine 4 16 » 17 - 26‘
Gordon 22 29 38 18

We tested the clause per T-unit and word per T-unit data of our
own aix subjects over two years for aig ficance. We organized the
data by dividing the T-units exactly in nalf chronologically over the
two yeara. This gave ua a slight change in meana from those reported in
Table 1IV-12. The clause per T-unit analysis showed a aignificant
growth at the .008 level while worda per T-unit growth was asignificant
beyond the .0001 level.

Table IV-14 T-unit Types: Yearas I and II

Year 1 Year II Yesara I and II
Texts 176 102 278
Total T-Unitsa 1236 982 2218
Declarative - D» 60 4.85% 49 4.99 209 4.91x%x
. ~ Non-D#=» 1142 92.39 876 89.21 2018 90.98
Interrogative ~ D 19 1.54 19 1.83 38 1.71
- Non-D 10 0.81 20 2.04 30 1.35
Exclamatory - D 1 0.08 1 0.10 2 0.09
' - Non-D (0] 0.00 1 0.10 1 0.05
Imperative - D 4 0.32 15 1.93 19 0.86
- Non-D 0 0.00 1 0.10 1 0.05
Total D 84 6.80 84 8.55 168 7.57
Non-D 1152 © 93.20 898 91.45 2050 92.43

» D-Dialogue #» Non-D - Non Dialogue :

Moat of the T-unita produced by the subjecta were declarative
statements (See Table 1IV-14). In addition to declarativea the subjecta
produced exclamations, imperatives, and interrogatives. These are all
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shown in Table VI-14. Almoat 96% of all the T-unita produced for both
years of the atudy were declaratives. Interrogativea, exclamations and
imperatives are all used infrequently representing about 4% of all
T-unita. Year I in Table IV-14 shows the results of 10 subjects and
Year II the results of aix subjects. It aseems aas if the Year II
subjects are sorewhat more flexible in their use of the various T-unit
types. Interrogrative use increases for Year II as the subjects begin
to use more queationa in non-dialogue settinga. Dialogue ia used to a
greater extent in Year II than Year I. By Year II, the atudents show
more flexibility in their use of imperatives as part of their dialogues
aa well. Thia same kind of flexibility n be seen in the clause data
as well (See Table IV-15). OQver the two yearas the children use fewer
conjoinings of main clausea and use a larger percentage of embeddings
of adverbialas and nominative clauses.

Table IV-1S Clause Types: Yeara I and Il

Main Con- Adver- Nomina- Total
joined bial tive
Year I 1236 159 163 174 1732
X of Total 71.36 9.18 9.41 10.05
Year 11 0 1015 103 160 136 1414
X of Total 71.78 7.28 11.32 9.62 :
Year I & II 2251 262 323 310 3146
X of Total 71.55 8.33 10.27 9.85

T-units are produced in a small set -of patterna. Qur saubjects
atarted their T-unita with connectives (AND, BUT, S0) 22% of the time;
with other clause markers 12X of the time; with adverbial and
prepoaitional phrasea 13.5% of the time; with verb phrases .9%; and
with queation markera 1% of the time. However, at least 50% of their
T~units atart with noun phrases. Theae ways of beginning T-units are
conmon for writersa of English. The only one which might be inflated
for thia group of writers in comparison with older writera ias the use
of connectives. These third and fourth graders atart their T-unitas 491
times or 22% with AND, BUT or S0, with AND being the moat £frequent of
the three. This is probably & common pattern for this age level in
writing and has been reported by othera (Hunt, 1970). What 1s
important is that the studenta in Year II used fewer connectives in
initial positions than astudentas used in Year I. This suggests atudents
ray already be moving ebey from the run-on sentence type. In Year 1
the 10 saubjecta produced 420 connectivea initiating clauses. Three
hundred twenty-six of those or 77.6% occurred at the beginning of the
T-unit. In Year II 165 of the connectives, or 72.6x%, occurred at the
beginning of T-unita.

Given the variety of ways a T-unit can begin, it is intereating to
note that in the majority of cases only two basic patterns of phrases
occur within T-units. The largesat phrase pattern is
subject-verb-object which includes subject-verb-object preceded'end/or
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followed by prepoaitional or adverbial phraae. Some examples include:

(np) (vp} (ob))
THEY HAD A BABY (Jean 11/3/81)

(ap) (np) (vp) (ob3) (pp)
NOW HE HAS RATTLES IN HIS BODY (Jean 2/11/82)

The second group pattern is aubject-verb including subject-~verb
followed by prepoaitional phraae or adverbial. Some examplea include:

(np) (vp)
HE WAS LAUGHING (Jesn 2/11/82

(np) (vp) (pp)
THE SNAKE WAS CRAWLING IN THE DESERT (Jean 2/11/82)

A few English patterns which these subjecta use infrequently include
astarting a T-unit with & verb phrase or a queation marker followed by a
verb phrase. Theae account for the imperatives and interrogatives
mentioned earlier . which usually occur in letters to pen pala or frienda
or in dialogue in narrativea. Some examples include:

(qQ) (vp) {(np)
HOW LONG WAS THE OPERATION (Anna 4/13/82)

(vp) ‘
DON’T CRY (Elaine 12/10/81)

When the subjects write more then one clause these patterna become
more complicated but basically follow the phrase patterns they do in
the single T-unit clauses. It is intereating to examine some of the
rultiple clause per T-unit patterns,

The boy was crying and went home and told his father what
happened (4 clauses, 15 words -- Ruth 2/9/83)

Little knife got scared when his father said that he could
carry the deer with him (3 clausea, 16 worda--Gordon,
3/24/83)

Well, one day William was fixing a bow and arrow for hia
son’s birthday, when a father -came to talk to William about a
neeting (2 clausea, 25 worda--Dwayne 2/9/83)

But my mom a8ayas if I really wanted to be a medicine man, I
would have to go to the. grave vyard and asleep by a medicine
man that was living many years ago (5 clauaes, 31
worda-~-Vincent 2/16/83)
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Certain sgections of a text occasionally were unintelligible
because we were unable to reconstruct the clause or phrase atructurea.
An example followa: '

And it was over. So the and the people went home.(Elaine,
11/3/81)

Other sectionas had worda or phrases mRissing often because it was the
last line of the 8tory or linguistic units were repeated. An example
of each followa.

One Saturday night when 1 was asleep & monsater
attacked me but when the monster

In the morning I will get up in the rorning. (Jean 3/30/82)

These types of structures were coded a8 mazes and were not part of the
T-unit count. An obvioua aspect of development of our subjects is a
decrease of the number of mazes from 40 in Year I to 33 in Year II.

Headings were also coded separately. The data shows that subjects
used 89 headings in Year I and 104 headings in Year II. This again
shows a developmental pattern in the area of concern for the form in
which letters, stories and reportes are organized. :

Problens .

In the section on T-units, clauses and phraseas, we desacribe and
categorize the linguiatic units used by the subjects in thia atudy. 1In
this section we look at ayntactic and cohesion problems that we
flagged. Although we flagged dialect in the problems column on the
coding sheet we don’t conaider it a problem and it will be discusaed
next in a separate section.

The definitiona and the procedures for categorizing each problem
type follows (See Appendix IVD). If a problem affects a whole sentence
or phrase, it is just coded once. Each repeat problem is coded again
for each new T-unit.

COHESION problems in moat cases 1involve pronouh reserenta.
Examples:

1. Pronoun referent - HE SHOT AT HIM AND HE DIED.
(Not clear who each HE refers to.)
2. Semantic ‘incongruity - In a story about Saturn,
I STAYED WITH MY FRIEND MAY. (No previoua introduction of May.?
3. Use of THE when the referent is not previously established
. S0 THE MAN WAS RIDING ME :
4. Picture referent - THE GREEN FIELD STANDS FOR . . .
Referent ias not within atory but in the picture which
the student is writing about.
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Criteria for decisions to code a cohesion problem are based on
ambiguity as perceived by the reader/reaearcher. ’

Certain atructures the subjects produced involve lack of control
of various SYNTACTIC constructions. Examples include:

subject/verb agreement;

paralleliam from one linguistic unit to another;

word omisaiona or insertions such asa:
SOMETHING CAME DOWN OF THE SKY;

inappropriate pronoun form such as HE for HIN
(when not invented spelling);

inappropriate conjunctions, such as using BECAUSE where
there is no casual relationship.

Some problems are combinationa of syntactic and coheaive problenms.
When that combination occurs the problem was considered MULTIPLE. Sonme
examrplea include:

THE MAN THAT HIT HIM GOT THE PUPPY WAS UNCONSCIOUS;
THE POLICE SAID, "WE CAN’T. BUT WE DID NOT FIND HINM."

COMPLEXITIES were coded whenever something sounded unusual to the-

researchers but was not in the other categorieas. Examplea include:
1. oral language forms used in written language,

OUR CLASS WAS SCARED, REAL SCARED.
2. developmental attempts to try something new, which

don’t quite work:;
3. pragmatic issues which result in uncommon usages, IT

WAS SO OR 40 FEET TALL.
4. Embedded nominals at clause level or phrase level that seen

to be functioning appositionally.

A major conclusion that shows our subjecta’ development from Year
Year II is their decrease in the categorized problems, except for
,ht increase in cohesion problems per hundred words.

Table IV-16 Problem Types and Frequency

Year I Year II
Nunber'per Number per
Number 100 words Number 100 words
" Cohesion 21 .23 21 .28
. Syntax 116 1.32 73 .98
Multiple 10 .11 1 .01
Complexity 71 .81 33 - .44

subjecta (8761 worda)

Year I = 10
= 6 subjecta (7483 words)

Year II
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We also compared only the aix subjecta who were in the atudy over
two vyears in terms of problems per hundred words (including dialect),
and they show a decrease for 3.77 problems per hundred worda in Year I
to 2.83 problems per hundred words in Year II.

The data indicates that for the most part the problems the
subjectas have are asmall but complex. The fact that these are £firsat
drafts suggeats the control our subjecta have over their language as
they write.

What we plan to do with thia data is to expand on it: to look in
greater depth at each of these types of problema; to relate them to
students’ behaviora; to categorize them further and uae thenm to gain
more inaights into students’ development.

From the analysis of the syntactic ugde and development ot ayntax
in our subjecta we suggeat the following concluaiona:

The subjecta we have atudied are writera of English. All the
atructures they use are part of English syntactic atructures. They use
all the major sayntactic patterna of English and many patterna that are
not 8o frequent in English. They control theae patterns from the
beginning of third grade. ~Qver the two year period their asentences
tend to become longer, they tend to write more and they use a larger
per cent of dependent clauses. These reaulta are cunulative for all
astories and for all subjecta combined, although it does not often hold
true for a particular story in  the next chronological sequence or for
all children.

Semantica and Pragmatica: Anelyéis and Findings

The way students learn how to mean through the evolution of their
written texts and how they adapt their texta to fit the requirementsa of
particular written language contexts are described in great detail in
the in-depth case atudiea. (See Chapters VI-XI.)

In this section of the report we will focua on the analyses we did
on aspecific aaspecta of how our subjects use written language to expresa
their meanings. We will focuas on ways in which atudents use certain
ayntactic and cohesive devicea to expreaas concepts; their dialect; waya
in which they organize their narratives; the language they use to talk
about written language; and the behaviora they engage in which are part
of their composing processes. :

Textual Cohesion
with Suzanne Geapaasa, Mary Maguire, and Ann Marek

Halliday and Hasan have deacribed a text as "any piece of language
that ia optional, functioning as a unity in some context of aituation"
(Halliday and Hasan, 1976, p. 293). In moast texts, each aentence
employs some form of coheasion with one or more of the other asentencea.
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Ties which refer back to items in a text are called anaphoric ties.
Some sentences contain cataphoric ties, which connect the sentences
with the text that follows. Halliday and Hasan have categorized
cohesive ties into five types: reference, substitution, ellipsis,
conjunction, and lexical cohesion <(Halliday and Haasan, 1976). This
section will consider how our subjects are using cohesive ties in
written language.

Halliday states that written language 1is not context bound the way
conversation is. The context must be made explicit in a written text
in order to be understood and reference 1is wusually found within the
text rather than exophorically,. '

The examination of cohesive ties 1in children’s writing which
followa is an attempt to describe how our subjects make their written
texts explicit. This section is divided into two parts. The first
deals with temporal expressions in the writing of six subjects in Year
I. The second section provides a more 1in-depth description of the
coheaive ties employed by three aubjects in Year II. Full copies of all
texts diacuased appear as Appendix IVD.

Temporal Expressions

Time is both complex and perplexing. One has only to think about
one’s own relationship with time to realize how difficult it is to
explain. A year ago can aseem like only yesterday; tomorrow may be a
long way off. Concepts about time and space and how they are expressed
in language are very related. There are deictic and non deictic
concepts of both space and time. Whereas space is three dixensional;
time is usually one dimensional. The ability to understand and produce
temporal expressions 1s dependent on one’s ability to adopt the proper
perspective from which to view the referred-to event.

There is general agreement in the area of child language
develooment that time adverbials come into a child’s speech production
relatively late--between ages five and six--and that there is a direct
relationship between this and the child’s cognitive development. That
cognitive developmrent affects language is not disputed. There is,
however, some disagreement as to the exact nature of and the extent of
this relationship.

In this section of the report we investigate how tike is expressed
by our subjects in their writing. For each of six subjects, six to
twelve texts have been examined. We have looked most closely at the
following features in their writing: (1) conjunction, (2) time
adverbials, (3) verb tense, and (4) verb type. All four of these
featuras appear to be directly related to how children express time and
order of events in making their texts cohesive.
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Coordinating Conjunctiona and Time Adverbiala

Children, when they narrate a8 story or retell an experience, often
link eventa together with AND. Conjunction seems to be an important
device 1in making their narratives coheaive, King and Rentel (1981)
report that, while othera have called children’as heavy use of
conjunction “atylistically immature," thia is npot particularly helpful
in explaining levelopment. They suggeat inatead that children uae
specific typea of conjunction to make their texta more precise and
subtle. They refer to Halliday and Hasan’s (1976) identification of
the .different typea of conjunctiona: additive, temporal, cauaal,
adveraative, and continuative. .

In one study of conjunction in children’s writing, King and Rentel
(1981) hypothesized that children would use more conjunctions in their
own writing than in their dictationa. Thia hypothesis was
diaconfirmed. The children in their atudy used nore additives,
temporal, and causal conjunctiona in dictation than 1in writing,
although they did find that a wider range of meaning relationa was
attempted in dictation than in writing.

Both Clark (1970) and Ferreiro and Sinclair (1971) provide
evidence that children do use an order of mention satrategy in the oral
narrationsa. Ferreiro and Sinclair report that in a free choice
deacription, when asked to deacribe two sequential eventa, the children
in their astage one (approximately agea 4-6) either give two independent.
propoaitionas or weakly link them together with AND and THEN. Both
verbas are in the asame tense, and the order of mention may or may not
correspond with the actual occurrence of the eventa. When asked to
atart their narration with the asecond event, the children, at thia
astage, Jjuat repeat their first description or tell the events
separately ' with no temporal linking. When asked when the events
happened, most children anawer "now" which linka the aspeech time with
the event time but does not link the two eventa.

Clark, in looking at the spontaneous apeech of four-year-old
children over a aix month period, alao reporta that AND 1a firat used
to link two eventa and that the order is unimportant because the events
are not aequential. They are aimply. a 'seriea of events atrung
together. She reporta that the aecond aeaning of AND is "and
subsequently.” Here, the order of mention correaponda with the
chronological occurrence of events.

Ferreiro and Sinclair’s satage two children (approximately ages
6-8) in their free choice deacriptiona 1link the two propositions
loosely. Verba are atill in the same tense and the order of - mention
consistently correapondas with the temporal order. The main difference
here is that there ia the addition of temporal adverbialas such asa
AFTERWARD and FIRST. When asked- to atart with the second event, the
children do as they are told but "reason that it is not logically
possible to do thia. They also tend to introduce a generalized verb
which serves as an introduction to the inverajon. They inaiast that
there is a problem doing it thia way. The children at this atage are
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able to answer "when" questiona correctly.

Clark’s stuge two children use the order of mention strategy in
coordinate c¢launge conatructiona. The chronological succession ia
eaphasized by the addition of temporal adverbials.

In Ferreiro and Sinclair’s third stage (approxirately 8-10), the
children are &ble to perform all three tasks correctly. They uase
temporal subordinate clauses marked by WHEN and BEFORE. They use
different- verb tenses.

Clark identifies an important factor in her stage three children.
In uaing spontaneous speech samples, Clark found that the children’s
responses at this  satage are entirely dependent on the context of the
aituation. The children have a l<een awareneass of theme, and they use
that to govern and place their teaporal expressiona. There is a very
apparent relationship between the rheme (remainder) of the preceding
utterance and the theme of the following one. (Halliday, 1976) . ... ‘

In the written texts of our subjects, the different categories of
connecting propoasitions are evident. Conjunctions used to maik time in
some way are: AND, THEN, SO, AND S0, SO THEN, AND +iHEN. AND is used
most often and it is used in both the additive and temporal sense.
Elaine and Gordon use AND wmore often gas an additive than as a temporal
conjunction.

Ken Goodman (1983) has pointed out that children wuse AND in na
additive gense 1in spoken discourse for the deliberate purposz of
"holding the floor." It is a device used to guard againat
interruptions from others. In the-children’s writing, AND, in thia
sdditive gense, aseems to be used to provide wore infagmatian~—to
elaborate on what has already been given. e

Elaine’s Text 11-5-81 ) ,
THEY HAD A RODEO AND WE WENT TO THE RODEO AND
MY DAD WAS THERE AND WE WENT HOHME AZZ MY DAD
WENT HOME AND THEY HAD A RODEQ AND MY DAD &S
MAD AND I WAS MAD

Uaually a very general verb ia used and subsequent clauses provide
more specific information about the action. In Elaine’s twelve texts,
she uses many conjunctions in the first thiee stories and very few
specific verbs. While in the first three texts she wuseas AND 36 times,
in all twelve texts, AND -appears only 350 times; a&approximately
two-thirds of her AND conjuncticns appear in the firast three texts. The
frequency of verbs in the firast three texts are: WENT-22, HAD-6, WENT
TO GO SEE-3, WaS RIDING-3, GOT~1, and SAID-1.

In contrast, Elaine uses few coniunctions in texts 4, 5, 6, and 7
and no conjunctiona at all in 8, 9, 1C, &and 11l. These texta with no
conjunctions are rather like listings that on the surface £follow a get
pattern (THERE IS . . . HE IS). Although the text on 2/2/82 aimply
repreSeﬁta a listing of charactera, in her" text on 2/16/82 Elaine
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begins to asaign attributea to her charactera (e.g., HE IS BIG) .

Elaine’s Text 2/2/82

TY¥"RE IS A PIRATES
TheRE IS A TROLL
THERE 1S ¢/ ELF
THERE IS A HUNTER

Elaine’s Text 2/16/82
HE IS BIG
HE IS STRONG
HE MAKES EARTHQUAKES
HE MAKES WAVES
HE KILLS ANIMALS

All of the other children use at leaat one conjunction in each
text except for Dana on 3/4/82, his laat text. The form of the text isa
a sports announcement. He has written it all in uppercase lettersa:

Dana’s Text 3/4/82
WHEN THE GAME OVERED THE DOLPHINS WON 16 TO 6
. « « WHEN THE DAY CAME FOR THE GAME . . .
THE DOLPHINS WON IN OVER TIME

Dana eatablisheas cohesion in this text by using WHEN.

One convention 4in children’s narration 1ia to begin storiea with
ONCE UPON A TIME or ONE DAY. These typea of beginninga are employed by
all of the children moat of the time. The frequency of these are: ONE
DAY-27, ONCE UPON A TIME-8, THE NEXT MORNING-4, THE NEXT DAY-3, ONE
NIGHT-2, ONE MORNING-1, ONCE-1. They use these not only at the actual
beginning of a plece but alao when there is a shift of acene.

There are few other time adverbials used by any of the children.
Elaine usea OVER once on 11/3/81: THE RODEO WAS OVER SO THEN THE
PEOPLE WENT HOME. Elaine uses this conatruction to explain what
happened after the rodeo. She makea the atatement that THE RODEO WAS
OVER which is followed by a causal SO and then a sequential THEN.

Gordon on 11/3/81 usea the phrase THEY DIDN’T WAKE UP TOQ\EARLY
where TOO EARLY means EARLY ENOUGH. On 11/19/81 Gordon usesa .AS to
rean AT THE SANE TIME WHEN which expresses sinultaneity of events.
BUT AS THEY WENT A STORM CAME. On 1/7/62 Gordon uses WHEN three tlme

The firat two times he usea WHEN to mean AFTER:  AND WHEN WE f GoT
THERE; WHEN WE GOT DOWN THE CANYON. *The third time:he uses WHEN to
express simultaneity of eventa: WHEN , WE WERE CLIMBING THE HILLS. On
3/4/82, Gordon again uses WHEN three . times. Here his text follows a
pattern of alternating ONE DAY with “WESN  to link events. All #hree
timea WHEN meana AFTER. On 3/30/82 Gordo:: ‘ises WHEN to mean AT THE
TIME WHICH: ONE DAY WHEN I WENT TO SWITZERLAND AND I SAW A LOT OF
HOUSES. Although Gordon uses WHEN in the first clause, he still finds
it neceasary to include the AND as a link in narrating the order of
eventa. On 3/30/82 Gordon uses AS to express simultaneity of eventa:
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AS I WAS WALKING DOWN THE STREET A MAN SAID DO YOU LIVE HERE. Gordon
frequently uses W.iEN to mean AFTER; he also uses WHEN and AS to express
simultaneity of events.

Rachel uses BEFORE once on 1/7/82 and AFTER once on 2/23/82. Both
of theae sentences lack cohesion and it is difficult to interpret what
she means. On 1/7/82 she writes: THEY WERE GOING OFF TO THE MOUNTAINS
ON A HORSE BEFORE THEY PAET? AND THEY WENT OFF. The meaning of the
verb after BEFORE THEY is unclear. If PAET is PAID then it can be
inferred that thia meana THEY PAID BEFORE THEY WENT TO THE MOUNTAINS.
However, if she means PACKED, then it can be inferred that THEY PACKED
oEFORE THEY WENT TO THE MOUNTAINS. It appearas as if the writer as an
afterthought maybe intends to make clear that they paid before they
left on the horaes. Rachel uses AFTER on 2/23/82: AFTER I WENT TO SEE
MY BEAR’S CAVE HE WAS MAD. The text starts out: ONE DAY I SAW MY
GRANDMOTHER. SHE TOLD ME A LEGEND. AFTER I WENT . . . The reader
cann:t be sure if AFTER refers to the telling of the legend "after
that” or if it refers to seeing the bear.

Rachel uses WHEN three times. In two instances it occurs in the
last line of the text (2/23/82, 3/4/82) and the sentence 1is left
unfinished. The third time WHEN is used to signal another event:
3/4/82: AND WHEN THEY CAME BACK THE PARTY WAS OVER. Rachel uses
_.several deictic time expressions in adverbiala which locate the time as
a calendric unit: 1IN WINTER, ALL WINTER, AT SUMMER, &T NIGHT.

In Year I, Anna usesz WHEN four times. In two instancea, she uses
WHEN to mean AFTER: 2/4/82: BUT WHEN SHE WOKE UP SHE WAS SCARED.
3/11/82: WHEN THE CIRCUS WAS OVER THE PUPPY BARKED. In the other two
inatances she uses WHEN to mean WHILE: 3/30/82: WHEN I WAS 1IN
SWITZERLAND . . . 3/11/82: WHEN HE WAS GOING HOME A CAR HIT HIM.

Jean uses WHEN only four times; twice on 1/5/82 and twice on
3/30/82. However, in contrast to Anna, she does not uase WHEN to mean
AFTER but as a temporal &dverbial: WHEN I WAS THERE . . . WHEN SANTA
CAME DOWN. She alao usea NOW to juxtapose past and present reality in
her stories: 2/11/82: AND HE RAN INTO SOME RATTLES AND NOW HE HAS
RATTLES IN HIS BODY. She uses BEFORE and the prepositional UNTIL to
accentuate duration: 2/16/82: IT WAS A LOMG TIME BEFORE THE RACE WAS
OVER. 2/2/82: UNTIL DINNER TIME. 3/30/82: UNTIL LUNCH TINME.

The writer’s asense of atory was discuzsed earlier in relation to
established story beginninga. All gix of the children exhibit this
conventional <feature of story beginninga. Jean also uses conventional
story concluaions to expreas duration: 1/5/82: NEVER CAME BACK AGAIN.

2/2/82: LIVED HAPPILY EVER AFTER.

Dana demonstrates the moat flexible uaeé of adverbiala. He uses
BEFORE twice in the two different positions: 11/5/81: BUT HE GOT HONE
BEFORE HE COULD GET HIM. . . BEFORE THEY COULD PUT HINM IN JAIL THEY
KNEW THAT THEY GOT THE WRONG ONE. Dana uses WHEN three times, twice as
AFTER: 1/7/82: WHEN THE GAME WAS OVER THE PHOENIX SUNS WON. 2/4/82:
WHEN THEY RESCUED GEORGE THEY WENT BACK. Dana, like Jean, uses UNTIL
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to expreas duration on 1/12/82: THEN WE WROTE A STORY. UNTIL THE BELL
RANG. 1n thia same atory, Dana also diastinguishea unitas of time with
YESTERDAY, TODAY, and TOMORROW. This text 18 a personal report about
his own work in school. In contrast to this , the text on 2/4/82 ia a
fairy tale. Here, Dana uasea FINALLY twice: FINALLY THEY SAW THE
CASTLE . . . THE KING’S MAN FINALLY WON. He uses SOON once: SOON THEY
FOUND THE CELL.

Both Dana and Jean use adverbials to compare and contrast the
durative and ainultaneous features of tinme.

Verb Tense and Verb Type

As mentioned earlier, there 1is aome controveray in the literature
as to when children understand the concept of tense. Both Cromer
(1971) and Ferreiro and Sinclair (1971) propoae a atrong decentering
hypotheaia; the egocentrism of children preventa them from going beyond
the present speech time until they are cognitively able to, as measured
by conaservation taska, which ia uasually after the age of six.

Wwhat ie significant in our writing data is how these children
chooae to expreas temporal relationa in regard to tenae.

Jean and Dana are the only subjects who “1se future tenase in Year
I. Jean employs the future on 3/30/82: YF I LIVED IN SWITZERLAND I
WOULD CLIMB THE MOUNTAINS OVER THERE., It is intereasting to compsre this
with how Gordon and Anna structure theivr texta on t¢his same topic:
Gordon 3/30/82: ONE DAY WHEN I WENT TO SWITZERLAND AND I SAW A LOT OF
HOUSES AND BUILDINGS. Anna 3/30,/82: WHEN I WAS IN SWITZERLAND IN THE
WINTER THEY HAVE A HORN THAT CALLS THE COWS HOME. Gordon proceeda to
use the past progresaive and conatructs 8 dislogue aequence between
himself and someone he nmeetas. Anna starts out WHEN I WAS 1IN
SWITZERLAND, but immediately takes herself out of the narrative and
switches to the present tense where she proceeds to liat what they have
in Switzerland. Dana uses the future on 3/4/82 in a free choice
aasignment which starts off as a etory (ONE DAY) but immediately shifts
to a kind of journalistic sporta announcement. On line 6 he uasea a
complex verb atructure: THE DOLPHINS WILL HAVE TO GET READY TO PLAY
THE SAN DIEGO CHARGERS. In this piece, Dana writes about two different
gamea which he linka together 'with line 6 atated in the future tensa.
By putting thia geame in the future, he eatablishes that it is %a
different game. Once he hass established that he is discussingia
different game, he goes back to the past tense narrative. 1

In Year I, Elaine, Gordon, Anna, and Rachel do not use tense
coneistently either inter-sententially or intra-sententially.
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Conclusions about Temporal Expressions

Following are some general observations and hyr =ae8 about the
development of temporal expressions,

It appeais as though leas proficient writers may employ the
strategy of matching order of mention with order of events at all
times., Less pruficient writers may also uae more gdeneralized verbs ss
well as more generalized meanings for clause markers used as
conjunctions such a: AND, THEN, and WHEN.

The more proficient writers may be better able to deal with the
features of duration, simultaneity, and iteration by making sharper
contrasts and distinctiona in their choice of lexical items and by
employing more time adverbialas to make these distinctions.

Cohesaive Ties in Year 11

B L R R e e e

The first part of thia section has dealt with cohesive ties wused
in expresaing time and sequence of events. In this part we will take
an in-depth look at the cohesive devices used by three writers during
Year II. This discuassion will include the writers’ use of conjunction,
but it will also consider Halliday’s other four categories: reference,
aubstitution, ellipsia, and lexical cohesion. Cohesive ties of
reference are elements in the text which can L interpreted by
referring to other elements in the text (e.g., Mary went to the movies
and she ate popcorn.) In its simplest 8ense, substitution refers to
the replatruwant of one item by another (e.g., My knife is dull. - I-must
get another ~-:..) Lllipsis refera to the omiasion of an item which can
be retrieve. from another part of the discourse (common in answers to
yes/no quesationa, e.g., Uid you go shopping? HNo.). Lexical cohesion
is an effect achieved by the selection of vocabulary items which are
semantically related (e.g., frui:, apple, orchard, pick, eat).

We will not fully explicate the cohesive ties in each text, but
will focus on examples which typify each writer’s atyle and/or
demonstrate particularly interesting kinds of tier.

The three” ‘Writers selected for this analysis, Elaine, Gordon, and
Dana, werem dentified by their teacher as g%preeentxng respectively one
student froa the lower third of the class, one average student, and one
high- level*s udent. In Year II, the six longest stories for each writer
have been selected because we felt longer %tories would provide more
opportunitlﬂs for the subjects to use cohesive ties. In our examples
of the wllter 8 texts, spelling and * punctuation have been
conventionalited.

j
H
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Elaine

Recall that in the firat three texts of Year I, Elaine’s writing
i8 characterized by an abundant use of AND in ites additive sense. In
thoae texta, she also frequently uaes genaral verba. The first aix
storieas in Year I are personal narrativea. As Elaine nmoveg into
imaginative storytelling in the last six texts, AND 1s used much leas
frequently and she employs a listing format to relate details of her
stories. In the text on 3/4/82, mhe moves away from both the use of
AND and the listing formst, and concentrates on creating events or
episcdes:

Elaine’s Text 3/4/82
ONE DAY A GIRL WAS WALKING IN THE WOODS AND
A WOLF CAME OUT OF THE WOODS. SHE WAS GOING
TO HER GRANDNOTHER. THE WOLF WAS IN THE WOODS.
HE WENT TO HER GRANDMOTHER. HE WAS IN HER
GRANDMOTHER BED. HE GET HER.

Five of Elaine’a longest texts 1n Year I1 are personal narrations
that include her as a participant. In her story on 11/2/82, ahe seenms
to be describing two different events, each of which develops
situations that are integral to but separable from the whcle taext. The
firast episode reada:

Elaine’a Text 11/2/82
I WENT TO THE FUN HOUSE.
I GOT SCARKED. THEN I STARTED TO CRY.
I WAS A GHOST. MY FRIEND WAS A GHOST
TOO. WE SCARED EVERYBODY AT THE
HOSPITAL. CHERI WAS A REAL WITCH.
WE WERE RFAL GHOSTS. WE HAD PUMPX ¥
PIE. WE ATE IT. IT WAS GOQD.

Although the word Halloween i4 vever used, Elaine uses laxical -
cohesion in this text by selecting vocabulary items which are related

..8epantically and are asasociated with a Halloween context: SCARED, CRY,

GHGST, WITCH, GHOSTS, PUMPKIN PIE. She uasea TOO for addirive purposes,
and THEN with both additive and causative functicns, meaning AS A
RESULT OF BEING SCARED, I STARTED TO CRY. Elaine‘s use of pronouns for
reference 18 somewhat unclear. CHERI and MY FRIEMs might refer to the
same peraon, except that CHERI WAS A WITCH ang WY FRIEND WAS A GHOST.
what becomea difficult to reaolve i8 whether WF includes the narrator
and one or more additionsl participantas in theae phrases: EVERYBODY .
. . WE WERE REAL GHOSTS . . . WE HaD A PUMPKIN PIE. Also, Elaine uses
the definite article THE to refer to THE FUN HOUSE and THE HOSPiTAL,
without previously specifying any particular fun house or hospital for
the reader.

The second episode in this text reada:

Elaine’s Text 11/2/82 ‘
ME AND MS. WILDE WENT TO GO OUT TO EAT.
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THEN WE WENT TO GO WATCH A HOVIE.

WE BOUGHT A POP AND SOME POPCORN,

WE WATCHED "ANNIE." THEN WE WENT HOME.
THEN WE WENT TO THE CARNIVAL.

THE NEXT MORNING WE WENT TO THE CARNIVAL
IN MS. WILDE’S CAR. MY MOM DID NOT

LET ME USE OUR CAR TO GO.

Only two characters, ME AND MS, WMLDE, are referred to until the
last sentence, where MY MOM ia introduced. Hence, the identity of WE
ia explicit throughout. AND ia used as an additive conjunction twice,
and THEN is used three times to convey the sequence in her chronicle of
eventa at the movie. In the laat sentence, 8he uses ellipais, where TO
GO means TO GO TO THE CARNIVAL.

Elaine’s text on 12/7/82 relates another movie-going experience,
but the referents of WE are never made explicit. Temporal relationa
are expressed through the use of THEN (four inatances), 0). CHRISTMAS
DAY, and THE NEXT MORNING. However, on linea 7 and 8, Elaine writes:
THEN THE NEXT MORNING WE WENT TO GET SOME GIFTS FOR TONIG:T. THEN WE
GAVE THE GIFTS OUT. The use of TONIGHT leads the reader to expect that
gift-giving is ar event yet to occur, but in the next line ahe reports
the event as having occurred.

On 1/20/83 Elaine writea a lengthy piece which she titlea THE DAY
THE SIOUX CAME TO TOWN. This is the only text (in her six longest for
Year 1I1) that does not contain Elaine as a principal character. In it,
she uses BECAUSE as a causal conjunction once, AND as an additive
conjunction 17 timesa, and TOO as an additive 4 tipes. She uaes past

tense to briefly explain why the Sioux came to tow: ssd to deacribe a -

fenale dancer. In the third sentence, she begins to describe the Sioux
and their spparel, and she uses present tense thr:.yhout her’detailed
reporting. She does not return to the eventa of the day, focusing
inastead on her descriptions. Elaine mentions THE SIOUX twice and THE
MEN once; all other references to persons are accomplished through the
use of pronouns. vAs a result, the specific identities of SHE and HE
are unclear, though THEY consistently refers to THE SIOUX. (It ashould
be noted, however, that she was writing about a picture, so that 3SHE
and HE have exophoric referents.) Ellipsia is present in the following
asentence: THE MEN WEAR MOCCASINS AND THE BOTTOM OF A DRESS AND HOLD A
STICK. FEATHERS, TO0O. Lexical cohesion is alao important in tying
events into a coherent piece of diacourse. WEARS, DRESSES, MOCCASINS,
FEATHERS, BELLS, BELT, and RIBBONS are related, as are PAINTS, RED,
WHITE, and BLACK and are all lexical detaila which refer to the Sinux
apparel. Elaine’s ability to use reference over large chunks of text
is evident. 1In the ninth sentence, she atates: HE WEARS . . . A FBLACK
THING OVER HIS HEAD. Five lengthy sentences later, she uses THE THING
ON HIS HEAD to refer to the BLACK THING she had mentioned earlier.

On 2/10/83AT Elaine relates a third movie-going experience. This
text is aignificant because it demonstrates her ability to use

conjunctions in an adversative function. There are four instancea of =~

BUT,, though the meaning of the last one is unclear.
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Elaine’s Text 2/10/83A

IT WAS SCARY BECAUSE A MAN WAS TRYING TO KILL A WOMAN. BUT
HER SON WAS TRYING TO GET HIM, BUT HE BROKE HIS WRIST. AT
NIGHT HER ROOM BEGAN TO SHAKE aND THE DOORS SLAMMED REAL
HARD, BUT SHE WAS NOT SCARED. BUT ON THE FIRST PART SHE GOT
POPPED IN THE MOUTH, AND ALL THE BLOOD WAS IN HER MOUTH.

The final BUT might imply that the character should have been acared
because of what had happened to her in the first part of the movie. Or
it may simply signal that this last sentence is an afterthought telling
an event which happened earlier that she forgot to mention. BECAUSE 1is
used as a causal conjunction, as is AND in AT NIGHT HER ROOM BEGAN TO
SHAKE AND THE DOORS SLAMMED REAL HARD. In this context, AND means "as a
result of which," and it also serves an additive function.

The identity of WE is again unclear, though once 8he nmentions A
MAN and A WOMAN, they are referred to thereafter with pronouns.
However, the reference 18 disjoint because it is unclear whether the
MAN or HER SON broke HIS WRIST.

Elaine’a atory entitled ME AN: MY FRIENDS is notable for her
effective uae of ellipsis in dialogue!

Elaine’s Text 2/10/83B
. . THEK SHE SAID, "“WHAT DO YOU WANT?"
1 SAID, “CAN YOU PLAY?" SHE SAID, "YES."

YES elliptically refers to the question CAN YOU PLAY; each
utterance in the dialogue presupposes an understanding of prior
statements.

The sequence of eventa 18 well controlled in this story, as are
the identities of the persons referred to with pronouns.

Eiaine uses THEN seven times as event markera in her personal
narrative on 4/14/83. The liating format she uses to relate the eventa
ia reminiscent of her writing in Year I and of her story on 12/7/82 in
Yeaar II. WE is used eight timas, though she does not make this
reference explicit. Her story begins with ONE DAY and concludes with
THE END, a common feature in Elaine’s writing. The temporal expreasion
is well controlled, within both the descriptive events and dialogue.

Eilaine’s cohesive ties are characterized by an abundani use of
additive and temporal conjunctions, though she occasionally
demcnstrates her ability to use causal and adversative conjunctions.
She alao shows a propensity for using pronominals as reference ties,
but sahe cosmonly assumes the reader wili know who WE are. She has
‘exhihited the use of ellipsis, and ghe 18 especially adept at
controlling this cohesive device in writing dialogue. Also, her choice
of lexical items consistently aserves to make her texta cohesive and
coherent.
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Gordon

In hia text on 10/7/82, Gordon presents an imaginative atory that.
takes place over two daya:

Gordon’s Text 10/7/82

PAC MAN 1S EATING THE GHOST. . . THE GHOSTS
ARE SAYING, "HELP US." THE OTHER GHOST

IS SAYING, "I CAN’T." . . . THE NEXT DAY
PAC MAN TOOK BABY PAC MAN FOR A WALK IN

THE PARK. THEN THE GHOSTS WERE CHASING

PAC MAN AND BABY PAC MAN. BUT PAC MAN

AND BABY PAC MAN ATE THE GHOSTS UP.

The events of the firat day are conaistently related in the
progressive verb tense. Gordon then aignala the shift to the next
day’s events by stating THE NEXT DAY and uaing past tensae (including
one paat progressive verb) for the final three linea of hia atory. In
those final lines, he usea a temporal conjunction, THEN, and an
adversative conjunction, BUT, to tie the eventa together.

Gordon usea the definite article THE in hia first mentjon of
GHOST, without previously apecifying any particular ghost. Also, his
use of comparative reference in THE OTHER GHOST implies that the reader
has enough information fromx hia text to differentiate among the ghosta
he uses as characters.

Gordon’s control over ellipsia in conversation is evident in this
story. The phrase I CAN'T is interpreted as I CAN’T HELP YOU, building
directly on the earlier requeat, HELP US.

On 11/2/82 Gordon writea an imaginary story that features himself
as the main character. It opens with ONE HALLOWEEN NIGHT WHEN I WAS
TRICK-OR-TREATING and proceeds to detail the eventa of that night.

. Gordon wuses temporal and additive conjunctions to tie his text
together: o ‘

Gordon’s Text 11/2/82

+« +» « THEN IT STARTED TO CHASE ME. THEN I

RAN ALL THE WAY HOME BUT THERE WAS A JACK-0-
LANTERN. IT WAS LOOKING AT ME VERY MEAN.

THEN THE JACK-O-LANTERN WAS CHASING ME TOO.
THEN TWO THINGS WERE CHASING ME. THEN I GOT
TIRED OF RUNWING AND I FELL DOWN ON SOME GRASS
AND I FELL ASLEEP FOR 6 HOURS.

The entire story is told in paat tense, and Gordon’s use of
prononinals, demonstratives, and articles is clear. For example, when
he mentiona TWO THINGS in saentence 7, it is obvious that he is
refe: sing to SCARECROW and JACK-O-LANTERF. Lexical coheaion ia partly
accomplished through selecting the worda: CHASE, RAN, CHASING, TIRED,
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RUNNING, FELL DOWN, and FELL ASLEEP.

in the next story we’ve aelected for analyzing Gordon‘a coheaive
ties ¢12/2/82), he relateas a series of eventa that take place over one
year. He frequently uses AND as an additive conjunction, but he alao
uses BECAUSE as a causal conjunction and BUT a8 an adversative
conjunction. AND is used as an adversative as well aas an additive
conjunction in the last sentence: I TRIED TO RIDE IT AND I FRuLL OFF
BECAUSE I WAS NOT HANGING ON.

The story is told almoat entirely in past tense, and Gordon
flexibly marks the four time perioda he is discuasing by using these
four phraaea:

Gordon’s Text 12/2/82
ONE CHRISTMAS NIGHT I LEFT . . .
THE NEXT DAY SANTA 'AME BACK . . .,
FOR THE WHOLE NEXT YEAR I WAS GOOD . . .
AND ONE CHRISTMAS EVEN NIGHT. . .

There is one line where Gordon doean’t use past tenae: AND SANTA
SAID THAT I WILL GET SOME PRESENTS IF I BE GAOD. His use of future
tenae here iéy arise from his awareneas that converaation can be atated -
in present or future tense within a atory told in paat tense.

On 2/3/83 Gordon writeas a atory called AVALANCHE IN BETHLEHEM. 1In
this atory, Gordon exhibita good control over reference:

Gordon’s Text 2/3/83
THERE WAS ONCE A HIGH MOUNTAIN AND OVER THAT
HIGH MOUNTAIN LIVED A LITTLE TOWN CALLED
BETHLEHEM. IN ONE OF THE HOUSES LIVED A
LADY AND A BOY NAMED MARY AND JESUS . . .

After these opening asentences, Gordon movea into & deacription of
the events of a particular day: ONE DAY WHEN MARY WAS COOKING, SHE SAW
A BUNDLE OF SwOW FALLING FROM THE MOUNTAIN. All pronominal references
to MARY, JESUS, and the PEOPLE IN BETHLEHEM are clear.

Gordon opens his story on 3/24/83 with THERE WAS ONCE A BOY NAMED
LITTLE KNIFE, and he proceedas to deacribe LITTLE KNIFE before relating
what happened to this character on a particular day. Thia pattern 1a
aimilar to the one Gordon uses on 2/3/83. LITTLE KNIFE is the only
character referred to with a proper noun; hia mother and father are not
given names. As a result, this atory makes greater use of pronomrinal
reference than do hia four earlier atoriea for VYear 1I, and it ia
important to note how well he controla thia szpect of cohesion:

Gordon’a Text 3/24/83
. . « LITTLE KNIFE GOT SCARED WHEN HIS FATHER
SAID THAT HE COULD CARRY THE DEER WITH HIN.
LITTLE KNIFE SAID, "FATHER, 1 AM NOT STRONG."
“LITTLE KNIFE, " SAID HIS FATHER, "DON’T WORRY.




Wil JUU FAWh U o annl PELCR uUYU Wik UAVE JTUU FUWLER.

Gordon uses a variety of coheaive devices to tie this atory
together. AND is used as an additive conjunction, and BUT is used as
an adversative. . WHEN, ONE DAY, and FROM NOW ON are all used as causal
and tenmporal expressiona. Significantly, throughout thias text he
controls the use of present tenae for conversation within a story told
in past tense.

Gordon’s story on 4/7/83 is titled THE DAY THE HOUSE BURNED DOWN,
which cataphorically refers to A HOUSE mentioned in the first sentence.
In the second sentence, he mentions that A BOY SAW THE FIRE AND CALLED
THE FIRE DEPARTMENT. The boy 18 not referred to again, but Gordon
refers to THE FIRE DEPARTMENT as THEY. Gordon alao maintaina clarity
in pronominal referencea to the owner of the house: WHEN THE LADY THAT
OWNED THE HOUSE SAW HER HOUSE BURNING SHE SAID, “WHAT IS GOING ON
HERE?" ONE EVENING DAY, THEN, and WHEN are used to relate the sequence
of events, and AND is used as an additive conjunction.

Gordon’s writing in Year II demonstrates his control over
consistency in verb tense and pronominal reference. The events in his
stories often take place over time periods longer than one day, and he
is able to distinguish arong those time periods through the appropriate
use of temporal adv rbials and conjunctions and to link events and
episodes together to create coherent text.

Dana

Two of Dana’s aix longest stoiigs in Year 11 are imaginative
stories that do not include him as a character, two are personal
narratives of actual events, and two include an imaginative story
within the context of a personal narrative.

On 11/10/82 Dana writes an imaginative story called THE DAISY, in
which he uses an interesting sentence pattern to relate the eves

Dana’s Text 11/10/82
THE MAN TRIED TO PULL THE DAISY QUT.
THEN HE TRIED TO CUT THE DAISY WITH HIS SCISSORS.
BUT THE SCI ;SORS GOT CAUGHT.
THE MAN TRIED TO PULL HIS SCISSORS OUT.
WHEN HE PULLED THEM OUT THEY WERE BENT.
THEN HE TRIED TO SAW THE FLOWER DOWN.
BUT THE EDGE GOT SOFT.
THEN HE TRIED TO FLATTEN THE DAISY WITH A BIG
TRACTOR-LIKE THING.
BUT THAT DIDN’T WORK.
THEN HE TR1ED TO PULL THE ROOTS OUT.
BUT THE ROOT WAS LONG.
THEN HE TRIED TO BLOW THE DAISY UP.
BUT HE BLEW HIMSELF UP.
THEN A LITTLE GIRL GOT IT AND PULLED IT VERY GENTLY
AND IT CAME OFF.
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The alternation of BUT (an adversative conjunction) and THEN (a
temporal and additive conjunction) createa a text that resembles a good
newa/bad newa style of narration. A MAN is uaed in the first aentence,
and the nevt two referencea to thia charancter use THE MAN. Thereafter,
HE is almost excluasively uaed. IT conaiatently refers to THE DAISY.
Lexical cohesion 1is partly provided by the repetition of TRIED (7
inatancea) and the relationshipa among the following wordas: WEEDS,
DAISY, FLOWER, ROOTS. Alao related are the words: CUTTING, PULL, CUT,
SCISSORS, SAW, FLATTEN.

Dana writes a personal narrative about hia experiences at a rodeo
in his next text. Three different . :deo performera are mentioned; Dana
refera to two of them aa A MAN and to the third aa A KID when he
introducea thenm:

Dana‘’s Text 11/17/82
WHEN I GOT TO THE RODEO, A MAN WAS GETTING
BUCKED OFF A WILD HORSE. . . A MAN NAMED
HARRINGTON NARCHO WAS FIRST. . . A KID FROM
ALABAMA WAS FIRST. . .

Even though three male characters are included, Dana g0 well
controla the coheaive ties of reference that the reader is not confused
about the identity of HE or HIS wherever they appear in the atory.

A variety of temporal expressions are also used effectively in
thia text: ONE DAY, WHEN, BEFORE, THEN, FIRST, LAST BUT NOT LEAST, and
AFTER. '

Temporal expreasions are controlled somewhat differently in Dana’a
story called PAPAGO LEGENDS. The text begins like a persaonal
narrative, but moves into the telling of a legend:

Dana‘’s Text 1/26/83

ONE DAY MY GRANDFATHE TOLD ME A LEGEND.

IT WAS ABOUT AN EAGLE. THE EAGLE HAD A

BABY BIRD. THE BABY BIRD LOOKED CUTE.

THE MOTHER CNE DAY HAD TO GO GET SOME

FOOD FOR HER BABY . . .THEN ONE DAY SHE

FOUND OUT THAT WOLF HAD HER BABY . . .

The first ONE DAY refers to a day in the life of the narrator; the
second two refer to daya in the 1life ¢f the legendary characters. The
firat ONE DAY i8 also reminiacent of a conventional heginning found in
many North American Indian narrativea, in which the narrator
acknowledges the source of his or her story before beginning the
performance of the narrative. Another intersating feature in this atory
is Dana’s uae of AN EAGLE, then THE E#GLE, and finally EAGLE. While it
ia not until near the end of the atory that Dana electa to uase EAGLE as
a name, and it may have been prompted by his uase of WOLF aa a name
earlier in the story: A WOLF HAD TAKEN HER BABY 3IRD . . . SHE FOUND
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Although the title of thiz story containa the apecific mentioy
that PAPAGO LEGENDS are the subject for Dana’s text, Dana does not make
explicit the relationship between PAPAGO and his GRANDFATHER, although
he does use the conventional beginning, ONE DAY MY GRANDFATHER TOLD ME
A LEGEND.

A similar feature exists in the next story we’ve selected for :

Dana’s Text 2/9/83
THE WILLIAM TELL STORY.
THE MOVIE WAS ABOUT A GREAT MAN. WELL, ONE
DAY WILLIAM WAS FIXING . . .

A GREAT MAN is an anaphoric reference to the WILLIAM TELL of the
title. WILLIAM TELL is subsequently referred to as WILLIAM or HE, and
is tncluded in some uses of THEY. Beginning the story with THE MOVIE
presupposes that the reader knows THE WILLIAM TELL STORY is the title
of a movie Dana saw, not merely the title of his story. His transition
into the events of the movie is accomplished through stating WELL, a
rare use of a continuative conjunction in our subjects’ writina,

Temporal fratures are expressed with a variety of words: ONE DAY,
WHEN, SO, THEN, GETTING DARK, AFTER. This very long story (238 words)
contains several characters and Dana has some difficulty controlling
the pronoun reference. For example:

Dana’s Text 2/9/83

« +« . WHEN THEY GOT HOME THEY ALL CELEBRATED

HIS BIRTHDAY AND ON THE SAME NIGHT HELD THE

MEETING. ONE OF THEM WAS A TRAITOR. SO HE

TOLD THEIR MASTER. AFTER HE HAD HEARD, HE SAID,

"STAND UP POLE WITH MY HAT ON IT." . . .

The first use of THEY rcfers to William and his father, put THEY ALL
ray be a catapohoric reference to THE TOWNSPEOPLE mentioned at the end
of the text. ONE OF THEM probably refers to ONE OF THE TOWNSPEOPLE,
but it is unclear whether this person is referred to in HE TOLD. Also,
it is difficult to determine who iz being raferred to as THEIR MASTER.

Dana controls demonstrative reference fairly weil throughout this
text. In the second and third sentence, mention is made of A MEETING.
‘Twelve sentences later, he refers to THE MEETING. The use of ellipsis
is also evident in Dana‘’s writing of dialogue:

Dana‘’s Text 2/9/83
. « « HE SAID, “CAN YOU COME TO A MEETING
TONIGHT?" WILLIAM SAID, "NO, 3ECAUSE !T*S
MY SON’S BIRTHDAY." . . .

In thia context, NO means NO I CANNGT COME TO A MEETING TONIGHT.
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MEAN MEN, ESPECIALLY THE ONE IN THE WAGON, whe:-e ONE is asubatituted for
MEAN MAN.

In his text on 2/23/83, Dana relatea what purporta to be an actual
event. The atory containa a lengthy liat of items which the narrator
put into asoup for his enemy:

Dana’s Text 2/23/83
. . I PUT 1 TOAD LEG, 2 LIZARD TAILS,
4 EYEBALLS, 3 FIRED WORMS, 2 CATERPILLARS,
7 RABBIT’S HEARTS, 2 DEER’S GUTS, 2 BAT WINGS,
3 POISONED SNAKES AND 10 HOT COALS, AND 3 CANS
OF HOT SAUCE IN THE SOUP.

In contraat to the way writera like Elaine otten employ AND
repeatedly when listing eventa or itema, Dana haas reatricted hia use of
‘AND. It ia umsed to connect the laat three itema on his liat of aoup
1ngredignts: 3 POISONED SNAKES AND 10 HOT COALS, AND 3 CANS OF HOT
SAUCE. The aame pattern for AND ia used in hia deacription of deasert:

2 CAT’S EARS AND A CAN OF SHAVING CREAM, AND A CHERRY.

BUT is uased as an adversative conjunction, and BECAUSE ia used as
a causal conjunction. Only two charactera are present in moat of this
atory, and Dana haa good control cver all pronominal referencea.

In relating the experience of going to a mnuseum, Dana at two
pointa employs a liating format:

Duna’s Text 4/13/83
. THEN WE WENT AND GOT SOME ROCKS.
THEN WE WENT TO THE BEAVER AND OTTER EXHIBIT.
. WE SAW BEAVER TRAPS AND SKINS. WE Saw
THE BIRDS NEXT. AFTER THAT WE SAW A BEAR.
THEN WE SAW A JACKRABBIT AND WILD PIG. THEN
WE SAW A WOLF, DEER, SKUNK, AND BABY RED WOLVES.
THEN WE SAW ALL KINDS OF SNAKES . . .

Dana’a control over the sequence of eventa ia apparent in his use
of FIRST, THEN, NEXT, AFTER, and LAST. Dana refers to WE throughout,
although who WE refera toiis not made explicit.

N .

Dana’a often lengtﬁy texta demonstrate hia ahility to control
temporal features, verb/ tense, the variety of usea of conjunction,
subatitution, ellipsis, ! and lexical cohesicn. He ia able to use
pronominal reference clearly in all but the moat complicated texts, and
he usea demonatrative reference and definite articlea effectively.
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Concluaions

Although with greater or lesser degrees of control over the
various features we’ve selected for discussion, all our subjects
provide evidence that they are competent English language users who
control many complex features of English i1n their evolution of texts.
Our analysis of the types of cohesion found in the writing of our
subejcts provides information on how our third and fourth -graders
create meaning in written language and points to developmental trends
which will be examined in more depth at a later date. Qur writers are
aware of the.function of cohesive devices as event markers in text
construction and demonstrate flexibility in using these cohesive ties
for varied purposes. '

Contractions
with Ann Marek

During the course of our analysis, we became aware that relatively
few instances of contractions appear in our data. We wondered whether
this might reflect students’ awareness of the differences between
written and  oral language. This fact led us to compare the frequency
of contraction use in children’s speech, writing, and reading material.
David Freeman,; a linguistics graduate student, (1983) has begun a study
comparing contraction use between children’s apontaneous speech and
basal reader stories which we compared with an analysia of our
subjects’ writing of contractions. ‘ ’

.. The oral language cortraction data was collected - from four
second-grade children during their oral retellings of SKY DOG, a’ story
they had just read. These children speak a dialect of English known as
Down-East Maine and were part of a miscue analysis research ‘atudy.
(Goodman and Goodman, .1978) Five second-grade level basal reader
stories -were also analyzed for their inclusion of contractions. The
Papago children who are- the subjects of this research provided the

- writing data. Freeman’s study limits the definition of contraction to

include traditional contractioris.formed by inserting an apostrope and
omitting certain letters form the second word (usually BE forms,
auxiliary verbs, or NOT). He did not include contracted forma like
WANNA or GONNA. -

Analysfs of the tape-recorded retellings reveals that the four

. children average 25 contractions in about 600 words, representing about

4% of their aspontaneous speech. However, the text gf the story they
were retelling, SKY DOG, only contains 14 contractions in 600 words, or
2% of the total words. An examination of ‘the five basal stories
together shows an average of ‘12 different contractions per story, and
those contractions are used in about 2% of the total words. In -basal

‘stories, nearly all ‘the contractions: . appear in dialogue.

‘ In the writing .of our research subjects, 84 contractigns are used ’
in approximately 17,000 words, representing .05x of the total words.

"This is about one-fourth of the contractions used in basal stories and
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one-eighth of the number used in apontaneous speech. Acrosgu all three
forms of discourse, oral retellings, basal text written language, and
our subject-authored writings, NOT and BE forms are most commonly
involved in the contractions, edch comprising about one-third of the
DIFFERENT contractiona used By each apeaker or writer. -7

It is clear from our data that children use contractions even lesas
frequently in their writing (.05%) than basal readers do (2%).. Yet,
children in their spontaneous speech use contractions. about twice @as
frequently as basal readers do (4%). The fact that our children use
contractions on 84 occasions suggesta that they DO control this form,
. but that they are electing not to use it in much of ‘their writing. It
may be that their writing reflects a " growing awareness that
contractions are used leas frequently in writing than. in apeech.
According to Frank Smith, reading seens

...to be the essential fundamental source of ' \\aﬂ\v

knowledge about writing, from the conventions of
transcription to the asubtle differences of register
. and discourse structures in varioua genres...There
ia evidence that many children are senaitive .to B o
constructions of written language before they can
write or even read for themselvea...Individualsa
learning to write, especially if highly motivated,
rnay in fact demonstrate too much senasitivity to
particular aspects of written language (Smith, 19382,
p. 177 and 191). -

In her text on 3/30/82, Jean has chosen to use the iﬁ;leorm of 1
WOULD rather than 1°‘'D, which when combined with the suo;pbctive IF
‘gives her taxt a literary quality often characteristic 6f written

language:  IF~ ; LIVED IN SWITZERLAND I WOULD CLIMB THE MOUNTAIN...I,
WOULD BLOW A HORN. .

It ' seems reasonable to hypotheaize that theae children are
" attempting to approximate the written language regigﬁgr they have,
become aware of through their reading. o S

Further analysia will reveal whether _ the majority of their
contractions are contained in dialogue, as 1is the case in beaal
readersa. ’

o
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Dialect

Every language '1as made up ofs collection of dialects which vary "

to different degrees from each other. In this report the term Papago
English will refer to the dialect of English sapoken by most of the
Papagos in Southwest Arizona. A bite;ature search has not revealed any
information on Papago English. Since we did not have a reference to
help identify specific features of Papago English, we used insighta
from miscue analysis research on dialect features with varioug English
speakers (Goodman and Goodman, 1978) and knowledge about language
variation in general, and began to flag distinctive reatures of English
when they occurred in the writing of our subjecta.  dany.of the Papago
English featurea coded as dialect are similar to features considered to
be social class .dialects of oral English in more general use across
English dialect groups. In addition, we also flagged features which
seemed unique or unusual to- us in the subjects’ writing in order to
explore whether such features were diflect, idiolect or some unusual
use of a linguistic feature. . .

We used audiotapes of subjects reading their own stories when
necessary to help decision-making about dialect. After a story was

written, the researcher asked the child to read the story .onto a tape

recorder. ‘We used the oral reading on the audiotapes to disambiguste
syntactic, spellirg and dialect questions. For example, & child might
have wriiten EAT in a past tense salot but read it as ATE. We did not
code EAT ga dialect if the writer read ATE; the ‘word would be coded as
an invented spelling._ However, if the child read EAT as EAT in a past
tense slot, then it would be considered a conventional spelling &nd
coded as dialect (See section on irregular verbs). ' ‘

k"

IS gn
Towards the end of our data collection and analysis of dialect
features, we used the consultant services of Qfelia Zepeda, a Papago
linguist .and a native 'speakeg/ of Papago and Papago English. We
presented our preliminary conclusions to her and relied on her
professional and personal judggents &bout.the features we had coded as
dialect. In the few cases whenTshe rejected a feature, we discafded it
as possible dialect. However, when she was not immediately willing to
reject a' feature we  retained it as a possible feature of Papago
English. Thoae examples will be diacussed ‘specifically as we present

the data.

in alil of the writing analyzed, the subjects produced 1.7 features
“hat were coded as dialect for every 100 words they wrote in Year 1 and
1.1 dialect features per hundred words during Year II. Although all of
our subjects produce, in their writing some of the features c¢oded as’
dialect, most subjects alao produce most of these same features in
conventional non-dialect: :orma. at some point in their writing. This
suggests that within thia English speaking. community  all of our
subjects control to "some degree what is conventional in -~ written
language and what reflects more formal uses of English. This result
supports other dialect research which shows patterns of wvariability"
« *hin both oral and written language of various dialect groups in the
U.S. (Wolfram ‘and,Fasold, 1974; Goodman and Goodman, 1878, Rigg 1974,

.
.
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Shaughneauy, 1977).

The degree oFf control &nd the amount of consistency within any one
subject and among all of the aubjecte in thia atudy muat await greater
knowledge of Papago English and more in- depth analysia. 1n moat cases,
we have not analyzed the ratio of dialect featureas to the opportunity
for auch featurea to occur; i.e, we do mnot match how hany timea the

" subjecta or any one aubject produce a particular dialect feature with

the number of times they produce the same form’ conventionally. Thig
will ultimately be done by us in further analyaea of thia-dates but 1s
beyond”the scope of the preesent report. In the few cases where we make
some attempts at auch an analyaia, we will explain the ‘procedures. Ve
alao have not compared the written language featureas with the taped
oral language samplea of the children except in casea where we needed
to disambiguaste dialect forms as deacribed earlier.

Other than the decresse in mean number of dialect features from
Year I to Year II there do- not a=em to be any developmental patterns
which can be reported. The main reaaon for: little change acroas tine
in any feature however may aimply- ‘reflect the small numbers of dialect
features reflected in the children’a writing.

The dialect featurea are organized around four systema of
language: the phonological, the morphological, the ayntactic, and the
semantic. These are categorized in Table IV-17.

Table IvV-17 Papago Engiiah Dialect Featuresa

Phonological Hornhologicel Syntactlc Semantic
A/AN A . verbs subjezt.object WENT
o relatyonships
apelling e nouns subject/verb GOT/HAS
“agreement '
" alternative adverbsa TO BE forms idioayn-
forma_ ' .Y endinga crasies
deictiéa
Phonological
A/8N

" One dialect phonological feature represented most commonly by all
of the aubjects was the use of A for AN prior to words which begin

‘with 'a vowel. Otcasions where AN would be the expected determiner

(prior .to worda beginning with a vowel) occurred 30 timea in the two

_yesr / for all: subjecta. There were eight conventional usesa, two
E prob exa with AN which were not dialect related, and twenty timea where

/ _ | .
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A was written for AN (67% of possible uses). Eight out of ten subjects
produced this feature in Year I and three subjects out of six produced
this feature in Year II. The AN was produced conventionally eight
times by four different subjects, but only twice 1in Year 1 and the
other six times in VYear II. Mike produced both the conventional fornm
and A for AN during his two opportunities to produce AN in Year I. He
weas not in the study during Year 1I. Rachel produced A for AN twice in
Year I and produced one conventional AN in Year II. Dana produced A
for AN twice in Year 1 and once in Year I1I, but he also produced the
‘conventional form in Year Il five times. '

Intereatingly, 1in Dana’s 2-9-83 text he used AN where A is
conventional, in addition to using AN unconventionally:

Dana’s Text 2-9-83 o
WELL ONE DAY WILLIAM WAS FIXING AN BOW
AND ARROW FQR HIS SON’S BIRTHDAY...THEY
MADE HIM SHOOT AN APPLE OFF HIS SON’S
HEAD.

Elaine produced one conventional form in Year I, and produced A
for AN six times that vear., In Year 1I, Elaine produced A for AN on
one occasion. Vincent produced only dialect forms both yeers. 1In the
examination of thi one dialect feature, it is possible to see the
patterns of var lity within the written language of this " English
speaking, community. There are not enough opportunities for using AN to
be able to  come to any conclusions about when students use A and when
they use AN conventionally. However, the case can be made ‘that the
standard form is coming into use in the writing of these students since
the use of conventional AN is more frequent in Year II than in Year I.
We can’t say, however whether the shift is happening in both oral and
written language or only in written. -

Spelling

The -influence. of thé subjects’ phonological system on Gthe}r
spelling will be discussed in greater depth under the orthography
section of this report. It 12 mentioned-here in order to indicate our
awareness that oral phonologicai features of dialect are one of the
language repertoires that have influence on invented spellings. -

Alternative fornms

There was one gpelling of SOMETIME/SOMETIMES. Dr. Zepeda believes
that both can occur interchangeably in Papago.English and nay be
inconsiatent within eny one apeaker in this community. This is the
' case for tha use of SOMETIME for SOMETIMES in some other American
" Engliah dialects as well. ‘ .
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Horphological

P I

All the morphologicai features @hich were coded as dialect are
aimilar to those found in other dialect atudies (Wolfram and Fasold,
1974; Goodman and Goodman, 1978). '

Verbsa

Paat Tense Verbs

________________

Subjects represent past tense verbs occasionally by omitting the
ED. (See diacussion under the spelling section n this chapter.) But
all the aubjects produce the past tense form with the conventional ED
ending 1in more cases than they omit it, For example, LOOKED was
written twenty times in two years and apelled with an appropriate ED
ending 70% of the time. ‘A few 8ubjects produced the past tense ED verb
" form conventionally most of the time. -

At the same time that the subjects omit EC .forms sope of the
subjects actually overgeneralize and regularize the pattern of
irregular past tense verbs. Dana, who apelled FINISH for FINISHED in
Year 1I, also produced BENDED for BENT that yeer. Rachel, who omitted
many ED’s in Year II, also produced PUTED for PUT during that Yyear.
These are the only exampleas of overgeneralizations 1n the two years of
data, but they provide additional evidence that these subjecta have the
compatence to produce the conventional past tense form of verbsa even
though they inconsiatently omit it during the evolution of their
finished .text. ‘

Irregular verba

- - = e

Irregular. verba also reflect dialect featurea. It was obvious by
examining the uase of rejular past tense - forms, adverbial phrases; and
clauses of time, aa well as story context, that the subjects commonly
used past tense. But in acme past \tenge situationa the subjects
occasionally used simple present tense, forams of irregular verbs where
the past tense would be conventional. Wolfram ‘and Fasold report on
these verbs, &s they occur in Vernacular Black English and White
Non-standard English (Wolfram and Fasold, 1974, p. 151). They conclude
that this feature is not very wideapread among the dialect spedkera
they studied. This conclusion 4is true for our subjects as well. The-
following simple forms were used in past tenase positions in this atudy:
BLOW, DIG, GET, GO, XEEP, TELL, THROW, DRINK, BEGIN, FALL, FIND, RUN,
EAT, BRING and COME. ’ ks

Only the last three were produced by more than one subject more
than one time. Elaine used EAT for ATE four times in Year I while
Gordon produced it only once in Year II.. BRING for BROUGHT was used by
both Gordon and Elaine once.in Yeasr II. COME was used for CAME by
three different subjects. Vincent and Elaine used it once in Year I
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and Mary used Lt twice that year.

Sincé COME was used by the greatest number of subjects and both
COME and CAME occur somewhat frequently in the data compared to other
irregular verbs, it will be examined in depth.

CAME, used 67 timea, was the 43rd.m st frequent word used by all
the subjects during the two years combined. It was spelled
conventionally 96X of the time. COME was used 20 times during the two
years and spelled conventionally 85% of the time. Given frequency and
percent Jof conventional spellings it aeems that CAME is well controlled
by the au)bects. The fact that they did use COME for CAME in come
contexts, theréfore, suggeata the strong force of language cholce.

The three subjects who produced COME for CAME during Year 1 used
CAME conventionaily 22 times and COME conventionally 6 timea (this
refers to syntactic convention, not spelling). Four times COME was
used when CAME might be considered cbnventional, especially in writing.

i “he environments for each form follow tor each subject. (Spelling
has been conventionalized for the reader throughout this section on
diaiect. Ellipses indicate missing text.) ‘

Vincent’s Text 2/4/82 _
ONCE THERE WAS...THERE WAS A
MOUNTAIN...THERE WERE A LOTS OF MEN...
BUT ONE DAY THE PIRATES COME AND GOT
GOLD AND WENT BACK...

Elaine’s TexXt 5/11/82
I WENT...BEFORE THE CARS CAME..WENT
HOME... I WENT IN...I CLEANED MY ROOM...
WHEN. NY MON COME HOME SHE SAID..MY AUNTIES
CAME AFTER ME...SHE TOOK ME

Mary’s Text 11/3/81
. COWBOY IS GOIKG...HE IS GOING...
HE FOUND...IT WAS GETTING...IS EATING
FOOD...IS GOING TO GO...IT GOT DARK AND THE
MOON COME OUT AND THE FOX COME OUT AND RAN
AROUND -

Although Mary’s atory finds COME used 1n a present progessive
tense text but in a sentence with other past tense verbs, the other two
texta use the past tense throughout. This information adds to the data
on COME/CAME but sheds little light on why this phenomenon occurs. It
supports atudies by Fasold, Labcv et al., Wolfram, and Hackenberg: that
the use of "a presant tense form in a past context was quite rare and
that there were no individual speakers who 'did not use the standard
irregular or past forms most of the time" (Wolfram and Fasold, 1974 p.
151). It also strongly shows that' the use of simple present tense
forms - in past tense contexts occurs for some past tense irregular forms .
but not for all. ;
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Third Person Singular Verbs

e O I L I

The third person singular form of the verb seemg to be produced
more conventionally than the past tense ED forn. However the
complexity of arriving at this tentative concluaion cgn be seen by
viewing data related to the root words of LIKE and LOOK. (&able Iv-18)

i

Table IV-18 '

~ Comparison of Past Tense Regular and Third Person Singular Verb Forma

Words Total Occurrence Conv. Endings Omitted Ending
A
likes & 3 3
liked 19 11 8
iooks 3 3 0

looked 20 15 S

In moat cases the past tenase form is used to a much greater degree
than the third person s¥ngular, so comparison data is difficult. LIKES
is proportionately less conventional than LIKED; many third person
singular forms (like LOOKS). have 100% conventionally spellea endings,
while almoat all forme ending in ED have at least a few omitted ED
endings. In addition, although aix different subj)ects were involved 1in
the omission of ED on LOOKED and LIKED, only two subjects omitted the
S’a on LIKES and LOOKS. - ’

+
-

Nounsg

-

it seems as if there 18 nore tendency to ‘omit the S in plural
positions than the S in third person _singular. Only two subjects

omitted the S in third person singular formas, while seven ditferent
-subjects omitted S5’z on plural forms. ) ‘

Only one aubject onitted an S from the 71 posseassive S forms 1in
the data. That contrasts sharply with -studies of Black dialect
speakers (Wolfram and Fasold, 1974)., For cur subjects the majority of
nouns had a conventional S ending produced by these subjectsa.,

o

Adverbs (LY endings)

in a number of English speaking dialects the LY ia .omitted from
the base in adverbs. Wolfram and Fasold quote Mencken’s classical
deascription of American Engliah. '

In both <American common speech and the

vulgar dialects of the British Isles> one

encounters the double negative, the use of

the adjective as an adverb....(Wolfram and Fasold,

p. 27>
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Adverba occur less in English in most contexts tnan other wora
classes (Goodman and Burke, 1973) and the LY ending on adverba occurred
very few times in our subjectsa’ writing. The subjects in thnis astudy in
nost cesed used the LY conventionaily although two subjecta omitted the
LY only on certain words. It maey be that certain adverhs may have
obligatory LY endings while others may be optional, either for any one
language user or within a dialect community. It doean’t seem likely
that anyone would day THE GAME WAS FINAL OVEK.

In this study our ‘writera use the LY conventionally 1in such worda

as ACIGDETLY -(accidently) ESPECCILEY (eapecially), GENTLY and FINALLY.

The firat three were each produced once and the laat one was used five

times. HAPPILY wes used conventionally four times and HAPPY was

produced once in an adverb position. KUEL (QUICKLY) was used once and

"was read as QUICKLY by the saubject. One subject used SAFE in an
adverbial position three timea. :

Elaine’s Text 5/11/82
ONE DAY I WAS RIDING SAFE ON MY BICYCLE...
I WENT HOME SAFE...
I WENT TO MY AUNTIE’S HOUSE SAFE AND I...

REALLY occurred more frequently than other LY adverbs and will
therefore be examined in depth. REALLY waa difficult to analyze since
{t was spelled unconventionally every time it was produced. It was
considered to be REALLY under two conditions: (1) there was an LY at
*+he end of the written word (REALY, RALLY, REACLY), or (2) the writers
read REALLY when they reread their stories aloud at the end of the
writing episode. )

Seven subjects used REALLY in a total of twelve different texts
during the two VYears. Three aubjecta used REALLY five times in
adverbial positiona and never used REAL.in an adverbial position.

Two subJects used REAL only once in adverbiai positions and never
used REALLY. T.io 8subjects used both REALLY and REAL in adverb

positions and provide intereating contrasatsa.

~Mary’s Text 2/2/82
AND I REALLY GOT SCARED.

Anna’s texts were also both in Year I:

Anna’s Text 10/29/
I REALLY LIKED IT.

» UR CLASS WAS
SCARED, REAL{.SCARED.

"IT REALLY WAS SCARY.

Anna’s Texi 3/30/82 - P
THEY ARE HILLY. THEY ARE NOT LIKE
OURS. REALLY SOMETHING, 3
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grammaticel function slots to make conclusions about dialect. Contrary
to Mencken’s conclusions it i{s obvious that the subjects are not simply
using adjectives in adverbial positiona. The s8lota considered above
could all take REALLY in asome dialects of English, and they all
function as adverbs. However, these writeras seem to use REAL only 1in
linguiatic environments where VERY could be substituted and not in
otner environments. Keep 1n mind that some subjects do use REALLY in
such slota. Examples from other . students verify thia selected unme of
REAL. ' )

Hary’s Text 2/2/82
IT IS REAL (VERY) BIG

Anna’s Text 10/29/81
-OUR CLASS WAS SCARED, REAL
(VERY) SngED
g »

Elaine’s Text 2/10/83
) . .. THE DOORS ﬁLAHMED REAL
/" (VERY) HARD

Elaine’a Text 2/9/83

..A HIPPOPOTONMUS WAS

REAL (VERY) SKINNY

Again a very sophisticated understandlng of English on the part of
the subjects is evident. They demonstrate a high aegree of selectivity
in producing dialect featu;i7(- »

Syntactic

e

Subject/Object Relationships \\\-/\

Oné asyntactic feature which occurred in the written texts 6f/;ur

subjects is the use of objective case pronouns 1in . aubject posﬁ 1 nhr/
;;pwéﬂv

Jean produced the only example of a third person. case’ pronoun

subject position in Year I: HIM AND ANOTHER COWBOY GOT IN A FIGHT. v

The use of the firat person pronoun ME in the first posltlon of s

.combined subject is +the most common use of objective case pronouns -in

subjective positions. Six out of the ten subjects produced this form

(see examples below) in both Years I sand II. Dana produced one such

form in one story; Gordon produced three in one story; Mary two in one

.story. Elaine produced -cne in each of five different atories. Anna

had the moat complex pattern using the form in three different stories;
once in one of her stories, twice in another story, snd three times in
a third story: .she uses the same form in both subject and object
positions. { -

Gordon’s Text 4/14/83 . '
THE DAY ME AND MICHAEL WENT TO THE UNIVERSITY.
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IT WAS APKIL THE 13, WHEN WE WENT TO LUNCH. THEN
THE RESEARCHERS CAME AND ME AND MICHAEL

HAD TO GO TO TUCSON...WHEN WE GOT THERE WE WENT...
WE WENT TO ALL THE BUILDINGS...THEN ME AND
MICHAEL PLAYED...

Mary’s Text 2/2/82
1 WENT TO A CASTL%...I WENT TO KNOCK ON THE DOOR...
ME A#{D PRINCESS "WENT INTO THE CASTLE...ME AND
PRINCESS WERE SCARED AND WE WENT HOME :

Anna’s Text 3/24/83 ‘ - ' \
...AND I GOT 100,000 DOLLARS...I WAS
SO HAPPY...I GOT TWO TICKETS TO HAWAII...ME AND MY
FRIEND HAD SO MUCH FUN...WHEN ME AND MY FRIEND GOT
BACK...FROM THEN ON NOBODY HAS SEEN ME AND MY FRIEND.

Vincent produced the only use of me in the second noun position/of -
a combined subject ' g .

Vincent’s Text 13/27/82 )
THIS MORNING MY WHOLE GL@SS AND ME GOT TO SEE.
IT ERUPT...ON 4/5/83 WE OENTm$0 A FIELD.
TRIP... :

None of the other double aubjectas included had a modified noun
phrase where the subject was a group (like CLASS). The other double
aubjecta were pronouns plus saingle animate or ‘proper nouns. In
addition to the above examples the subjects produced the following: NE
AND JOHNNY; ME AND PRINCESS; ME AND MY_COUSIN; ME AND MISS VON. 1t
nay be that in the kind of atructure Vincent used it is permisaible to
use ME in the gecond position of the conbined.subject.

A selected search was made to see if any of the subjects ever used
the more conventional double subject with the firat person I occurring
as the second noun in a compound subject. We did not at this time look
at every use of I in the total corpus. However, I °'is the third-ranked
word in frequency 1in the. data; it is used by the subjects 583 times,

“which represents 3.5% of the running words in the subjects’ ‘written

texta. At a later date we hope to examine each position where I
occurred to see if any subject ever used I as part of a combined
subject. ' ' '

. Our selected search revealed no instance of the aubjective case
pronoun I in the asecond position-of a combined subject atructure. Ve
also selectively examined satories by thoase subjects who did not produce
the ME-PLUS-NOUN structure. In addition, we examined one-third of all
the pieces of writing in this data. As we read compositions fox other
purposes we kept looking for the I-PLUS-NOUN feature. We didn’t find
one inastance of this feature. We cannot say that this feature never
occurs in the data; however, if it does, frequecny of occurrence 1ia
likely to be minimal in comparison to the use of the ME-PLUS-NOUN form.
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Thia feature, which occurs in the oral language ot theae children, mray
be the most consistently used dialect feature in thelr iting. We
have evidence from other atudiea that both NOUN-PLUS-1 and :E-PLUS-NOUN
ore used 1n other cnildren’s writing (Milz, 1983; Graves, 1982).
However, the latter form 18 gvite cohmon 1n the oral language of many
dialect groupa in the U.S. Aduitional research on this feature would
reveal whether this 18 dialect apecitic or oral language apecitic,
and/or whether it changes developmentally across tinme. For the
subjecta in this study no changes in this feature were noted acroass the
two years, ’ '

Subject/Verb Agreeaent

Lack of conventional agreement. between aubject and verb was
evident in the writing of these subjecta. Again the instancea of
occurrences fgr this feature were amall and varied inconsiatently
within and acroas subjecta.

One lack df agreement hetween subject/verb was the use of DON’T
for DOESM’T. Only two opportunities for DOESN’T occurred in the
whole atudy and Jean and Mike use DON’T in each case. :

" Jean’s Text 11/17/81

I HOPE IT DON’T HAPPEN TO YOU. .

Mike’s Text 11/17/81
I HOPE YOUR OTHER SON DON’T GET KILLED

.The'moat common agreement issue 18 related to tne uses of WAS for
WERE and IS for ARE. Five different subjects producea either one or
the other substitution, and ohe produced both, This particular
agreement issue ia not related to Papago Engiish only. It 18
documented among nmnany dialect groups and 18 often mentioned ,éa a
writing problem (Shaughneasy, . 1977, p. 115). Certainly in the writing
of dissertations and reports like this one the agreement isaue is . often

rentioned.

Our subjects do use ARE and WERE conventionally. ARE 1is used 56

timeas and WERE 85 timeas during the two years by all the subjects, What

seems significant is the complicated relationship of THERE with WAS and
WERE' which can be seen in Vincent’s examples. Vincent had the largest
number of WAS/WERE agreement featurea coded as dialect.

Vincent’s Text 2/4/82
ONCE THERE WAS SOME-PIRATE ON SEA. ...AND THERE
WERE .A LOTS OF MEN WHO WERE TRYING TO CLIMB THE
MOUNTAIN... -

Vincent’s Text 10/27/82
THERE WAS TwO BIRDS. THERE WAS ONLY A LITTLE
"TREES UP IN THE MOUNTAIN. IT LOOKED LIKE THE
BIRDS WERE GOING TO EAT THE LAMB.  THERE WAS
FOOT PRINTS. '
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Vincent’s Text 4/13/83
THE FIRST THING WE SAW WAS SOME GRAY WOLVES.
THERE WAS ONLY 2 DUCKS IN THE WATER

Vincent provides evidence of an inconsistent use of dialect
features. He uses WERE with plural subjects in some settings but not
- in others. It is interesting to note Vincent’s text 2/4/82; THERE WERE
A LOTS OF MEN WHO WERE... In this text Vincent anticipates plural
subjecte followed by a phrase beginning with A which usually introduces
singularity. However A can also introduce a mass noun such as LOT.
Choosing = the proper form of the verb TO BE in a sentence of this type
can be problematic ‘even for adult writers of English. ’

TO BE'forns

The omission of the copula or the auxiliary form of "TO BE in
either full or contracted form occurred rarely in these subjects.
Three subjects did, however, orit the fo;ms at least once and one of
the three produced such a structure three times. The fact that such an
omission occurred rarely can’ be concluded by examining other data.  AM
is used in the study 40 times conventionally; WAS is used 478 times;
ARE is used 56 times: IS 1is used 149 times, all conventionally. These
features were not individually examined for their grammatical function.
I’M and THAT’S are used 3 times conventionally and WE’RE is used once.

This data shows not only that the inclusion of these forms 1is a
prominent feature in the written dialect of these children but also
that full forms are much more prevalent than contracted forms in their
writing. Are these subjects already showing an awareness that
contractions are to be used sparingly in written English? We suggest
this as & hypothesis at this time but need to examine our data more
carefully for a more definitive answer. We also need to discover the.
nature of the relationship between this observance and subjects’ -‘oral
language. ‘ ’ o

- - ar [ [P U,

The only subject who oritted the TO BE forms more than once also
demonstrated her ability to use:’ them conventionally. The examples
below represent all the omissions in the study. One of Mary’s exanplés
shows both her omisstion and inclusion of a single form in the aanre
story. Anna’s example is the oniy omission of WAS and the - only
example of an omission of a form that can’t be contracted.

Mary’s Text 1/14/82
HE GOING TO EAT THE.WORH
...AND HE GOING TO EAT LOTS OF IT.~

Mary’s Text 1/21/82
THEY COULD CLIMB IT. IT IS REAL BIG.
...IT TOO BIG FOR ME TO CLIMB IT.

Mark’s Text 2/11/82
_THEY TRIED ‘IT AND THAT WHY RABBITS HOP
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L Anna’s Text 10/29/8%1 ) -
P OUR CLASS WAS SCARED. REAL SCARED
IT GOOD, IT WAS FUN.

Delctics

THOSE is used aa a deictic prior to common nouns in Engliah as
Rachel showé in the following exanple.

Rachel’a Text 2/9/83
.AND HIS FATHER SAID "WHO WERE THOSr PEOPLE? -

. In oral Papago® English, however, it is acceptable to use THOSE ss
a deictic with proper nouna. We had two examples by two subjecta 1in
the data collected for this atudy.

Anna’s Text 4/14/83
WE WENT TO PICK UP THOSE MARK GORDON VINCENT
DANA AND MISS. KASTEN

Anna’s Text 9/15/82 .
AFTER THAT WE WATCHED T.V. THEN THOSE DELNARIE
CAME. WE PLAYED FOOTBALL FOR AN HOUR.

Semantic

Our data on the semantic aystem showa more idioayncratic dialect
features than in the phonological, morphological, or ayntactic systenms.

That ia&, one ' or two subjects produce the structurea coded as
dialect only once or twice. These seem to be features which may be
part of oral Papago English according to our " conaultant. They are
examined below, one feature at a time.

e e ~As—we examined 'dialeéﬁ»featuresw-}t~became»_evident that_one orali
language feature which we noticed frequently in our oral interactions
with the subjects occurred only once in their writing. We often heard
the children use SURE as an intensifier such as: This 1s , SURE .good.
Although thia is alao a feature of most oral Engll°n dlelects, it s
Ata frequency of use that makes it distinctive in Papago English.

‘Vernon was the only subject who uaed it in writing, and he only
produced it once. L

Vernon‘a Text 2/16/83
. I SURE WISH OR HOPE 1 AM GOING TO BE ONE WHEN
I GROW UP.

We 'are unable to conclude whether there was a lack of opportunity for
the subjects to use this form or whether they are beginning to ' sense
that such a feature :s not used in formal uses of written language. We
tend to believe the latter, since auch a notion seems to be reflected
- for other dlale t features as well, More work needs to be done to
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determine the occurrence of various dialect features in oral language
and the occurrence of alternstive options in both written and oral
Papago English (Tannen, 1981). '

WENT

This involves the use of WENT in a place where other speakers of
English might use LEFT or HAD GONE.

Rachel used this feature -twice.

Rache)’s Text 11/10/82
...AND A NICE GIRL CAME AND GOT THE DAISY AND
THE GIRL WENT.

GOT/HAS

Our subjacts use GOT occasionally in their writing where HAVE or
HAS might be considered conventional, but all the subjects use HAVE and
HAD conventionally as well. The following are sore examples. The last
two examples show complexitiea related to the use of HAD and GOT.

Dana’s Text 10/13/82 .
" I GO TO SCHOOL AT TOPOWA. I GOT ONE SISTER.

_ Elaine’s Text 2/25/82
o HE HAS A BIG HOUSE. HE GOTS BIG FEET.

Elaine’s Text 4/7/83
BUT WE CRASHED. THEN THE POLICE CAME. AND THE
AMBULANCE. AND WE GOT IN THE HOSPITAL.
Ruth’s Text 4/7/83 , .
.* ONCE THERE WAS A TUMBLEWEED JUST SITTING THERE ...
A WOMAN PICKED IT UP AND HAD IT FOR HIS TREE!

Idiosyncrasies

There were a number of features we -flagged as dialect, often used
by only one child on .one occasion. They seem to repregent oral
language which is not exclusive to Papago English. Our - own - language
intuitions suggest we’ve heard these features among other English

. speakers as well. They are listed here in order to have the data
available for further research: ' '

Elaine’s Text 11/3/81
 AND I WAS RIDING THE HORSES. S0
THE MAN WAS RIDING ME. AND I
"WENT TO THE RODEO

Elaine is using ‘RIDING ME to mean was GIVING ME A RIDE. We have
overheard among other speakera 1n Tucson: WILL YOU RIDE ME TO THE
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STORE?; and SHE‘s RIDING ME TO THE AIRPORT.

{

Rachel used AFTER and BEFORE in unusual ways.

2
Rathel’s Text 2/1/82 g
'AFTER, I WENT TO SEE MY BEARS

- - Rachel’a Text 1/7/82 . o
BEFORE THEY PACKED AND THEY WENT OFF.

Theae uses seem tOo be related to aequence of eventa. In the firat
of Rachel’s texts, there are a seriea of eventa; AFTER seems to be uaed
to mean FINALLY or AFTER THAT. 1In the 1/7/82 text she also had liated

. a series of events and decided at the end of her writing to let the
" reader know that they had packed earlier, BEFORE all the events she had
just mentioned. :

Summary -

_ There seem to be dialect featuresa which are fepresented in writing
of our 8ubjects. Only one feature, use of objective pronouns in
compound subjects, ie used with any degree of consistency. However, we
have no evidence that Papago English as spoxen by these children in any
way interferes with their use of English in writing.

As these childres :-:elop experience with a variety of reading
naterials and continu. to write they will expand and refine thear
awareness of written contexts and of which dialect festuras are more Or
leaa appropriate. There 1s evidence hat they are already beginning to
do 30 (See section on contractions.) :

what’s moat important is the conclusion that these children
control - @ variety of English dialects -or registers ineluding Papago
English and they can express these 1in written form and beunderstood.

“Narrative Analysis Instrument T

e e e e e e e e o m = =

with f.ois Bird

This section provides data on sore overall aspects of teut
organization. ' , -

-

The students wrote four different kinds of texts. Narratives
account -for the largest number of texts, at least 60% for all students.
The other types of texts the students wrote, in order of frequency,
were letters, reports and a group of miscellaneous texts that were
largely descriptions of pictures or other eventa. It must be noted
that it is not always eaasy to distinguish the various types ¢f texts.
In further. evaiuation of this data we hope te relate the difficuliy of
' categorizing text in its traditional categories such ag narratave and -
expository to a theory of narration. After two years of discusaing and
+rying to uncderstand the differences between narrative and expositoery

- v

\{:
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writing we are not convinced that they exist. separately from each
other, especially duriuy the elemcntary school years.

For. the- purpose of' this report we wili evaluate only certain
aspects of the narrative textsa.

The Narrstive Analysis Instrument developed by Goodnan and Vaughan
evaluates atudent writing :n four —categories:  plot/eventa,
characterization, setting, and & dgeneral statement of the plece’s
overall quality. Within each category, the plece 1s rated on a sca.e
.that progresses from one to four, with four being the highest possible
rating QSeé Appendix IVE). Thus, a pilece  that receives an, overall
acore of sixteen has scored the highest rating of four in all four

- categories. ' o i
Using the narrative analysis instrument was a four-step process.

Only one researcier 3Jjudged ali: the stories in @Worder to maximize
reliability. First, ‘before the redearcher began the actual analysis,

she read every piece of writing in clusters for every subject, in order

“ to gain a basic familiarity with the data as a whoie. 1ln this way, she
established 'a baseline from which to judge each piece individually.” In

this study tHhe stories were read-in-three—batches.--Most—of-Year-l-was————

done at one.time. Year II was done 'in two readinga, in December ‘and in
April. ' '

, Secondly, the researcher basically worked with one subject’s work.
at a time, rereading every piece that the subject had written within a
particular batch. Thus by the time the resesarcher was ready-to begin
the actual analysis on one 3subject, she hed a sense and knowledge of
the writing of the subjects as a whole and for each individual. Gaining
this sort of familiarity with the writiny data is a critical part of
the analysis procedure. :

The third step entails concentrating on one piece of writing,
reading and rereading the definitiens of the narrative analysis
categories (See Appendix IVE), and then on the basis of those

'”’“““'“VgUYGETTHES*”deCIdTHg”"hOWf’tbv‘raféw“the””pieté”“iﬁ’"EEEH””65~“ERE'“I6ﬁ?"
categories.

The. fourth step 1ia a re-checking, ‘examining ~once again the
analyzed pieces from each subject, and at Qimes changing scores on
decisiona that have been particularly difficult.

In using the narrative analysis instrument, the «rces&archer
obviously relies on subjective deciaion-making. This Xnowledgeable
subjectivity provides a deep understanding of the ‘child as a writer as
the researcher judges ‘each plece in conjunction with other  piecea the

- subject has written, as well &s on the basis of what the group as a
vhole haa done, and 1if she adheres aa closely aa possible to the
analysis .guidelines contained within the semantic definitions. _ By
following theae steps, the researcher will find that the inatrument
does reveal diatinct patterns in the ways different atudents express
themselves in written form and write stories. These patterns.will be
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addressad 4oatly in the caae studies.

In order to provide a clear underatanding of how the narrative
analysis inatrument worka, the researcher has outlined beiow the
anelysis procedure she used in scoring one subjlect’a composition,
Dana‘a story about super heroea. - -

Figure Iv-2 Dane’s Text 3/1/82

,.#:Ca~;iéLﬁﬁ£1£m,,a::;; >>>>> 4ﬁfﬁqcu¢: ----------- .

u[ﬂm;;iu //m,,g ___d,,_M_Zr,L (c;;

ZL4AAA_~_ZA,_~.,I7 :pBi__éékutlﬁL;;;2/125:

- - g U R

[" .»:ncL “jZ(;ECM/‘)-\m ..QI:;LI-C'A__E:‘“

' La e /Lo NsSIis ia'c,.__cwamju__:ﬁmc;_*fl’x(’,- o

S —~ ——————e
LEIIAT ;g—'f weiin ,5‘().") 7 7‘4“'. dyrnns

In the city of Metropolls s Superman and the Hall of Justice battle
the viliains . ’ : N

e TTTRE VITIains atmost fost o : , e
gut the.vilralns won ) '
Superman sgid to the Hall of Justice neros » " We neca one ‘more hero

L]
"1 know Jjust the hero . . : .
His name §s Spider Han . - ' ‘
I think he might bring some friends .« ’
Their names are Ice Man and Firestar ., ¢
When Spider Man arrived witn his amaziny frienas , -tne vijitlainy «
struck again .
This time, the viltains lost .
‘Superman said » " Nice team , "

In the first narrative category, plot/events, the researcher rated

thie piece a ‘four’. Although the two batties, the Supey” Hérces fight
_,égg&gg;ﬁ;ﬁg villains are not described in detail, the main plot -
uniting . the Super Heroea into one unbeatable force - 18 nicely
developed through the effective use of dialogue and. cohesive ties,
Each ‘event flowa logically into the next, ail building up to & aimple
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yet aatisfying conclusion.

In the second category, characterization, the researcher rated
thia story a ‘three.’ Dana clearly defines his characters and
distinguishes between. thz major character, Superman, and the other
ainor characters. However, he fails to elaborate and develop hia
characters.  He provides the reader with 1.ttle or no informaticn as to
their physical appearaﬁce. thoughta, motives and so forth.

The setting, the hall of juatice in the city of Metropolis, bringe
to mind images of the old Suﬁernan comics and the more recent Superaan
noviea which contribute “to the piece as a whole. The writer adds o
further detaila, however, so the reaearcher gave the plece a ‘three’ in
the aetting category. ' ) »

In the fourth and final category, general quality, the researcher
rated the 8tory a ‘fecur,’ Dana :introducds a conflict, augjesLEs &
solution, and then 'ca:ries out the plot to & neat resolution. His

w:ziting 1is sparse but powerful. He captures the mood and tone that is -

the esaence of Superman’s calm and level-headed triumph ove:r evil.

Some possible criticisms of this instrument should be mentioned.
The moat important of these 1s that the inatrument is simplistic. . it
is clear that it deals’primarily with the mnore concrete aspects of
expression - plot, characterization, an! aetting. But even within

these concrete categories, basing the analysis on a simple four-point’

s continuum glosses over finer but eqnally significant gemantic
distinctions. ' '

Furthermore, although the £our£h category, the general quality

statement, is an effort to consider such semantic subtleties as the
writer’s voice, monod, and tone, it is far too broad and sweeping an
evaluation to adequately capture these nuances of expression. For
instance, the real power of Dana’s narrative liesg in his written style
and language, neither of which are adequately evaluated in the
instrument. Also, his effective use of dialogue as a tool to develop

v .——.both the .plot--and-—the--main character, Superman, is not taken into’

con81derat10n.

A more in-depth instrument of analysis needs to be developed; it
would- expand the continuum ~within each category beyond - a four-point
scale of analysis and develop finer methods for detecting tone, voice,
audience, 'style, and mood, as well as exarining:  mdre closely the

interplay = between aermantics and syntax and choice of writing,

strategies. Finally a four-point scale may be helpful for a ’quickie’
evaluation but it ia too narrow to ahow growth or deveiopment.

~ In spite of  theae shortcomings, the Narrative Analysis Instrument
dvex reveal patterns of sense of story. For example, aome  young
writers consistently create well-developed, actlon packed plots but
give their characters iittle more than names. e, g., Mike, THE DAY PLUTO
ATTACKS SATURN. (See Figure IV-3)
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Figure IV-3 Mike’s Text 4/27/82

-

The Day Pluto Attucxed Saturn .
One"day on Saturn people hearg Dombs Ritting d>aturn .
he an spacesnips o - .
Sn {nz froﬁt of the spaceships it saia , % Pluto warships . "
Then the spaceships started firing at the peopie . ‘
The peoplte on Saturn took out the guns anao starteu firiny 4t tne
Pjute warships
They bilew & of tnem up .
Then tne Piuvuto warships blew up one village »
Then the Pluto warships left .
A lot of people on Satuyrn were injurea In the fight .
Then the Piuto Warships ceme back ont fay .
The Saturn people were ready for them .
The Saturn people saw the Pluto warsh«ps
They.started firing . :
They blew up one village .
The Saturn people firea their guni o
They blew up b Pluto warships .
Inen tne Pluto warships t2ft ferever .
The end

Some writers, on the other hand, dgveldp well-rounded characters

who function in almost nonexistent plots like Jean’s story about PIXIE
STICK. ' ' ' ’

Figure IV-4 Jean’s Text 3/3/82

Jdnce upon 4 tine chare was @ glrl npanea Pixie Stiack o
. Ang sne was & yJozd Jirl . )

She aid a iot of  work for.ner motner .
when her mother was at Wofk sne cieaneqd nNef NOUSE o« ANQ anen Ner

motnes came nome » Ssne gave her syme mopey for cileaniny tneir
house . ’

The Eng

I3

Hence, to the extent that the instrument reveals basic patterns of
narration -~ plot, charactera, setting - it is baoth reliable and

- helpful, and may, be ‘uséd, in conjunction with other mnethods of
evaiuation, by teachers and researchers ' alike as a baseline from -which

i. . .
to evaluate students’ written expression. >

N
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confusion over the definitions of terms such as letters, numbers, or
words. '

Fach subject participated in two different types of 1nterviews.
One was called the Concepts of erting Interview . ana was _held at the
beginning &and end of each Year. The other, called .the Bi-Monthly
Interview, was held &pproximately every two montha where the research
and the subjecte discussed the writing -the latter had done over the
previous period of time. The procedurez for and nunbers of the
interviews are described in Chapter II1I. "It 1ia through  these
interviewa aa well as discussicne held during the observations of’ the
subjects by the reseasrchers that there was a great deal of opportunity
to diecover the degree to which the subjects could be anaiytical about
. ~language--diacuas language as an object of. atudy. it ‘ia from .these data
that the next cetegories of metalinguistic awareneas are available.

In.the sacond category, developing metalinguistics, there are some
attempta by the =subject to explain the language  process, either
correctly or incorrectly according to linguistic study. The subject
‘makes use of language _to desacribe language characteristica;. to provide
‘functioﬁél reasons for language use; to focus on surface satructure
analyasis of language; to partially explain lenduegé‘ featurea. The
language used by subjects 1is related to Smith, Goodman, and Meredith’s’
(1576) private/public conceptualization im which children atteapt to
nake their private ‘conceptiona available to a public through the
process of absatraction. In making” thair private conceptualizations
public they generate their own meanings.

any  examples of this developing metalinguistic
awarenesas in r/subjects as they try to share with others (the
researchers)t>gyrheps for the first time, what they believe and know
about languag The 1in-depth studies provide many exenples. A few
here will help clarzfy the Dybdahl categories. -

" There are

Hark provxdes many* exanples of developing metalinguistic
‘awarenesa. - He usually responds to questions such as WHAT IS A GOOD
STORY? or WHY IS SPELLING IMPORTANT? with ‘I don’t know.’ Then when he
ia probed a bit more he begina to formulate some possible ideas.
L (Interview 3/9/82> ’

Researcher: What do you...when you write on paper what do you do so

that other people can read it?

Mark: ‘Umfmmm...tell ’“em what I’m gonna write. :

Researcher: 0.K. Is there anything .you have to do about your
~.3— handwriting that makes it easier for them to read it?

Mark: Oh, write nice.

- Researcher: What does that meen’
Mark: Like, don’t write sloppy.

Mark’s first respohse was his own pravate idea, but as he was
probed he began to share more common yiews about whar characteristics
are necessary for someone to ‘read another’s writing. He 1s therefore

*»
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Metalinguistic Knowledge
with Sherry Vaughan

' Bl

For our purposes of - describing~the development of metalinguistic
corpetencies across third and fourth grade writers, we have elected to
avoid the conflict that arises in the literature around the issues of
reflection, ewereness,,enéf conaciousness and to incorporate part of
Philip Dale’s definition as moat appropriate for use in thias study.

Metalinguistics awareness (18) the ability to think about

language and to comment on it. (Dale, 1976)

This inclusive definition p}ovides direction for examining all
aapects of what way be considered metalinguistic and allows us to
consider the relatedness of each of these issues.

. We also subscribe to Papadropoulou .and Sinclair’s notion of double
abatracting involved in developing metalinguistic/knowledge.

On the one hand the ch:ld has to become aware of himself as a
speaker and hearer by taking some distafice from the immediate
use of language...and, on. the other hand, he has to
dissociate the linguistic elements as objects of atudy from .
the reality they represent... This capacity develops
only very ' gradually.(Papadropoulou and Sinclair, 1974, p.
250). g ' : '

Data for 'charting’this developing capability comes from both the

manual observations of the children’s writing process as well as

bi-monthly and concepts of writing interviews.- Dybdahl’s (1979)
categories of 1) use of language, 2) developing metalinguistics, 3)
conscious metalinguistics, and <) scientific metalinguistics nay
provide some insight into how that data may be analyzed. According to
Dybdahl, developing metalinguistic competencies may be classified alcng
a .continuum with use of language representing the least _ developed
competency and acientific metalinguistics being the most developed. -A
subject of course couid represent all levels at once:;depenQizég;pn the
language context. : . .

The ‘use of language’ cetegbry indicates oral languegé use ebouﬁ
written language within the literacy event without any andlysis of

language form or function. Language at this level of metalinguistiq_'

developrment may include an . evaluation of~ language appropriateness and
perhaps a correction stipulated by a rule viclation."™ It does not,.
however, indicate that the language user 1is Consc;ously awvare of
attempting to communicate these insights to a listener/reader.’

Ail of the subjects used oral language about written Lénguege
appropriately in context. Metalanguade. terms such as READ, WRITE,
LETTER, STORY, SENTENCE, PERIOD when used pg"peit of the literacy event
communicated appropriate meanings, to the listeners. The individual
case studies document much of this kind of language. We have no case
of any subject using written language .register to  indicaté-any

7

- page 1v-77

11

-



—n @

roving ‘igto” the next category: conscious metalinguistic awareness.

Conscious metalinguistics is the next step along the continuun.
Here the . Qriter demonstrates an ability to reflect, control and
verbclize about linguistic processes. This level is -more abatract in
that the learner demonstrates the capability of putting language aside
and regarding it as an object. This is the leveli.”of Vygotsky’s
verbalized introspection in which a deneralization of an expressed
concept may occur. Here the writer demonstrates consistent insight of
vhat language ig and what .it may do, and not simply a verbose
explanation. These are often shared meanings about language learned in
school but still may not reflect what linguists believe about language.

Anna demonstrates this conaclous level of metalinguistics when
after rereading a sentence she just wrote she comments ‘"to the
reasearcher . watching her write on 10/8/82 that ‘she “"needed a period
there". Later on in the'same piece she writes the word: CAT when she
intends the word MOUSE. In rereading her phrase, HE PUT A CAT... she
comments, "Uh, oh--1I meant mouse" and makes the appropriate revision.

All of the subjects provide many examples of -conscious
retalinguistic awareness. Some of the responses like Mark’s (Interview
11/5/81) seem to be concepts related to -~instructional influences

+ although this’ is not always easy tofdiscriminate.

Researcher: How can you tell it’s not a story? .

., Mark: It don’t have periods.

Researcher: * Any other reasons? )
Mark: Cause it has numbers. : . .

Jean (Interview 3/9/82) provides more sophisticated responses.

* Researcher: What.does a good writer need to know or do to write well?
+ Jean: Umm...how to! spell words and how to put capitals and the amall

letters witl the periods. )

Researcher: ...Now m&hat does a...a bad writer .do? Or how can you tell
somebody’s a bad writer? ,

Jean: Umm....’causé they read it and it don’t sound as good as the
other person’s. _ : : '
Recearcher: O.k. WRat do you mean by sound good?

Jean: ‘Like when they read it and some things not- spelled good. Or it
doesn’t make ‘sense. '
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. The scientific metalinguistic category which represents the moat
developed end of the continuum 1is characterized by the distinction
between the lay person’s knowledge and “that of a profeasional linguist
or a atudent of language. This latter category was not useful for this
atudy. \
Since our data involves a deacription of the context of situation
for the writing episode as well as a product (both oral and written),
theré ia a large body of information available to identify and desacribe
incidents and patterns of metalinguiatic development. It ia clear from
our data that any individual’s metalinguistic knéwledge_will dlstr;pqse
unevenly across the continuum depending on several factors operdtirg
.ainultaneously on any writing occasion. Knowledge and awareness| are
reveaied when the child writes .within a functionally meaningful
- -  environment, which may include others either observing or participating
“1in they writing event. Metalinguistic comments are dicected to the
_« researcher, peers or the teacher. Interview questions are organized to
gain specific knowledge .about students’ metalinguiatic knowledge. The
reasearchers have captured specific instances of netalinguiastic activity
) which are nmentioned in - - appropriate case studiea. There is a great
" deal of data available to further satudy the validity of the Dybdahi
: continuum and to build a theory about metalinguistic development in
children as revealed by the writing event.

eaf

Ba2haviors During Composing
With Wendy Kasten

When atudente‘ﬁrite in a claaaroom a host of ectivi;iga accompany
the actual writing. These activities .form a . dynamic part Qé the
literacy event.  They "may have pecsitve or negative impact on the
author’s product. We called a number of thease activities behaviors and
coilected data on them and analyzed then. We believe all theae
behaviora have aignificant influence on the writing process. A gréat /\\
deal more enalysis must be done to see how these behaviors intergg{giz
with each other, how they influence text production, and how different’

. assignmenta or contexts interact with the behaviors. '

The following' findings on behaviors during the composing protess(\¢/’
were ' derived from the “manual observation of writing.” (For
explanation -of the manual observation procedure and definitionas of
behaviors see Chapter " IIIL.) The behaviors that were defined and

’

- .collected by the reaearchers while the subjects were writing were later
- cbllated “and examined. A profile was compiled for each subject of all
- thé behaviors during their writing episodes for the duration of the

atudy. Thesé profiles were examined in regards to individual behaviors
as well as in regards to individual .subjects. Theraignificencé of
behavioras on the writing of individual subjects is well documented in
the in-depth case studies. A summary of the behaviors for_ the saix -
subjects for whom we have comparison data ias included in Table IV-19.
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-to the overall composing process.

-Table IV-19  Summary of Behaviors: Years I and II P

Year RV T I RR D R sv ST RT
Anna I 77 0 70 31 0 31 179 31 9
II 189 3 86 65 7 101 368 33 30
Elaine I 52 2 34 27 0 43 43 64 54
II 84 0 58 26 0 58 48 17 31
Gordon I 11 2 66- 55 0 61 64 28 27
I1 185 9 117 57 14 94 40 26 94
Rachel I 110 1 34 10 0 37 2 "43 11
II 144 4 49 38 2 30 ) 131 7
Vincent I 64 1 50 le 1 31 31 35 38
I1 112 1 50 18 2 28 50 88 31
Dana I 63 0 75 25 0 20 111 50 26
II 147 0] 73 52 0 8 192 178 31
-Codest . .
RV= Revision  R= Resource Use T= Teacher Talk
SV= Subvocalization I= Interruptions ST= Stop and Think

RR= Rereading RT= ‘Related Talk D= Drawing N

The behaviors are discussed here in two categories: 1) active
writing behaviors, and 2) supportive writing :behaviors. The first
category includes behaviors that occur while a writer is actively’
engaged in composing. This categoory includes rereading,
subvocalization, revision, stop and think or pauses, and resource use.
These kinds of behaviors seem to be closely related %o actual text
production in that they typically occur while the writer has the pen or
pencil in hand. =~ They involve the production of written language on

paper, reading it, changing it or thinking about’ it.’ )

The second category, supportive writing behaviors, are- those
behaviors that seem to represent a different level of engagement in the

‘composing process; the pen or pencil is not generally in hand, but the

more global, overall process of writing may still be in operation.
This includes interruptions, related talk,” drawing :and teacher
incolvement. Although these behaviors can at times signal off-task
behavior, probably rore frequently the behavior is indirgttly related
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Active Writing Behaviors
. —

During the actual writing of text, the writing pfbcess does not
appear ever to be uniformiy continuoua. Instead, writers behave in a
variety of ways. They subvocalize, they reread, they reviae, and they
atop_ to think.

In the duration of the study, all of the subjects SUBVOCALIZED at
least some of the time. Subvocalization (av) refers to the rehearsing.
spelling out or sounding out of portions of the text during the act of
production of writing, which may be audible or tacit and can inciude
whispering or mouth movements. Few researcheras except for Graves
(1982) discuss, the possible saignificance of subvocalization on the
evo.ution of text. '

Although all the subjects subvocalize to some degree, some are
extenaive aubvocalize while otheras subvocalized very little. Moat. of
the writera haq writing episodes where no sub-vocalization was observed
in -both VYean I and VYear II data. Writing episodes where
subvocalization were observed more extensively do not tend to be any
particular kind of writing,(letters, narrative, non-narrative) or any
particular kind of writing assignments such aa unassigned or teacher
assigned. ’ {

" However, preliminary exenination of some videotaped sessiona would
‘suggeat that subvocalization ‘ia probably more extenaive than manual
observation alone showa. Students would aometimea work at their
writing in a cloase, head tilted down’poaition. This made it difficult
for anyone positioned next to them to detect tacit mouth movements.
Therefore, .the quantity of eupvocelizetion data should be viewed as a
‘minlnum amount, rather than a truly ‘accurate representation - of the
extent *o which these young writers subvocalize. Thia phenomenon,
which 18 apparent throughout the data' in all the aubjects, will be
further studied to ascertain its contribution to the writing process.
It also seens important ‘to explore the relationship between
subvocalization during the reading process and in writing.

RE-READING (rr) can be silent or oral and refers to the reading of
.any portion of the composition which is initiated .by the subject at any
time ﬁrior to the end of the writing episode. Graves and Murray (1981,
p. 114) refer the extensive use of rereading during weiting. In both
YearI and Year II data, all subjects were observed rereading while they
were writing. Our conclusions concur with‘ Graves and Murray that all
writers reread. Most subjects showed an increase :in the incidents of
observed rereadings in Year II. The patterns of rereadings in either
year generally showed a variable pattern ' rather than any gradual
increase throughout a year cf data. A numberﬂof aspects of rereading
‘need to be studied further. At what points in the text do subjects
reread? Is rereadibg related to the process of self-monitoring and
self-correcting? How does, revision f1t into thisa notion _of
self-monitoring of the writing process? Is there a relationship
- between rereading during writing and regressions during the process of

[y
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clizgioom writing can bé influenced by many factors such as classraonm

environment, assignments, and sense of audience etc. which might dii\

cofitribute to a writers need to reread. Sondra Perl (1980, pp. 365-366)

suggests that rereading may occur because of the author’s sense of lack

of clarity during the process of writing.

The process of REVISION during first draft writing has been cited
by many writing researchers ,as s8ignificant in the development of
writers (Graves, 1983; Beach, 1976). Revision (rv) refers to any
change that the writer makes to the text, whether 1t is to the
orthographic, syntactic, semantic or pragmatic features.

Although all the subjects were observed making revis:ions
throughout the study, there are considerably more revisions in Year }I
data. Different writers varied in the frequency or consistency with

" which thgy revised. ‘Tﬂe_ episodes where the greatest number of

'reviaions occurred do not happen to be any particular kind of writing

(narative, non-narrative) ' or writing assignment. (unassigned or
asesigned) Compositions that were the longest did not necessarily have
the greatest number of revisiona. Subjects did not appear to revise
either more or less 1n episodes that were video taped when compared to

-sessions that were not video taped. The frequency of revisions did not

particularly differ between the two different clasarooms that our
subjects were in during the second year of the study.

.

“ o

: It would be useful to explore'the exact nature 0of revisions that
the”éubjectS“nadé"and“if the types of revisions that 'they made changed
over the two year per;od. " For the -most part ' the subjects tended to
revise mostly .on the local text level. That is they made their
handwriting neater and corrected their spelling and punctuation; there
were few revisions on the global text 1level. We plan to examine and
categoriZe these differences further. Different subjects seem‘ to
revise differently depending on what they have learned to value about
writing and their overall model of the writing process. These . ideas
may  be influenced by the nature and extent of writing instructien,
their sense of audience and purpose for writing, and the evaluation of
writing in a particular classroon. This will be another area for
further exploration. '

Lastly, all writers STOP AND‘THINK while writing. 5Stop and think
refers - to pauses in the writing process during which the subjects
appear to be thinking about their writing. There are many reasons and

circumstances that may influence when and why writers pause. Some of

our writers seem to’ be planning as they write: Not all pauses were
always related to the students’ thinking about their writing.

It is not  particularly  useful to describe quantities and

incidences of these pausges without also examining what happens before .
or after each pause. We plan to analyze the behaviors as well as the

linguistic units in the text prior and subsequent to the pauses, which
we believe will reveal the intricacies of behaviors that accompany

¢
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writing.

A very important behavior that accompanies writing is the use of
RESOURCES:; its significance is diacuased by Calkins (1981). Resource
use 1s the solicitation of ali kinds: of knowledge related to the’
composition by the wrlter: The resources may be phyasical sauch as
dictionaries, pictures, bulletin boards or writing foldera. Or
resources may be human like asking someone how to aspell a word or where
to end a& sentence. Our subjects did all of these. Resource use is
significant since it allows the writer to become aware, of how the
iiteracy community can be supportive to the production of text.
Rescurce use is tied to the organization of the classroom, how mobile
the children are allowed to be and how accessible materials are. This

may be why Alice, Eiaine and Gordon all had more resource use in Year - -

1I than in Year I; they were in the same claasroom together. »

All of the subjects 1in the study used resources during both Year I
and Year 1II. During Year I, the use of resourceg was variable;
" aometimes the subjects used many resources”and other ‘timea very few.
In Year II, the .subjecta who were retained in the ‘pre-tourth’ ‘grade
used resources more than twice asa much as those same subjects had in
Year I. The subjects who went on to the regular fourth grade atayed"
about the same except for Dana who showed some decline in his use “of
resources. Figure IV-20 showa the frequency of resource use for each
subject and the change from Year I to Year II.

Tabie IV-20 Resource Use Change From Year 1 to Year 1l

Ve o~ . VAR I

The writing episodea where more resource use was opserved did not
relate to a, particular type of writing asaaignment. In other words,
non-narrative writing did not have more or leas resource -use than
narrative writing. or pen pal.letters. Some saubjects tended to be more
extensive users o{ resources than othera during both years, asuch as
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The relation of resource use to the overali process of composing
18 a topic for further study.

Supportive Writing Behaviors

Some behaviors that are observed during the composing process tend
to occur when the writer is not actively producing text. The pencil
ray not be in the writer’s hand. Yet these behaviurs might be
important aspects of the overall process of composing.

For example, writers may talk during their writing episode. 0ften
this talk is directly related to their writing. For example, "I don’t
know what to write," “What should I write next?" and “There, I’m done."
are all utterances that occur because writing is taking place. This .
language was coded as RELATED TALK. Related talk (rt) was defined as
_comments  or conversation other than reaource use that is somehow
related to the fact that the subject is engaged in writing.

I1f subjects spoke during writing that was not related to their
writing, it was coded as an INTERRUPTION. Interruptions (1) were
defined as researcher observed overt verbal or non-verbal interact:ions

or actioné, whether solicited by the subject or by some other stimulus.
" For example, "It’s time to clean up," and “Does Mr. Weatheril] tell

about the weather?" are utterances that are interruptions. They are
-not directly related.to the fact that a subject is writing and could

happen at any time. Interruptions might not include any oral language;
"~ when, for example, subjects are distracted by someone entering the
room, the school bell ringing, -or a kick from a nearby classmate under
the table.

Every subject was observed engaged in reiated talk in both Year 1
and Year. II data. No subject was observed to be engaged in related
talk in every single writing episode. Some -subjects had more observed

\}ncidences of related talk and tended to talk more consistently. There
:-are more incidences of related talk in VYear II data than in Year I

data.. However, .there are no particular differences 1in Year K 1II data
between the subjebts in the ‘pre-fourth’ grade and those in the regular
fourth grade. ‘Most subjects. talked about the sdme amount during

sessions that were video taped when compared with their sessions that
were only manually observed. This category 1s a rich source of data to
investigate any possible role that reiated talk may play in the overall
composing process. . It provides a good deal of information about the
supportive role of peers as well as the adult members of the literacy
"community in the classroon. B

Some interruptions may represent a form of off-task behavior: for
example, when dubjects talk about what.’s for lunch, discuss a movie
they saw on television, grab a neighbor’s pencil, or borrow- a better
“eraser. Their actions are not necessarily an integral part of " their
writing. However there are times when the off-hand remark sbout a
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written text. More in-depth analyusls oi thia category ahu thw Luiisa.
in which interruptions occur is  necessary. Sometimes interruptions
represent a high degree of writer involvenment, when the nature of the
interruptiona is aimed at 8olving problema that writers encounter. A
writer might stop to listen to & conversation of nearhy students, and
in the course of listening get a new idea for the writing task at hand.
Or a subject may stop to read the composition of a nearby claasamate,

.or listen to thém reading thelr story aloud. These interactions may

contribute to the decisions that writers make aa well as thelr concern
for audience.

+

At other times, interruptions might be an avoidance of the writing

task.' For example, on one occaaion in Year 1, Dana sapenda 25 minutes:

fiipping through reference books iooking at the pictures with no real
intention of using those bookz for resourcea. In this case both
.interruption and resource use combine to keep Dana from his aasigned
task of writing a satory about the Arizona state seal. Dana is confused

 about the assignment and delays beginning it as long as poasible. Dana

knows that since he looka buay and tnvolved, his lack of writing will
probably go unnoticed. &

Interruptions may or may not actually interrupt the overall
process of composing, depending on the nature of-the interruption.
Also, alnce interruptions often occur in conjunction with other
behaviors, they may be related in some ways to other behaviora. For
example, an unsolicited interruption 1like a loudapeaker announcement
may cause a writer to have to reread some portion of his or her text in
order to réaume writing. That rereading proceas might in turn, lead to

—aFevision in that text. Thease relationships need further study. One

thing that is apparent in the data 1is that there are not particularly
more or leaa ' interruptions during writing eplsodes that were
videotaped. )

. Two other, sapecial kinda of behaviors that may occur during

writing - are TEACHER INVOLVEMENT (t) and DRAWING (d).  Teacher
involvement is coded any time the teacher is 1nvolved with the subject
directly related to the child’s composition.

Teacher involvment seldom occurs 1n eur data except when it was.

initiated by the atudent who wag seeking assiatance or reinforcenent 1n
regards .to the task at hand, which would be coded reacurce use and
suggeats the sgrong-1nterrelationships-emong the behaviors.

In' a clasarcom where ongoing conterencing would be an integral

aspect of the clasaroom procedure including during first draft writing,
. .thia category would become more useful than it ~happens to have been 1n

the particular research settingsa in this study. Any conierencing that
was part of the claasrooms in this study did not generally occur during

_the first draft stage.

- Drawing would occesibnelly accompany the writing process aiso.

‘However, it was generally not the writer’s option to include drawing or
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included. Often drswing was instructed to be conpletéd before actual
writing would begin. Drawing was used 1n a number of ditterent ways.
In Ms., Caldwell’s class (Year II), studentas were often assigned to draw
a picture, and then write ‘a story about the picture, or write to
describe the picture that they drew. In Ma. Pagett’s classroon (Year
I11) scribble lined pattena were put on prepared ditto masters and each
student was asked to interpret the s8cribble by turning it 1into a
picture or an object, and using the drawing to create a story.

Drawing can make a significant contribution to the writing proceas
and 1is often underutilized and undervalued. The time and act of

drawing can be the pre-writing part of the composing proceas where
writera have the time to think, invent story’ﬁlots, settings, and

characters, and think about how to construct what they want to aay.
Drawing can alao help students learn to deacribe thingas teo their

audience as they begin to learn that both drawing and words can create
pictures for readers. . )

The discussion of behaviors aimply addas to the complexity of the

writing process. It helps us to see how vital the social community of
the clasasroom is to the author’za making of meaning.
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The asubjects in this  atudy are ten Papago Indiasn children whose
writing we observed, analyzed, and ‘discuased with them and their
teachera, for a period of two years. we have developed a profile of
the children as writers and authora and we have collected = large
anount of data which can be used to deacribe the development of each
individual: In this chapter we will show how third and fourth graders
are makers of meaning aa writeras in claaarooma. Following the oversall
profile sre in-depth case atudies on each of:the aix children who were
subjecta in the atudy throughout the two year period.

Every piece of writing produced by the .children in this atudy ia s
complex literacy event; Figure V-1 ia a graphic oveérview of thia
event. The complexitiea of the proceases involved in compoaition can be
characterized sa &8 wide variety of conatrainta, influences or impacts
on the making of meaning through written language. (We uae the terma
influencea, conatrainta and impacta sa synonymousa.) We have organized
these constrainta into three broad categoriea in order to highlight
their interaction, especially as they operate in a clasasroom 8etting.
They include influenceas from the LITERACY COMMUNITY, the impact of the
WRITER and the conatrainta of the WRITTEN TEXT.

The Literacy Community

Y L R

The writing of our third snd fourth grade Papago aubjecta takes
place in the asocial context of the claaaroomr. w1th1n‘thia context esach
nember of the classroor community is also a member of family and

" cultural groupa. The writing of thease children reflect their

background and experiencea. Every tire children wrote for ua we were
aware that their language and culture were represented in ‘their
writing. These children call on their language repetoire sa members of
numerous languasgé and social groups which have come into contact. Their
writihg reflects sapecta of Papago English and aspecta of more general
oral English, 8a well aa an awareness of the kind of ianguage that 1is
appropriate to varioua kinds of writing. Culture 18 alao reflected 1n
their ‘writing., It is posaible.to tell from their writing that theae
children are not only part of the Papago culture group but aslso rembers
of the culture of eight- to ten-year old American children influenced
by televiaion, moviea snd the achool curriculunm. The examples which
are found in the caase atudiea will exemplify thease pointa. :

As’ the children repreaent the worlda of = their homea and
communities in their writing, the extent of teachera’ writing
agaignmenta and choice within those aasignments also 1impact on the

‘writing " of these children. Our concluajona support thoae of Donald

Graveas and  his New .Hampshire team of researchers (Graves, 1983) that
asaignments may narrow what and how children write. However, there isa
8t1ll good writing in reaponae to sasignmenta aa well, In moat cases,
narrative writing 1ia better tham expoaitory, although the atudenta do

not salways keep thease two genrea 1n heat categories. The examinatiop

of genre in the children’s writing leavea us . with the queation of
whether genre can be divided into-the neat categoriea aso prevalent in

-

.
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the fielda of reading and writing.

Clasarcom organization strongly influences the developing text of
the writer, Children’a writing reflacts the amount of time they are
given to write. When children only have. a apecified short writing
period daily which muat result in a finished product at the end of the
period, atory endings are often quickly conceived. Time to finish
later in the day or opportunities to continue writing even a8 other
activities begin provide students with time .o think about the ending
of a piece and to shape it appropriately to tne wishes of the author.

Claasroom organization includes the opportunities that there are
to interact with peers and teachers during -writing episodea. Our caae
studies provide ample examples of the ailgnificance of talk within the
writing comaunity during composition. Even when interactions seem to
be boisterous there.is much to gain from the opportunities to question
teachers and peera, to support each other and answer duestions, to
think aloud and get a diacussion going about. a piece of writing.
Whether children face each other or sit in straight rows influences
these important cooperative episodes in the writing community.

The opportunity to move around the classroom, to have the
necessary support materials available and accessible in the room, and
to have .the achool library easily - acceasible, all allow writers "to
live off the land," a metaphor Graves uses to describe the importance
of the“avallability’ of classroom resources. A rich environment in
terms of resources provides children with opportunities to think about,
read about, talk about, and extend their composing. Opportunities to
use reference books and dictionaries and to view scenes outside the
window, as well as to {interact with human resources, dynanmically
influence the writing of children and deserve continued satudy.
However, the greateast importance of the discovery of the impact of
classroom organization and accessibility of resources on children’s
writing lies in how teachers and administrators view this impact as
they make decisions about the kind of environmentas to eatablish in
schools and classroons.

The literacy community also provides the audience of readers for
the writer’s evolution of the text as well as for the completed text
{taelf. The impact of the audience, the &ynqmic.expectetions of the
audience, and.the ways in which the various audiences :interact with the
writer all have their influences and either help support the

. conatruction of text or can in a variety of ways impede and stultify

the writer’s finsl product.

" The Writer

R

Every time a child wrote for us, we hecane cohsciouSIY'qwere' of
the strengths of a writer developing as an author. Each child in our
atudy is a competent oral English - user able to communicate
appropriately with school peraonnel and researchera. The oral
interviews and the writing samples reveal the children’s control over
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all the major linguistic features of English.. They produce the
syntactic satructures of English in many appropriate variaetions. They
write dialogue, questxond, imperal.ives and declarat.ive sentences. They
show through . their writing an intuitive knowledge of linguistic units
auch as words, clauses, discourse units, stories, letters, dialogue,
narratives and expositiona. They provide evidence of the dynanmic
ability of humans to invent forms of written language as..they try to
use language for a variety of purposes. and "functiona. ‘

Every writing episode in which our subjects were invqlVed.provides'
evidence that the writers know they can produce a written measage which
others may read. They write about personal concerns, -real events and
imagined experiencea. They write about the various culturea that they
are part of and that are part of them. They bring E.T..and Ee’toi (a
Papago culture. hero) together in  one story. They write about Indian
legends that they have heard at home, about becoming medicine men and
going to rodeos, sometimes within the sanme stories that . they write
about PacMan at the arcade and the Sun Devils football game in Tenmpe,
Arizona. = | o PR

They use first person to reveal themselves as speakers in a story
or letter, and in their third persaon narratives use pronouns to refer
to appropriate characteras and objects. They are aware oOf audienqe
expectationsa. Their letters, narratives and expositions show that they
use differeﬁt language for different genres and for their different
audiences. They exploit different forms as they write letters or
stories or lista.

Our writers are very senasitive to the literacy community and to
the daily social interactions of a classroom, which are as much a part
of their compoaitions as the knowledge and_ability the writers use in
their writing. They discuss what they are writing with othe " and_
suggest ideas about writing to others. They talk about their f?%ished
compositions using meaningful oral language. They provide reasons for
why they like their own writing, why they believe they are good or bad
writers, and which of their writinga their teachers will like. Their
reasons reflect expectationa of s8chool and comRunity toward a final
product -as well asa personal involvement in their writings as authora.
They want cthers to read what they write and they are aware that
writing can be edited by themselves and othera. They sometimes ask
others about topics and look for-topica on liatas and in booka. -They
~ask others to verify their knowledge about spellings and appropriate
language depend:ng on the degree to which they want to control
conventions for a particular piece of writing. They know that there is
information in dictionaries and books and on charts, chalkboards, and
wall charts that might help them with vocabulary and conventional
apellinga. ' ' o

These strengtha which we’ve deacribed were evident in the very
first writings the subjects produced. They didn’t control this
knowladge about writing according to adult conventional forms but.they
‘showed in various ways that they knew what were significant aspects of
the writing procesa. Over two years we saw developnment in all the
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aapecta of the writing proceas aa wvell. Dévelopment doesa not mean

aimply doing something better according to an adult atandard. Rather
developnent reflecta . the growing experience of the writers aa they use
written language in apecific contexta to expreas their neaninga.

In discusaing development it 18 important to include a writer’sa
willingneaa to wade into uncharted watera and being willing to take
riaka. Development in writing meanas attempting to uame more complex
language and to expreaa’ more complex ideaa, resulting .in written texta
which sometimeas look aa if control over aapecta controlled earlier ia
no longer present. However, theae controla uauelly return later in the
student’s writing with greater aophisticetlon. From the beginning of
the third grade to the énd of the fourth grade, it ia eaay to ahow
development in our asubjects atatiastically in such areas aa conventional
apelling and improved 'punctuetion, ‘more clausea embedded in T-units,
longer, more coheaivé and goherent written texta, and the ekploretion
of more complex topica. But this development is not obvious from one
writing . episode to the next.- Wilkinaon saya “"Development obvioualy
takea place, but doea not take place obvioualy." (Wilkinaon, et. al.,
1980, p.2\ Often-as the writer attenda to a new concern in the
compoaition, energy and attention are directed to that “new" problen,
and writing conventiona the writer,usually controls aeem tc fall apart.

The reasult 1a,a written text that , may look much leaa aophiaticated
than an earliet piece. We call this development saltatory in keeping
with Heinz Werner‘s view ‘of ‘development being diacontinuoua, with highs
and lowa,  leapasa and deacents in growth in all areas, inatead of’
following the nmythical view ‘that developnent proceeda by gradual
ascending tranaitiona in, a neat and orderly incremental fashion
(werqer, 1958). .

Th{a developmental view of the Writera in our atudy is based on a
view of atrengtha. Another view of development might have focused on
"problema.'"~ Spellinga were not 100% conventionalized, grammatical
atructurea were not alwaya complete, antecedents were not alwaya clear,’
narrative and expository forma often were part of the aame compoaitich.

We will addresa these issueas as we look more cloaely at the data in
the in-depth analyaia of ‘each writer. The point here is to appreciate
that the problema reveal abilitiea of the asubjecta. They muat have
knowledge about literature in order to mix genre, they muat underatand
aapects of the English alphabetic aystem in order to invent apellings,
they must control coheaion in order to prqduce ambiguous devicea. 6 As
we accept the saltatory nature of development in writing, we' wil}, be
able to help atudents become better writers and help teecnera ‘build
developsentally aupportive writing curriculum in achoola. '

N~ .



The Text

--------

, .

The written text is the result of the numeroua interacéions of the,

literacy community and the writer during a literacy event. HNuch of the

complexities that we have presented are revealed through the carefuyﬂ

observation of the evolution of the text and the analysis of thaa
product. The many interactions result in the register of the text--the
language of the text chosen by the author during the evolution of a
written text. The text reflects the writer’s personal expectations as
wvell as the expectations of the literacy community. The text reflects
the interface between the .writer, the text and the social context. It
18 important to keep in mind that our research was focused on the
authors’ firast drafts whenever posaible. For moat of our subjects this
" was -often their only produced text. However it 1ia necessary to
entertain the idea that there are numerous texts (the oral text, as
kida talk about what they will write and the mental text, what the kldu
have in wmind that they will write, as well as the written text itself)’
in the evolution of any particular written text, each reflecting the
complexity of the transactions among the writer, the literacy community
and the evolving nature of the text.

Change--Development--Evolving Nature of Text

- e e m A Ae Am = e e o RS e S e e e ew e T Y Mm me W e me M s M e M e e en =

The dynamic nature of change must be conaidered as we think\ﬂbbut
a literacy event, because each of the intersecting categories we have
described is 1in flux even during the act of one literacy event, let
alone across the many literacy events which occur during the sachool
term or year. The- literacy community is always recreated as teachers,
peers, and non-human resources are reorganized, 'changed, moved or
developed over time. The writer is also developing, growing, changing.
This develdQuent, responding to the complex of transactions with the
text and the \literacy community, may not always produce better writers
in terms of the product or of writers who believe they are in greater
~control of their writing proceas. As much of a positive influence as
the complexities can have on the writer, to that same degree the
results can be ‘negative. :

In this profile ' we have presented our notions about the
constraints, influences and impacts of the complexity of thg writing
process. We hope that this presentation generates discussion among the
researchers in the field of writing as well as among curriculun
developers including teachers ' concerned with the wrltlng of children.
We encourage reactions and critiques.
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CHAPTER VI: ANNA
By Sherry Vaughan

Peraonal Data

Anna 13 a pretty,  dark-haired, brown-eyed Papago child who lives
with her parents, two brotheras (one older and one younger) and one
olaer siater in a village southeast of the administrative center of the
reservation. Her father works as a laborer and her mether works as an
tnstructional aide at the elementary school. Both parents speak English
and Papago In the home. Ber parents say that Anna understands moat of
the Papago her parents use but doesn’t really apeak much Papago
herself, except for a few words. When the children were 1infants the
mother made a conacious decision not to teach them Papago because she
had had bad experiences in school as  a child who didn’t speak English
w2l]l. She now believes her decision was unfortunate. '

sccoralng to her parents, Anna has never been an avid reader. Her
a7hool euxperiences since Kindergarten involved a language experience
approacn, but her mother beiieves she was not a reader until third
grace. The mother blamese Anna’e reading difficulties on a lack of
phon:ics ingrructyon, and at the end of Anna’s third year at school her
mother enrolled .her 1m a WeeKly Reader summer program. Prior to that,
the parents had tgken Anna on frequent public library trips, but: Anna
loaned her books " to friends who lost them, and as a result Arna had to
pay hefty library fines. That experience effectively eliminated the
library tripa. The family has a T.V., but Anna’s paremts say she
doean’t watch nuch. ! T

Her parents have materials 1in the home for both reading and
writing. They bought her the Sweet Pickles sertas which consists of
about ten second grade leve! stories and blank books for umutiﬁg.

! \

Anna enjoys 'writing more than v€ading. For the past several years
ene . has had a sponsor from New York whé -has provided a‘lot of
experiences which Anna has written about. She has taken Anna on
nunerous trips and writes to her regularly, giving Anna opportunities
to reepond both to the letters and to the trips thaey, have | taken
together. She also writes letters to a friend in Wiscoasin and notes to.
lki1ds in the neighborhood. Since her home 1s approxtmateiy sixtyr-five
mles fror Tucson, Anna takes pzaper alsng and writes im the car on
{heir weexly trips. Her mother says Amna doesn’t wank help with her

'wrxtnng. dc sn’t like to rewrite and -doesn’( alwa}a £iniah thingd.

During the course of the satudy &nna brougnt nome severai books and-
séories that she had written at sclicol, anha her father especially
- enjoyed reading them.‘They have saved her booxs, and Anna’s younger
brother reads bkhem. Sometimes the two of them work together sgitting akt-
the kitchen tabie, Anne writing, her brother reading vwhat Anna has
written. -

'



4

Anna’'s parerts gre pleaged with her progress an writing, They both
feel that ahe writes interesting astoriee, and they zre pleased Yo aee
her strorg improvement 1n  spelling, Anna was placed 1n a pre-fourih
grade at the ei¢mentery s-hool at the end of Lhird grade and not sent
to the middle school with the regular fourth graders. Amna’es mother
supported that decision berause ghe felt. Anna was not reéddy Yo mova on
8nd could profit from amother year ab the eleméntary schwol.

_Ovar the bwo-year course of the study, Anna’ moved fyom being o
shy, restrained, reticent child “to being .3 confident organtzer,
mediator ang caretaker in beth her clessrooms. She often” took. care of
housekeeping duties like hanging the dadly atiendance report.Outsxda.
the door of her classroom, settled disputes between her classmstes, ‘and
looked after those who had sSpecial needs on any giver day. During the
second year of the atuc&, cne clasamate went cut to a spécua] education
teacher for reading every day ‘at 1:00, and it was- often Anna who Heptl
him on achedule. ' ‘

-

Social_Context

...............

The major influences on Anna‘s wrating development which interact
simultaneously when she composes in the classroom setting include: the
teacher within both a personal and ' an 1instructional 'context; the
classroom aides; the researchers; and her classmates. Some examplas -of
‘each btype. of ianteractibon will intreduce Anma’s composing octivity; @
chronological discussion of "her . composang process as 1t dedeloped
dcross the two years will follow. . ’

Teacher Interaction

Anna worked well with both teachers during the course of the .
study. The following is a representative example of how sghe interacted
with Ms. Howard during Year I. On 11/17/81 Ms. Howard goes over to Amna
vorking in the writing center and asks her why ghe 1& rewriting '3

. letter that hasn’t been edited yet. Ms. Howard-offers 1o help egit.
They read the prece together and ®s. Howard helps correct spelling by

_remiading her of the leng i rule and pointing out that even though Anna

wanted SAD she had acfually written SAID. With THANKSGIVING ma. Howard
asks her ‘to say the word aloud and listen to -the sound of the Last
 letter. Anna szays "“k" and adds it. MHs. Howard points out neaded
capitals and the long vowel rule, refers her to. the dictiongry for a
word, refers her to an earlier instance of the word in her own text,
and then asks her about how a letter is supposed to end. fAnna adds the
" ‘appropriate ending. .
b
. During Year I Anna s wrtting a report on Hawaii. The ackivity
‘has arisen £rom the students’ draw-write-share activity where they draw
a picture, write about st and thea present their drawang and read thear
writing to their classratea. Students in the audience are encouraged +to
ask questlons of the presénter. That questizning dctivity has led o
more of a genersl questioning attitude by the students, not only of
other students” work but of  rescurce material i1n general, including
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social studies information.

Ma. Caldwell had introduced . the idea of another kind of
writing--writing to provide information .rather than +to tell satories.
Together .Ms. Caldwell and the atudents got out all kinde of informative
naterials on subjects the students were interested in. Then they wrote
a faw sentencea about the topic for their classuates. Anna’s topic was
Hawaii. :

. This new information-getting and new kind of writing turna out to
ba difficult for Anna. She runs into trouble immediately with atrange
vocabulary worda and an incredible amount of information which -she
doean’t know how to condense. Ma. ‘Caldwell pulla up a chair and bagins
to help Anna decide what to write. She askes her first to tell about
some of the intareating things she read. Anna says she was‘iurpriaod
that Havaii was really & group of islanda rather than juat ocne. Ma.
Caldwall says that’a  intereating and certainly something worth writing -
about. Anna begins to write. (

Figire VI-1 Anna’s Text - 10/12/82

”Htwyoﬁ,

‘Maﬁ”“'nmv DRlend. - ace Prece? Oam“chﬁw SN
island \"awmt\, The Bs 1and ly\“u{ The. \Ia\\:
) 9 I / y
\s\cmdl7 K“‘v\ﬂ\ ) - -““’ Gos C)\Qﬂ \ S\o,\A -“'\
Q wm“annn"_;fhds~__JL$d_ﬂ.D\mﬁwnd_mAazxcL_
Of\ e MOL\AL'\:.O.{.\_., '\'\\er‘e . - _,_._9__~.,\f\a.'\,‘)ona.\..,_

9uwufd.“,“.__"m"____.mWﬂ“__‘m”““_. e
Hawai i
How many islands are there ?

Oahu » the Alona Island » Hawaii » the Big Istand » Maul » tne Valiey
Istand » Kauai » the Garden Island . : .

They have a mguntain that's callea Diamona Heaa .

On the mountain tnere is a national guard .

-She concludes her ‘“piece with an extra sentence about a National Guard
armory on top of Dienond-Head that ahe has seen in a picture.

During thia whole writing episode NMa. cafdwell comes over and

checks on Anna’s progreass. She knowa this is a new, more difficult type

"of writing eo ahe keeps in touch with the. ongoing process as it

. develops. She encourages with smiles and phyaical touches, rewards with

praise, insurea that Anna is proceading correctly and finally
————————congratu}atoa—-hot——tucc¢safui—~finni——product———tnnu‘—tu——-priul' ~—~and o

" anergetic about her writing. . - '




Researcher Interaction

_Since the riﬁharcheré play a participant/observer role in the
writing activity in the classroop, they too interact with other social
factors to create the writing context. On 10/08/82 Anna wrote this
story about a cat and mouse. -

Figure VI-2 Anna’s Text - 10/8/82

Thie s @ cat. and . Mouse 'b;m80_;gek;;jbn.Mwmux;;fmuh:;ﬁ;hf
Tney_ e o__dnase./rlysmouser L. e ok i ere s Nae ot ent

, : , - —! ; ,
Ve ko tehose_eny . friend:! Wwpr tnen g flend D wds T mead
o Then —00e .00y -y rouse_playd abme. Ve vexi day_ohe ol vne

A U
a ‘p¥cw4Gngiﬂﬁjjaﬂﬁtdi;;Cat;ﬁié;ﬁ oo e phane and_=ald _she.
‘3\._]{::(}:T.'T"'_;.(;O\ASGL:'—;;‘\\\. e heds el Wi series My mows e nimaad et
Wk;;:i;:{é}{;L'nQoEEnngi:'”+htf:;hﬁdﬁﬂij MaRd I Lricnds oo on = Ihey
wos 1 prae s . Then 2w et pla fv"Ef’"% gotle e oad s hesrnace Thlay:
- Y‘ . ) B
|
Vo

.This is,a cat and a mouse .«

They llﬁe to chase .

My mouse tikes to cnase my friend's cat .

Then one| day my mouse piayea & Joke on my friéenals cat o

He put a\mouse in his bed o :
. The next \morning tne mouse was torn up .

Then we went to go get tne mouse

‘but it ua¥ not there .

¢ The cat ate It up
Thep my frWend was mad at me . . -
s _The next 9?& she callea me on tne ¢ 2 and Sa3iqQ she was 50Try .

4

"My m&use/snd cat made friends .
“Then oft“they playea toyether
and he never played a joke .

After she finishes writing the piece ahe reads it aloud’ t& .the -

researcher, The researcher asks her if the laast sentence made aensa.
Anna reads it again and -said yesa. The reearcher then said, "If I put a
FROM at the beginning of the sentence, would it still make sense?™ Anna
says yea and satarts to add it. The researcher asksa if Anna would
normally say it that way (with “from"). She says no, ao the ‘reearcher

goea on to’ talk with Anna about different dialects. They \conpare_note. .

on how their saseparate dialectas allow different reaponaes_and reject
others. The end result is that Anna decides to leave her aentence the
vay she originally had written it. :

As the year pfogreaSed_researchera began to 1n;efect more with the
subjecta during the compoaing period but usually at the very end, when

tné“iﬁbjcctf——had*~co-piéEad——htafﬂqr——har—feun——intanaction__uith__the
composition. On 11/01/82 after Anna finished her pilece she read it to
the researcher and then nade several reviaions as a result of her
reading. After that proceas the researcher suggested that there were
some invented spellinga and asked her if she could find them. She then
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charged ‘FURST £o FIRST and JIST to JUST. The researcher pointed out
that something was wrong with DREMING anrd asked ner if she could find
tt, Anna imnediately added the A to its appropriate place.

\' ; Peer Interaction
‘ ’
Peers as well aa teachers and aides 8re impertant in Anna’s

-devélopment as a writer. She often uses them as rescurces for spellirng,

ldeas and clarification of procedures. On 11/17/81 during Year I, Anne
talks with Mike, one of her classmates at her table, abou- the letters

ltnew i are composing to Mr. and Mrs. Turkey who have lost their son to a

Thankagiving feast. They discuss appropriate letter formar, spelling
(especially THANKSGIVING) and whether their lettera make sense. The
interaction ia reciprocal, with both sharing their opinions of their
classmate’s work and requesting information from- the other. The
atmoaphere of , the clasaroom with its organizatlon for interaction among
the children facilitates this kind of activity.

The fact that Anna aska others’ opinions does not necessarily mean
she revises her text accordingly, however. On 2/9/82 Anna asks a group
of students how to spell KEPT. After she listens to each one’s view she

then decides her original way was best.

Often throughout the year when charactere had to be named, Anna
wouid choose to give them the same names as her clazanates. Sometimes
this naming is -1n collaboration with the others, and goméfimes she does
it to tease them. This naming process becomes a game thet provides a
social context for writing. On 3/2/82, for exemple,:.when a character
needs a hame, the aide Ma. Nanuel even gets included. Apna piays a
Littie game with Na. Manuel where Anna pretends she iLe writing her
story about Ms. Manuel and hides her text from Ms. Masuel (who is
trying to observe the writing process). -

Occasiorally classmates actuslly proveto be 3 hiadrance to Anna’e

corposing,. espacially when she is being videotaped. On 3/30/82 MNike

diskracts her Dy sticking his fingers up behind her head and teasing
her. Bis own agenda 15 to get himeelf on tape, and de doesn’t mind tha:
he xagxnterfer‘ng with Anna’s writing. On another ocoasion, 1n the
whole twenty minute writing ceanter kime Anna only completes wne
sentence because Bhe and Mike are compartag ireir heights, grabbing
each other s papers "and Lalerg abowt things other than *hear writing.
Daring the early part of the secoad year, 9/21/82, Hsa. Caldwell
asked the children on'y daily basis Yo draw whatever they chose and
then uwrite sboutiit; a-length of four sentences was suggested. During
thia early phase the .ciass 1s arranged at tables 1m groups of four.
These students requect makerials from each. other, but at this eariy
part of the year not much iateraction occurs. Later in the hour a great

,deal of ocltivity oecurs when Anna needa to know how to aspeéell DRAGON.
She looks for ik in the dlctionary but has a difficult time finding it
since she is distracted by the surroundxng words ard pictures in the
dictionary. Two of the boys get invelvéd " with Anne . i»n the search, and
while Anna goes to get a drank pf water, one of thew finda the word for
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hey (shades of Tom Sawyerl).

Later on Lp'tbat same writing peried, Anna trxus;t¢> speli VALLEY."

" She talks to -one of the boys at the table, ard he trues -to remember the -

spelling from “The Big Valley” on T.V.

Oceasionally Anna Serves asz an arbiter of -other classnates’
crotiema. On LO/19/82 twe boys weré fighting over a picture that had
peen used as a stimulus for writling. One supposedly grabbed tha picture
from Lthe other one, and a& great rackus arose. They wege bothering Anna,
so she stepped in and found out what was going on and i1mmediately
solved the probiem. BRoth boys seened perfectly happy with thie
arrangement. - : - '

At times what actually makes it 4o the paper is l8rgely 3 group
effort. On 10/26/8Z Anna collaborates with several. different peopie
Jhife writing her piece. Lmitially the group at her table belped Annd
make a decision Gbout a topic. Then others 1in the class helped at
different Ltimes ‘o speldl conventionrdlly and to edat for different Kinda

" of semantic informotion, €.g. words l6ft our Bmd wheeber something
" makas sense. ' S

Somhetimes .Ann3’s major preorety during wrating Une 1s  socaal
father tham academic. On 11/16/82 'she indicates at the begianing of the,
session that she can’t think of what “@ write about -that. day. She
visits with the researcher, locks st a copy of the..Guinness Book of
Yerld Recowds, leoks at pictures with a classmate, tuns an errand fer
the teacher and folds paper ske’ll need for another center. In all, sghe
ases up nearly twenty minutes. Them she begirs a plece sbout: two
friends which is very social in nature. Throughout the composing of the
vhole piece she stops ko lisfen to  othera read their work, -to watch
classnates or to ask. the researcher perscnal questions.

Composing in the Sccial Context; Year

tategrated view of language and cemposing. jIt presents the writer's
compesing activity rwithin a combination Jef. contextz--s1tuational,
linguistic, psychologicel end " gofio-cultural--and around three major
issues--function, form and meaning.

The framework for presenting this )data will represent an

Anpa's corpesing process will be descriped as it occurred in
various “"chunks” over the two years. These chunks are sometimes relateq
preces of writing and sometimes arbitrary delineations. The purpose Ls

to focus on a segment of writing rather than each prece of writ:ing

separately. Within each chunk of data, cach of the. reilevant contextuai
constraints wiell be discussed as - they become appropriate: ,social

centext, e.g. teacher, peer, researcher 1nteraction: instructional
conktext, e.y. assignment, background of knowledge, format and teacher
direction; and Anna”s knowledge about composing, e.g. concept ox
writing, topic¢ choice anc development, é&nd composing benaviors. A
prelemipary enalysis  of the product will also be presented within each
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chunk of data. This product analysis will focus on pragmatic, semantic,
syntactic and orthographic features of the text. With a few exceptaonz
(which will be noted in the diecussion), each text preaented 1s a first
draft version of the piece; n. focussed editing had oeen acttempted at
this stage of composing. A3 hag seen described, editing goes on even
during first draft wrlt.ng as a na interacts with others, seeks out.
information and relies ©n Zoth huran and literary resourcee. "

Firat Chynk: Year T
This first chunk of writing inciudes the pieces Anna wrote ~from
the beginning of the study ir iate October until after the Christmas
holiday. Theae piec=s show Anna’s original attituae about and
perfarmance in writing and aiac demcnatrate how ner atritude and
performance changed during the first few months cof the stuay. '

Our 1nitaial observations with Anna showed her to Dbe interested 1ipn
witting (sometimes even wntrigued by :t?, ye: times not.. st all
confident sbout her abilities +to get the job done. ‘On .10/20/8L, our

" firet day of cbservation, she got materials together quickly and
settled dowr to work with an 1ntensity that indicated a high level of
invalvement in the tagk at hand. As was the usual case, the teacher had
provided 1information om 8 general £op1c, Halloween, from which the
studente were to-generate their own ‘specific :ncividual "focus. Anna
wrote the following atory about a wolfman:

Figure VI-3 Annpa’¢ Text 10/20/81

v em Re Wolfmm\ P
9man“ﬁﬂJvnb_._ngpg-;bﬂnd;:

,Ajalpl""' m.a.n bna 9‘£ \‘le’Hﬁj . .

=

moﬂﬂi/y -7}\;Vl)‘ibf\0r N . -
i, ,-hnm.“:;]/'{g ------ Place " sa;hi: The woifman '

_______ A man was 9oing home .,

; " A strange men got him ,
2 Cef— - ~BQT~—'~W<~--~4/CJ /’bf- The next morning they did not find him &

e ———— _ The pollce said » " We cantt ,
“r\~h{/7],,.A,f)1€u-~,_/ﬂd/~_, But we did not find him o *
. L 7 Then a lady ot killed .
Then one night they found out that ‘it was wolfman
§_cef_ Hen._z ~-0’7€---—~——' They kilied It .
L W ‘/‘/\e)/' B ot My
J l/paiv,.vk’(:/ 'E Ao AH’(% e '.

During the composing of this piece Anna demonstrates a use of
outside sources for spelling,~e.g. a word pester of ‘Halloween words,
list of high frequency words and an alphabet zhart around 4he room. As

e g e —wr it eu-her ~Li-tl e THE-WOLFMANshe notes—the apelling of wolfman. from
the Halioween word list on the beard. Ske conkinues uninterrupted with
her text wuntil she reaches the word MORNING. She gtes over tc the wall
chart and searches 4hrough the M words until she finds the one she
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wantsas.

Anra demonatrstes eariy in the study and without any ove{t
instruction that she knows how to revise while writing. In THE WOLFNAN
whea ehe gets to WE ULID NOT FIND HIM, on lines 5 and 6, ghe stops,
rerzaca the whole plece up te that point and piuts periads after DID KOT
FIND HIM on line 4, afrer 'WE CAM'T or iine 5, and after DID NOT FIND
HIMN on line 6. In generating the remsindsr of the text she checks the

* chart for spellings of LADY, line 6, GOT, line 7 (hut she nakes the

wrong choace here ane writes GET), and KILLED, l:ine 7. (which she can’t
find). Sne stops at this point, rereade and then aads & period. She

 writea the rixst Jjetter oi NIGHT, line 8 and tnen checks the chart

~

again for  spelling. 5he completes the text and rhen announces, "1’m
dene.”

Duraing these carly writing episodes, Anna’s writing is often a
struggle. ©n 16/29/81 1t was the day before Hallcween ard the room was
buzzing with excitement. When the researchers .arrivec a little before
10:00 a.m. the grcup had just returned from. watching a scary movie and:
a special program by the fourth ' graders who were &1l decked.out in
scary Halloween cogtumes. As soon as Anna’s class arrived back in their
classrcén, their assignment was to write a thank-you letter to the
fourth gracdersg for presenting, the progran. Everyone hed a hard time
getttng started, apd Anna’s writing episode reveals some of that
‘excitement and an¥iety. Anna’s final produc; fooked like this: .

Figure VI—4w"Anna’g Text 10?29/81

a{;?“'ﬁ‘lZau,g‘*‘

-;QF;n@%?ﬂ%bﬁ??ﬁﬁ%idéﬁé%?ﬁr%s   .$<

! Dear Ghouls »
I really liked it »
Our class was,  scared » vreal scared .
2 It's good .
It was fun
but when you came in » it realiy was scary .
I think it was scary .
I tixed the program ,
From Anna

‘The' product does not at all revesl the anxiety that accompamed 1t,
however .. Anna first writes the date and heading. 1in the.r asppropriate
_places and then pegins the text. She erases several times, is  stiil
disaatified with the result and "finally heging:agsin. But she doesn’t
thiow the first piece away. She keeps it available. On thé second . page
ohe .weites the date and heading sgain and begine the aew text in the
same way she began the @ld one, “DEAR GHOUL T REAL LIKE IT." Then she

: P;ge vi-a8 ' '
T o . , .1‘422 (' Y,
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wants to say something she has a great deal of trouble with. fFirst she
writee WERE: ahe erases that word and writes WE ~ARE. She erases that
phraae  and writea WERE again; erasee WERE and writes WAS. She writes.
three nmore words of text, SCRANEILY. ORA CLASS, ana then decices the
whole thing is unacceptable and goes back to 'working on the first piece
again. But then’ she deciaea ail of 1t 1e unacceptable and )unks
everything. At that point Anna has an interesting nteraction with the
reszarcher:
,Can you tell me why you are work;ng on, two separate pirecesl

A: I keep measing them up.

R: Why are they messed up?

A: I don’t know. (At thls point she listens to further directicns
jrom the teacher.) :

A: I can’t write.

R: Why can’t you write today? .

A: I don’t know. (She stops to answer & spelling question for a
classmate.) 1°d like to erase all this. [ made a nistake.
P ‘R: What would you like to do?

A: 1/d like to change this. T was stpoSEd to put LIKE here.

¥: What are you going to do? . ~ ‘

A: I think I°11 start over. - '
She begins agaan, atopping ‘accasienally to comment ol her own
nervousneas and finaliy finishes her piece thirty-one mitiytes lager.

On 11/10/81 Anna’s class waz asastgned to write rodedo stories.
(Rodeea were &. major- theme the class had been working with ‘in several
. centera.) The students were required to write three redeo stories and
then choose their best one to be made into a book for the claas.’ Anna
wrote this one: :

) Figure Vl -3 Anna s Text 11/10/81 .
MEWMZ;/ T Mihwsamu.ﬁ/LM ' _7‘.”4/ B [/e, Mﬁq/at;bm&

aﬂa’.. hi5 /Srf‘k“:;wac TR AT e ._._Jf: %mL*mse_,__ﬁe;;.

J?Q_AAV45;_AZ%6_.~Jpe """""

JEQIN_umﬁfv-Man7 Y ﬁn_ﬁﬁ...““m

m@:/mc. ‘fala/ """"" ')’aa’ """ QLres R ___,____,___ bt

The boy lived -ith his father .

One dey the.rodeo Came

and his father was in it .«

He wus, the winner

Then. they-went home and cefebrated

The next mofning he did not Qo to work . .

His ceptain._sald » * You are fired « "/ .
Then he stayed home and looked in the newspaper for a job .

He found one . -

He started. it the next morning .
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: 4n this occasion Anra mrote quickly with few lntef}uptions. She
stcpped o reread her text once, after HYS FARTH waS IN IT on liine 3,
: and raferred to the wall dictionary for wlTH and MORNING. After MHE DID
B NOT GG'TO WORK she stoppea for a long pause before adding THE PEOPLE
and continuing with her text. When ahe reached THEN HE STAYED HOME she
wen- to tne teacher for editing. . ' ’
The ed:iting process with the -teacher was & very interesating one,
They read the plece together anht Ma. Howara suggested a few changes:
Sa¥E HIS in l:ine 1 was changed to THEIR, ‘WERT was changed to
conyenzional 2zpeliing of WINNER and a period wag added there. THEN was
capitalized anc SEND was changed to CELEBRATED. CAME was changed to
CAPTAIN, FRID to FIRED anc SAID to STAYED. ¥s. Howard began asking sone
questions then about what happened next. Could Anna maike th atory end
better? wWhat did the father do when he atayed home? Anna”éi%e pack to
ser seat and very quickly wrote the remainder cf her stcory. The teacher
nace scre editing correctiona in . the last part and Anna pegan plapning
how to fit this rodeo .story tc the pages of - her new book to& bpe
“pubiished” for the clasas. “ : '
s o S .« . ' - e
On -11717/81 (around Thanksgivingl, the assignment was: Sernd a
sympathy letter to Nr..and Xrs. Turkey. They have just lost their son
tc .a Thanksgiving dinfler. Use correct ' letter form. Don’t forget the
date". . : :
. . 4 Co -
© “Figure VI-6 Apra‘s Text 11/17/6L

i Lo
4 A
a

AT
i

 Npvenpr T

Dieor Mraod Pes Tackey

[amsacies el youssan™ i

-

< w | EL{J(\CUZ é'dEﬂlf{_:ﬂr’y T
=ik pet{Banlgmy = /ﬁfu o

Dear Mr. and Mrs, Turxey »
. .. I am sorry that your son died in ® ainner .
I feit sad for you o v : .
I think the.next Thanksgiving you should hioe
But on Thanksgiving [ witl “not eat, you Decause I trvink you are
nice people .
I am sorry your son Bob died «.

Arna shows in thia particular episode that she as - much " more
cenfortable with letter form and becoming more comfortable with
composing activity 1n general than sne was in previous eplsodea. She
checke ihe wall chart feor -speiling a couple of timea anc revises her
sext in the act of creating it without the same sort of anxiety she
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Aruitoxt provided by Eic:

showed .ear]ter. The text itaself £lows wall and represents a

conatderable degree of empathysfor g satuation that might have been
difficult because of jtg highly specified nature.

On 12/08/8]1 the assignment was. to write a Christmas story. The
atudents gathered together the day before and generated passible topics
which Ma, Howard wrote on the board. They could choose any topic from
that ligt for their Christmas stcries. Anna chose to write about an elf
who wa= maklng toys and gqQt hurt.

Figure V¥1-7 Anna’s Text 12/08/81

The el? was making & toy .«

then he get hert

they rust nim to the haror

The next day Santa Claus and the other eif went to go see him ,
_ Thay sald we do not no what is rond with him . ‘
. Sp the next morning thay said he was died .

LS
.

(cépy of original text not available)

‘ e

The elf was making a toy .

Then he got hurt .

They rushed him to the hospital « o . )
The next day Santa Claus and the other etf went to go see him .

They ssid » ." We_do not know what is wrong with him ; .
So the next morning they salq he 'was dead .

Ao

This episode' 1s a good example of how at zimes Anna’s thoughts

"flow quicikly during the composing process. In thia particular situation

sne pauses for longer than five seconds only once. 5he writes THE ELF

" WAS MAKING A TOY. THE HE. Here she pauses. From this point oy, she

never even aslows down for the remainder of the. episode. 5She uses
subvocalization (sccompanylng her written text with an ordl rendition),
atops twice during ithe remainder oi the piece to ask another astudentw
how to apell a word anc once to check. the wail chart. It is aimost asa
if the plece occurs to her in one chunk, and she can hardly write fast
enough to get it all, down. '

The term aubvocalization 1is defined in the context of thisa atudy

- a3 any vectalizing that accompanies actual-text productien. Qn different

occasionz the term may relate specifically to different kinds ©f

" activatiea. In vne episode it may he a sounding out of an ynfamiliar

word and an that case_is likely to be & letter-by-lefter vocalization.
In another episode it may be a kind of réhea;sal_activity of phrases or
‘clauses where the writer tries out varioug aiternatives berfore chooeing
one and proceeding. It may on aqptﬁér occasicn be a “talking aloud”
process where the uriter accompanies writing with an ceral rendition of
the text. In é€ach s3tuation where subvocalizing acconmpanigs writing an
attenpt will be nade to deacribe wha: functyon 1t appears to have in

that particular instance,
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"By way of symmarizing Arna’s development across thia f1rst segment
of Yesr T "1t geems appropriate to examifne her _progress in. several
major = areas: social developrent, - attitude regarding writing and her
writ:ng performance inciuding development ~ in semantics/pragmatics,
ayntax and crthography. :

Sociaily Anra has adapted to her classroom very well. S:nee many‘

~f her glassmatee havé lived in_tne Indian Oasis School pistrzet. all
their lives they Xnow each ather and have adepted well to each other
and Lo Ma. Howard. Wraiting naa a high priorivy in Hs. Howard’s rocom,
And Anna knowz 3t 15 valued and responds well with a positive sttitude

toward wWriting even when 1t 1a difficult. In her {firat <Concépts of.

Writing interview on L1/05/81 Anna indicates that what one needs to do
to be 8 good writer is to “put worde together z2nd make them into a
stery.” Tt 1s meaning-making whichk writers must do 1f they are good at
what they do. Bad wrizers, aon the other hand, ‘just kind of zit dewn.
They rever do anything. They just play around. They try to write an
interesting atery ancd tney’re not deing that. They’re just playing
sroyund.”

Anna has 3 clear idea of what her own writing :s’'ljke when she has
written well. It/s' good “when 1t’s:real exciting or something.” She
alse” knows what ghe needs to do 'wher her writing ien’t’ so goed. "Qr
when 1t's boring you want to trade things around so 1t’d be kind of
exciting.” At this tipe she believes spelling is important in writing
“'cause you get to know wordas when ycu write them.” It ':s alsc
important "sc you 2an reaq)what the story says.”

Anna’s concepts of good and poor writing and the importerce of
spelling are often . evidenced ' by hexr behavior during the writing

‘proceas. She often uses outside resources for spelling, byt she - doesn’t

aliow not Knowing how to spell a word to interfere with the flow 2f her
thoughts. She writes something down ac a placeholder, usually a real
word with & strong sound-symbol Yelationship, but one that is
inappropriate, e.g. GET for GOY, WERE for WE'RE, SALD for 5AD, DID for

PIED. It 1s as 1f she has a pool of linguistic date ko choose from and

yather than tnvent a completely new cpelling she uses a word she knows

she controlg in some way. She' continually expects her writing to make .

cense and when 1t doesn’t ‘she shaws her disaatisfaction. &% this early
phace of the sludy ahe usually writes apout real events and she likes
for her writing to show what she has experienced.” During her first
bipenthly anterview aon 12/19/81 the researcher asked why she liked
cert2in preces better than others. e

A . ‘Cause T gokt to see thie- started and 1 wrote abouf“xlt'and I
didnt’t get to see these. -

R: OK, so ycu wrote about, scnething that you'saw thet you reelly .

1iked., . o . A\
A: Uh huh. (yes) , } S :
R: Ok. . . do you like to write about things that ‘you’ve really
seen, Anna? ’ 1
A: Uh huh. 4yesd
R: How come?

s



A:’Cause you sa€ ‘em, and you get to tell about them.

R: . . . And why do you like that?

A: S0 they’ll know what it’as like.
' Uhen qucltionod about the story she liked least,- Anna said she didn’t
like the one about a firelana 3’caune I didn t think what I wasa
writing.” ' REP ST ‘
. RS . . .Ok, 1£ you don’t think, then what happena?
- A: Then you Just write anything and when you read it to aonebody
you just. . . you. . . you nake like. ¢ «like. . .you make mistakes and
you didn’t do .the right thing.’

[}

i In this early- 1nterv1ew Anna shows that she haa a difficult time

separating her affection for her topic from the value she asaigns to
the quality of her writing about that topic. If ahe doesh’t like the
subject she indicatea she doean’t like the pilece--it isn’t 'good
writing. ' .

RS o & .Ok, why don’t yéu like the wolfman astory too much?

A: Um, ‘cause it tells about these people that are always getting
choked fror thie man, that when it gets full moon he turns to a wolfman
and he killa these people. -

R: Ok, and why don’t you like that

* A: ‘Cause it’s mean.

R: It’s mean? Ok, what nbout -the atory, though.'Why did you write

that if you don’t like it?
" A: Um . . .(long silence) _
R: You don’t know? S
A: (shakes head) '

o

Conversely 1if she does like the topic or what happened in the &', ..
then it’s good writing, .4
R: Ok, Anna, what else do you like about this atory?;
A: ’Cauase it was a good time.
‘R: Ok. You think that it was a good time and it was fun to write
uabout it. Just looking at this, though, are:. there thingsa here that you
see that you especially like? g .
' A: Uh huh. (positive) : \
R: What? ' - S y ;
- A Um, like at the end. . . That’s when they’re all singing
along.. /Eh‘ ] ‘ : , A :

AN

At other pointa in the interview Anna indicatea that gooékuriting‘
is longer than bad writing, and that- she has difficulty creating good
writing when she haa to write about what’s assigned rather than what
she wants to write about. . - : '

laah,; however. Even though she believes that rewriting "tqeding
things around" will improve her writing she rarely actual does it.
. Her behaviors indicate shé often revises at the word level/(to cérrect
- apelling or .to "make it neater') or at the sentence leveN to include

But Anna’s writing concepta and writing behavior do;gft ?lwaya'

/.'

Jleft-out worda or to delete an 1napptopr1ate word or phrase. She rarely/‘

revises on the global textual level, however. Once written, a sentence

15 rarely diacarded. :
3

\ i
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The term "local" and "“global" levela of coherenc in text are,
those proposed by van Dijk (1977). The tera  “local C erence” relates
to the provision of lexical ties or provisions for- providing connection
within sentences or “‘in--relating’ one &entence to another and is
identical to Halliday and Hasan’s (1976) term “cohesion". Global
coherence, on the other hand, muat provide a semantic structure that
relates all the propositions in the text. According to  Bamberg (n.d.)

- who cites van Dijk (1980), to' have .global coherence a text must have an
overall structure, plan or schema that orders the propositions. When
Anna’s conposing activity, especially revision, 1is8 reforred to as
occurring on the surface or at most at the local level of text, she ia .
revising within a sentence or on occasion acrosas sentences to tie one
proposition. to another. Only rarely does Anna reviase on a global level
which in her ' terms meana to "trade things around.“ to refine a plan for
presenting the propositions of the text to a reader.

During this early phase of the study she has written two letters
which require a stated audience. Pragmatic decisions are consistently
appropriate in those instanceas. Her writing speaks diraectly to her
audience. She conaistently makes appropriate assumptions about what her
audience knoda or needs - to know. and how a writer executes letter
format. - ' ' - . . '

k]
»

Her narratives are more complex, however. Here she often nakea
unreasonable assumptions about what her audience: knows or needs to
know. In THE WOLFMAN Anna probably has a clear picture of ‘'a horrible
story about d werawolf who attacks innocent meén ‘"and women. The police
are generally inefficient at firat but, finally catch the guy “in the
end. Not all the needed detail gets to the page, and yet enough of the
plot emerges to suggest at least a sketchy scary story. .

The elf-story also is quite complex pragnatically. An elf geta
- ' hurt while working on & toy, gets rushed to the hospital and

mysteriously dies the next norning. Certainly the’ potential for-an . . . ... ..

excellent story is tucked away in this outline, but Anna 8 reader might
find it difficult .to imagine vhat Anna sees. Her sense of . story as
evidenced by each of her narratives in this early phase ia wall
" developed, including characters, plot and setting. What we would expect
to see developing in subsequent = storiea is a fleshing-out of each
area--more well-defined settings, characters more fully described and
more detail to carry the plot development. -

In the syntactic area it is interesting to note the variety of
sentence structures that occuras-during this -early phase. She introduces
dialogue: in her first narrative, ‘she usas both adverbial and nominal
erbedded clauses and she conjoins related clauses. She’ varies sentence
atructure order and expands both noun and verb nhodes of sentences with
adjectives, adverbs and- prepositional phrases. She uses soverdl
different conJoins as cohasiva devices (e.g. but, then, ,and, 80) and
either introduces or closaea’ structures with adverbial phrasee acting as \
conjoina.

°
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Orthographically Anna‘’s firat chunk of data indicatea that ashe
controls an increasing number of sentence boundary markera, hardly ever
inserta inappropriate punctuation marks (only twice) and occasionally
onits commas. She does not know how to use quotation marks
conventionally yet, but ahe does indicate that ahe haa a vague idea of
vhat they might .be, aince she uaes one-half of a pair once: HIS
CAPTAIN SAID YOU “ARE FIRED.) f

By this atage- Anna hasn’t atteapted- cursi(e yet. She writes only
in manuacript. Only four letter formation problene are indicated, three
o B reversals and one D reversal.

Second Chunk: Year I

The aecond chunk of writing includes the piecea Anna wrote from
‘after Chriastmas vacation to the end of February. The eight piecea
include two expository piecea,.five.narratives and one piece which is a
revised copy of one of the five narrativea. Thia reviaed copy will
provide some indication of what Anna views as a “final" product.

The firat two piecea, THE STATE BIRD and THE STATE SEAL, were part
of a unit planned by Ma. Howard to emphasize research writing. Each
student was required to do asome reading in encyclopedias and
reference-type materials on Arizona and to then "write separate
expository pieces on the atate flag, bird, seal, tree and flower. The
procedure waa first to read the materialas oh  Arizona (short articles
and blurbs that _were either in reference booka or on the bulletin
board), writes about each-of the major areas in their own worda, and
then draw a picturée to illuastrate their writing. "Because these two
piecesa are parta of one whole aasignment they will be conaidered
together. o . -

Figure VI-8 Anna‘a text 1/12/82

"axg /nsecé

The state blrd tives in the prickly chotla cactus .
The cactus wren is 'the state bird of Arizona o

He is white and spotted . K ]

He Is siso black o >
He eats insects and weed seeds
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f
A ' Figure VI-9 Anna’s text 1/14/82
\ ? '

benfc the sal i's som moutains with the sndt came up .

no the side of gne matanalns there is a storage resevoir and dam

In the middle are irrigated farm ..-
(copy of original text not available)

Behind tne seal sre some mountalns with Lhe sunset coming up . :
On the side of the mountalins there are a storage resefvoir and danm

In the,ﬁlddle are irrigated farms .

Anna spends less actual writihg time on these two piscea than she
has on others up to this point (an average of ten minutes as compared
to an average of twenty minutes previously). She uses saveral
resources: the bulletin board materials; handouts on procedures for
this assignment and several people, including Ma. Hanuel (the classroom
aide), Ms. Howard and several classmateas. Much of her epelling on both
these pieces is copied from the resource Rmaterial, e.g. prickly cholla
cactus, Arizona, storage resevoir, irrigated"farls.»

, The manual observation form from her piece on the state bird,
1/12/82, (Sae Figure VI- 8) indicates that Anng ia not investing much of
herself in this piece.  She copies quite a lot of information from the
reasource Raterial rather than generatxng it hersolf, spends little time
on the piece and then' separates herself totally from "the. ~editing
process. Usually when Anna takes a .piece to be edited she remaina

" involved in the editor’s deciasions about what may need to, be revised .
and why. On this occasion, however, Anna takes the piece to Ma. Manuel
to edit. While the corrections are being made Anna dances around
swinging her arms, totally uninvolvad in the editing procesa. She then
gets new paper and rewrites, incorporating the changes Ma. Manuel haa
suggested. ’

Observation of the state seal piece written on 1/14/82 (See Figure
VI-9) provides additional evidence that Anna is not terribly involved
in composing for this assignment. When the writing center begins, Anna
% has already begun the piece and has completed the firast sentence. She
first rereads that . first sentence aloud and then says to the
researcher, "I don’t know what to write."” She talks to her .seatmates,
wigglea around,. plays with papers in her folder and than reads the text
"printed on the state seal from the reference - laterial. She &sks the
researcher what "storage reservoir". says’ and what it mReans. She rereads
her text again, and then adda the sentence. When she finishea the piece
and tries to read her text aloud to the’ researcher, she has difficulty
with. many of the words that have been copied from the: reference
laterials.
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,Tho'next unit in which Anna was oObaerved writing waa one on fairy
tales. Instruction for thia-unit had centered on group editing and
components of fairy tales, e.g. plot, astting and characters. On 2/2/83
Anna chose to write a very complicated  fairy étory about a royasl family
(the good guya), a witch (the bad guy) and a~<poisoning.

Figure VI-10 Anna’as Text 2/2/83

One day a queen and her prince
got married in a castle.

The next morning the queen said,
"Mother, when are we going to

have breakfast?"

The mother said, "In a little while."
The mother went into the kitchen.

The queen went back to her room.

The witch put poison in it.

They ate and the queen was dead.

The End

" Anna geta off to a good atart. Her first eentence introducea
her characters and atarts the action. She begins to run into aone
problema pragmatically, though, when ahe haa the queen asking her
mother when they’re going to have breakfaat. (It’s quite a reasonable
requeat from a child to her mother but a little unpredictable when a
queen doeas it.) While the queen waite for her breakfast, the witch puta
poison in something the quesn eata and the queen dies.

During this atory Anna subvdcalizea by talking to heraelf through

the whole pilece aa ahe wvritea. From the baginning of the piece she
writea hurriedly and appears to be totally involved. Tha noiee and

activity in the classroom don’t tempt her attention and aho- vrites
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The next .day a witch was after her.
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uninterrupted to the end.

Her final product includes many invented spellinga, only ona of
which is ' later revised. She changes IN A LILL to A LITTLE WHILE after
reading the piece 4aloud to the researcher.
writing ahe drops her pencil and seems to be confusad & minute before
she continuea. She had written THE QUEEN WENT BACK TO HER ! (erases),

writea P (erases), and then writes ROOX.

Once during the initial

The next piece of writing is also part of the’ fairy tale unit. On~
2/4/82 Anna begins a story about a giant, decides she doesn’t like it,

throws it away and begina another.

From the outset Anna has a difficult time getting -started with
this piece. She writes one sentence and half o
doesn’t like what she’s done and begins again. ONE DAY A GORD WAS NAME.
She stops, erases GORD and asks how to spell GIRL. The researcher
suggests that ahe apell it the best way she can. She tries and ends up
with the conventional apelling. Her next difficulty is what she can
call the girl. She satops and talks with paers and the researcher about

o ——what—would—-be

difficult to settle in on the task, however.
circles, writes the next aentence, picks up scissora and bagina to
ahave wood off her pencil  lead. She reads the last sentence aloud to

the researcher and then brushes shavings off
remainder of the piece Anna engages in a flurry

of all varieties. She usaes rasourceas for apelling, generates invented
apellings, rereade parts of sentences, makes s8u

stretches,. yawns, and subvocalizes as she rereads.

f another, decides ghe

anvappropriate—nane-for~the—gtr17~She——£inds-it~oitrcnoly

She wavea her arams in

her paper. For the
of composing behavioras

rface editing changes,

Anne’s composing bahaviors in this piece suggest that rereading
playa an integral part in her revising. After each behavior that is not
a direct manipulation of the text, she seems to use rereading as a way
to remind heraelf of what element of her atory sahe was working on at
the time of the interruption. The rereading seems to give her a running
atart to generate the next part of the text.

when she geta to BUT WHEN SHE WOKE UP SHE WAS SCARED on lines 8- 9
she appears to loase either her train of thought or her interest in the
atory .or both. 'She begins to play with a tdpe recorder on the table,
talke to her classmates in the writing center, yawns and plays with her
hair. She says to one of the other students at the table, "I wish it
was time o go to -lunch. I’m hungry.” She and the. othara talk about the
day’s menu. She goes back to shaving her pe

researcher &ncourages her to get back to

her

ncil again. When the
writing, she dashea off

the last two sentences. A8 ahe finishes the last sentence she lighl and

says, "I’m finiahed--finiahed "

The fairy tale assignment is still

in ef

fect as Anna writes on

. 2/9/82. On this day she choosaes an assignment from a list of poasible
fairy story titles that was genersted by the group.

™
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. Figure VI-11 Anna‘s text 2/9/82

G |
. . e R A
Jne... Jay....a. bear. bid s aar, .
NO W, J{““mlk”“\NDS;;NuﬁfQC”'521;

) T ; - - A One day 8 besr *did not know “if it was winter. .,
e e e 4 ) . So he kept saying » * |5 It winter ?2 *
he_ . “;lktp¥W;;L;SOJ%yLL;C;lSL;LILJ Q2 His name was Jo . i

L ) He was Qoing to sleep

winker 22 Has T name T wasT o Jas

hC LoMWas 9 QY. w*o,_fﬂa)

As in the previoua example Anna’s compoaing seems to be a struggle
here. She gets involved in talking with other atudenta &bout a Superman
movie they all aaw on T.V. the night baefore. She carries thia
socializing into her compoaing process, thcugh, as ahe gets them to
help her spall words and think of a name for her bear. All her
revisiona are in conjunction with reresdinga and are on a asurface or
local text . leval: ahe puts a period at the end of a sentence and adds a
capital ' at the beginning of the next sentance and changeaas a lower-case
H to a capital one. In the twanty-five minutaea available in the center,
noat of it is apent aocializ{ng with her claaamatos.

On 2/23/83 the clasasrcom aide had planned an asaignment on Papago
. .activitier. _Students were -practicing rewriting poems in-cursive, making—— - — ..
rattlea out of gourds, reading Papago legenda and writing legands bazed
on pictures of Native Americana engaged in various activitiea. Anna
choae a picture of a girl with a large woven basket balanced on her
head. .

Figp;e VI-12 Anna’s Text 2/23/82A (original version)

Oae day there was a girl.

Her name was Flower.

She was a nice girl.

Her mother wasn't nice to her.
One day they went to get
gyrup from the cactus.

In the morning they had

syrup and bread.

The End

This piece is interesting in that it indicates a diffgreht kind of
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revision than Anna usually engages in. In this case sha writes the
vhole piece fairly quickly; in fact, she atops only once to mske sure
ahe ian’t going too, fast £for the ‘Yeaearcher. As she writes sha
subvocalizes continually, talking out and rehearsing the atory. She
interrupts her actual writing only twice--once vhen another student
makes a comment to her and once to get a Kleenex. Upon finiahing the
plece ashe reads it back to the reasearcher and discovers that her first
sentence doean’t make aense to her. It was initially written aa, ONE
DAY THERE WAS A GIRL HER NANE WAS FLOWER. She satops, looka puzzled and
says .to the researchar, "It doean’t make &enJe.” She erases WAS,
capitalizea a small h, but still 1a not satiafied. The ceanter ends
before she has time to finish.

Aftear the next center Anna haa time to come back to her legend
piece. She takes her rough draft to Ms. Howard who edits it with her.
The final copy ends up looking like thia:

Figure VI-13 Anna’s text 2/23/82

wias_ o girle . -

One day there was a girl.
HeY name was Flower.
She was a nice girl.
oy Elancea— Her mother wasn't nice to her.
One day they went to get
syrup from the cactis.
In the morning they had
syrup and bread.
. The End"

e - Ocipme

Shemae ol
Nice _,&91 E,L,_.‘,H:r»

avethes  avas o

Snise Yo hee .

.QL\L,.QLQ.‘)L_.:&}:L}(_
wzni~MMW}uﬂagck,,;Vmug_JlLuw,;uw~_.L“guq
T the _ma nr.mg,_,_.i\a < - L) ad_g_sf\;ti.: p-—on d
braa 4

The  End

Anna’s piece on 2/25/82 ig a continuation of the assignment’
requiring legend writing. She chooses & picture of a young Nativa man
holding a bird he had just killed with hia bow. The picture includes
the text: "Once upon a time there was a warrior named Running Bear.
what did Running Bear do in the atory? Why did the story aend like it
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did? Or maybe you. can pick a better name for him and make up your own

story or legend." In reaponding to thia atory atartar, Anna vuwrites

quickly again as she did in her princess story, atopping only twice
vwhen she 1ia interruptod by another atudent who needa help. She revises
on a surface level aa she progresses but doesn‘t inveat much time on
this piece, only ten minutes.

The emphasis in thia chunk of Anna‘s writing- has‘been in two major
areas: lavel of involvement and editing/revising. It aeems that when a
narrativa aasignment ia first presented to Anna, whether it ia a fairy
atory or legend, she ias willing and esager to inveat haer best energies.
She choosea a topic readily, writea without interruptions, and nakesa
revisiona that will increasm the readability of her text. After ahe has
already written on that theme, howevar, it seems to be difficult for
Anna to remain engaged. Than her behaviors become more concerned with
fulfilling the requirementa of the aasignment. This inference seems to
be corroborated by her mother’s comment that Anna likes to writa and
chooses to apend some of har free tima writing, but she doesn’t like to
revrite and aometimes leavas a piece unfinished.

In the araa of revisions Anna’s behaviors indicate that she

revises mostly on a surface or local taxt lavcl, adding punctuation and
capitalization, correcting apelling, adding or deleting words within a
sentence. At thia phase of the study she engages in very little global
(vhole-text level) revising. Global ravisions seem to occur only whaen
Anna is highly involved in the task at hand, when she sgseens to know
vhat she already wanta to say and: how to say it. Reéreading and ravisaing

. then become waya to confirm or to correct her written taxt to make it

nore like the text she haa in mind.

Looking at the 'major language saystems that this astudy 1isa
investigating--aemantica, pragmatics, sayntax and orthography--it |is
isportant to aéparate the expository 'pieces from the narratives. In
both expository pieces (See Figurea VI-8 and VI-9). Anna‘s writtan
product demonatrates tha “things <fall apart' phenomenon discuased 1in
Chapter V of this study. Because thia particular format is unfamiliar

‘to Anna, elements of compoaing that ahe controlled aarlier now fall

apart. For inatance in the firat piece on the seal of Arizona, Anna’s
apelling is leas conventional than it has been through the courae of
this study. ven fairly high frequency words 1like SOME and ON are
aspelled uncunventionally in this piece. Syntactically neither piece is
particularly interesting; only one haa an embedded clauae. Both pieces
have limited information and in both camas, Anna has difficulty reading
back what ahe has written. These pilaces provide a baseline for

. axamining later non-narratives, and it «will be intereating to see how

this perticular genre devalops as haer facility with non-narratives
increases. ‘

Tho narratives are longer and more interesting syntactically than
the expository pieces. Even though Anna ia relatively uninvolved in a
atory about Sally being “kidnapped (2/4/82),- her product reveals a ‘
certain familiarity with the coapdhenta of a fairy tale. She has
characters, setting, conflict and resolution. Probably her best attempt
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during this phase of the atudy is the poimoned dqueen atory (See Figure
VI-10). Here Anna is at her beat ayntactically, aemantically and
orthographically. She has more words per T-unit then uaual, embadded
nominal and adverbial clausaa, & complex variety of phrase laval
structure and axpanaions of both nouns and verbs. The piece is both
coheaive and coherent even though only minimal information is provided
ralative to characters and plot. Orthographicaliy she demonatrates some
- capital problema (5), and her percentage of conventional punctuation ia
only 47X whereaa her average for the whole year is nearly 65%. She
apella 87x% of the words in the atory conventionally, howaver (84X ia
the average for . the year). An important point to renember hare is that
nearly all of theae narratives ara firat drafta. Note that .aince Anna
spenda her undivided attention on this pieca for more than twenty
minutes, ahe must be attending to iaaues other than orthography. Both
her finiahed product and her composing behaviors suggest that
meaning-making is of primary importance to Anna.

Third Chunk: Year I

The third chunk of Anna‘s writing covers four pieces she wrote in
_March. The.first. three._piecea_ _all. appear to be unfinished, which may be
explained by other activities going on in the clasaroom during that
time. The writing centar assignments " that Anna reaponded to during this
period focused on animal legrinda, which are & significant part of the
Papago culture, and a circus unit., During the week of March 2, Anna’‘s
class did a presentation on nursery rhynes st an assembly for the
younger children, That activity influanced some of Anna’s writing
during thia period. Much of class time this week was apent rehearaing
for the presentation, which may in part account for the unfinished
pieces. Also during March a professional ‘clown visited the clasa during
- their circus unit and demonstrated his skills at clowning and at clown
make-up. He spent some time doing make-up on each child.

The firat piece Anna wrote in this chunk was a partial, story about
a. girl in Kanaas. In itas limited state it reads as if ahe may hava baen
about to retell a version of "The Wizard of 0z." The aasignment for the
center . had been free writing. Anna’s observation that day suggested she
had. a difficult time concentrating on work. She spends several minutes
talking with classmates at her table and then leaves tha center early
to do an interview with one of the researchers.

The next plece (3/4/82) was written the day of the nursery rhyne
program. The preaentation had been early in the morning, and then the
students returned to the clasarcom to work. Ms, Howerd was not at all
pleased with their performance, and the group spent several minutes
listaening to her comments about what went wrong and why. That session
cast a somewhat subdued mood on most of the children for the renainder
of the morning.

Anna’s piece for that day reflected their work with nursery rhymes
asince it appears to be a retelling of "Little Red Riding Hood." Thia
piece too appears unfinished and the observational notes indicate she
apent a lot of time engaged in activities unrelated to writing. She
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watchea Tne Rmath gQroup play a math game, watchea anotner 8LUdeni reag

her piace on tape, and spendea a lot of time playing and arguing with
another atudent at her table.

During the week of March 8-12, the writing center activities
centerad on the circua unit. On the bulletin board waes a liat of
several auggested story titles including one about a boy who ran away
to join the circua. Anna choosea that topic but doean’t write much.
This waa the day of the clown’s visit and the whole clase was aexcited,
Even though he didn’t come to the classroom until after the writing
period waa over, their anticipation kapt them excited.

The last piece in’ thia chunk is vary different from the othera. It
is lengthy and finished and her involvement level ia very high during
the compoaing process. The crucial variable must not be the asaignment
since tha aame one i& in effect aa before--circua atories. Anna only
involvea the circus peripherally, though, as she writes this complex
story about a puppy getting hit by a car. -

Figure VI-14 Anna’s Text 3/11/82
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One dsy there was @& puppy wWho wWas playing at the park .

One day the clock struck three .

The puppy rsn home because his master came home .

When he was going home s car hit him .

The puppy fell down o ’ ,

“fhe man that hit him got the puppy was unconscious .

The msn and his daughter went to the clrcus because he owned the circus
.

One day they had the circus o

The puppy wes in it o .

The master went .

Wwhen the clrcus was Over the puppy barked o

The master noticed the bark

snd he ssid » ® Did that sound like the puppy ¥ ¥

" I sm the pupPy o "

And they took him home ,

‘

Thia story ia one of the moat complex ones, both‘aynteqtically and
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semantically, that Anna produces during the atudy for both yeara. The
story ia 109 words long, has fifteen T-unitas, and two noninal and five
adverbial embedded clauses. It nmakes an attampt at dialogue and,
although ahe doasn’t handle it very well, mhe tries to convey a very
complicated, emotional plot. It ian’t exactly clear what happena after
the puppy gets hurt. Maybe it geta amnesia (ahe wmight have saeen
something like that on T.Y.) or maybe it juat gaeta separated somehow
from its family. Nevertheleas the dog gets reunited with the farily in
the end. Ps '

This 1ia one of thoae occasiona vhen Anna wr.tea almosat
uninterruptedly from beginning to end. She hesitates before she beginas
to write, ataring ahead ‘and fiercely blowing bubblee with her qum. Then
ahe launchaa in and only pauses to reviae at a surface level, to reread
or to conault rasources, until she geta to WHEN THE CIRCUS WAS OQVER on
lineas 18-19. At that point she psuses again for a long period and then
finishes the piece.  The ending does not come as easily as the earlier
part of the atory, though, aince she atops to think aeveral timea ‘and
aakes many santence level reviaions.

It is clear from the evidence provided by Anna’s compoaing
behavior and from a description of general clasasroom activity that many
factors interact to both facilitate and deter Anna’as composing. When
she has a clear notion of what she wantas to say, external unrelated
classroom activity has only a minimal effect on her. When she ia not
either enamored of the assignment or compelled by a message of aome
sort, however, she is often distracted by others around her or providea

_the diatraction for othera. She has learned to incorporate social
activity into her work proceas, though, and makes good use of othera as
a raesource for ideaas, clarification of procedures and confirmation of ~
decisions in spelling, etc.

It was during this same period, March, that Anhna was interv;g:;;
for the second time regarding her concepts ‘of writing., It is
intereating to note that at thia time Anna atill seesa her own writing
in the classroom as ‘' relatively mechanical. Even though ahe believes it
is moat important for writing to make senae, when asked the queation,
“What’as the f£firat thing you do when you write?" she preaenta a rather
low-level skilla picture of writing. . '

A: First I look at the picturea on the board and see what I'm
going to write about. Then I start writing about that picture.

R: What do you do when you want to end it?
A: I just put an ending, like put "The End" or something.

Nothing in what she says has anything to do with creating atories
“that make sense, yat that is what is most important to Anna. She often
givea indicationa that ahe is dissatiasfied with ato: ies that don’t make
sense or are unclear when she reada them back to the reaearcher at the
end of the center. Her dissatisfaction is never expressed verbally, at
least not in any articulate way, but thke nessage is made clear by her

3
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nonverbal language, facial expresaions such as frowns and groans, and
body language like alumping and head shakes. Sometimes rather than make
reviaiona she will aimply point out the problem, eapeciaslly if she has
shown a low level of involvement in that piece.

Fourth Chunk: Year 1

The fourth and laat chunk of writing covers the five pleces
written from March 30 to May 6. They include a narrative about
Switzerland (Ms. Howard was doing a unit on Switzerland in social
studiea), a letter to the cla.uroou aide who waa in the hoapital, and
three apace stories. ,

On 373/83 Anna wrote this piece in responase to the aassignment to
write about Switzerland.

Figure vI-15 Anna’s text 3/3/82

When I was In Switzeriand in the
winhter they have a norn that callis
the comus home

. And they have skiing |ike us .
And they do not have houses |lke us .
Thelr houses are blg
and oh the top It is blg o
Their mountains are not like us .

e - . el They are hitly .
{ . ' . i They are not llike ours
p PR’ RS < 357, At LV Al H T

Really something .

Anna focuges on the differencea hetween Switzerland and her own
area, emphaaizing thoae elements that could reasocnably be’ compared. If
Piaget is right, it mumt be difficult for 8 child raised in the deaert
all her life to imagine what life is like in someplace as different as
Switzerland. Her atrategy is to - focus on what pashe experiences

vicariousaly through the informational articlea and picturesa in
reference naterisls. Her text does-: meem to indicate that she wvas

somevhat speechless when she 'tried to ‘describe some of the featurea. of
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the Swiss landacapa. To Anna thay are “really aomething.”

The behaviors in thia plece indicate aavaral revisiona at a local
laval, many mora than she normally engsges in. Some of thoae behaviora
may indicate that the assignment was particularly remote for her, but
there could be othar reasons. It is difficult to tell exactly how much,
if any, of tha bahaviors associated with thia piece are directly
related to the fact that Anna waa being videotaped as asha wrote. By
this time Anna had written while she was being recorded many timea and
seenad to bhe quite comfortable with  the aituation. After watching
taping aeasions acroas two Yyeara, all of the reaearchers agree that:
being obaerved elther with or without video tapae may encourage the
students to ba more task oriented than thaey might be otherwise. '

The second piece in this chunk ia a letter written to Ma. Lewis,
the aide who worked for the writing project. She had to make a trip to
a hospital in Phoenix for aurdury, and Anna missed her.

Figure VI-16 Anna’s text 4/14/82

Loar . doaello. il

S .:;'__45fé"'.‘.’;’f}alz‘/‘:'&i»;'.L%/nyﬂ,:ﬂﬁé:3 : -
“how . ._'.“z«;a[:_'/,k-‘c‘_':.f5)5&37)0%.??1»/c(s'.", Plyeseik Desr Lovells ,

e e e e e e How are you ?

g Jorre s e o long . was. I an doing fine .

How was the operation ?
Was Phoenix a long ride ?
How .long was the operation ?
51 , g e = Is the hospital big ?

vl L el Qe vedr rech . I tlke you very much .

i - From Bnna,

Qperntonl L e hogpiite] T

o,
o Arng Lo

The clasa waa involved in standardized teating that day, so those
not being tested at any given time were allowed to write on any topic.
Anna sent the original of her letter to Ms. Lewis and kept a copy for
heraelf. She seemed to be particularly pleased she had written the
plece. i

The last three pieces were all written in reaponse to a unit on
outer apace. The students aa & group generated an extensive list of
titlea and then chose their specific titlee from that list.

The atory on 4/29/82 was one of Anna‘s uninterrupted, atream-like
atoriea that come out quickly and efficiently. Even though the story

" contasina dialogue among several characters at different times, Anna
manages to keep the charactera fairly atraight. ' '
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rigure vi-ir ANNa" 8 LeXU /L7704 . \

L /‘055(/ [ﬂl 74 (‘('f'()/b 7R U - h

(e Jr//’ Ve —"""‘/ /0 M nO’" Qaﬂ j ?0 '/* I Kinged Harth Goodbye,

//lb 2100, Sﬁe . W(/’ va a na/ 770w /;4 One day I said to my mom,
;/

an. waid ok i€ 2“! W e o o
She sald, de '
4// L new? 1 e neg,, A7 "C/f/ 0( Then 1 sald, "1 am." ¥
6 n‘ﬂ‘ ("‘7 Tf ld(" //IU/’ /I/J She sald, "('IK, if ).'ou wish.,"
m )’ ..,.nf} A Nau‘n-c ln< #c WOJ Aud | went to my room
§V¢ﬂf ({b CRJex S 'H‘\Ll\ SQ’ an ,)(OU h 'nnd sald, "Yipee!"
Cipe h the qn. /e mouse anfd Jave ﬂ:":t"“;‘tl ‘:"’[’ :, ’”t":kcq'
at night ant on my way.
'kJ : le'S ‘)/Y.L tar h 90 }"}" //IMV -v/fC I met n}mnusc’ friend. v
‘./ﬂ}‘.; LI 7%« Ear. //7 doo/b/, //G so/.'»/ He was very much nice.,
‘/Q _:,.L_.Vc'ly/._ éhe - t MW ﬂ(m Then 1 satd, "Can you help
P 9(/// ok, ____7"//07‘ ~ llnl(\‘ut:wizﬁ ::(l‘fl” "ou have '
éa 7[ WhQ ﬂ"’ ’/ ){ LA sen . ”/’ﬁ to kiss the Earth go()d;)‘;',:.“
, . Z he . / ere, 00/7 e Then he kissed the Earth goodbyc,
0 . 7}‘0/’1/ le )\/,., -H\.qn, He sald by to everyone he knew,
ﬂ/h/. .}( o '/rr'z/ Camc C/a/&' LA INCe i L‘I:'”‘" can you help me to
e ) w sun?

"OK, that ls easy.

Why, I am from the sun."
"Are you?"

"Yes, I live there."

""Can you take me?"

Then he took him there and
he never came back agaln.

, Thia is one of those occasions whare Anna talks herself through a
composition, subvocalizing -~ everything she writes, She stopsa
occasionally to reread and make ravisiona, but for the most part her
progreas with the story is unheeded. It is her longest story of the
year with 133 words and 20 T-units. The syntax plot shows a "wide
variety of T-unit types, adverbial, nominal and conjoined clauses, and
varied phrase level structurea with different kinda of expanaiona of
noun and verb nodes and various kinds of connectora both within and
across T-units. Because she doesn’t yet control written dialogue, her
punctuation astatistics for this plece show only 29x correct.
Eighty-seven percent of her spelling in this story is conventional.

The story is an interesting blend of reality and fantaasy. She aska
her mother if she can go aomewhera, a very realistic sort of request
for a nine-year-old, but where she decides to go and who ahe meeta and
talks to is all part of the fantasy.

The atory definitaly follows the guidelines for an appropriate
atory structure. It has characters, a plot, a conflict (how to get to
the moon) and a resclution. Her last line, THEN HE TOOK HIM THERE AND
HE NEVER CAME BACK AGAIN is certainly story-like. Without the cohesion
problem it might be found in a published children’s book.
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porthole. Ma. Howérd had already prapared her piece on this aaaignment,
and she read it to the class as a model for their writing. School waa
in seasion only a half-day for the atudenta, and they were excited
wbout having the afternoon of{ and eager to get out of claaas. For the
most part it was ditfficult for all of them to atay on task. Anna’a
story waa only one “complete sentence long. Her behavior involved
spending nearly all her time playing with Mike, comparing their

heighta, grabbing each.gthet'a papera and talking about many thinga

unrelated to thia writing activity. (

s

The piece Anna wrote on 35/6/82 waa the last piece of writing we .

got f;on Anna in Year 1. It waas part of the space atory assignment, but
it turned out not to be a apace story after sll. '

g Figure VI-18 Anna’s Text 5/6/82
. \
m& : AN
One day I went to space to
see how {t lookes,
I did not now where | was
going because [ did not make
plans,

1 fell a sleep and whan 1 wine
up I was on Mars.

I sald what T was doing her,
Evar time I looked out [ said Hi
but ne one sald anvthing.

So I went, And rond to Earth.

(copy of original text not availabiu

One day I went to space to
gee how it looks. ’
I did not know where I was .
going because I did not make s (
plans. _
I fgrf“asleep and when 1 woke
up’& was on Mars.
said, "what was I doing here?".
Everytime I looked out [ said, "Hi."
But now one said anything.
/// So I went and returned to Earth.

!

The s&etting 18 1in space but the story actually involvea a very
realistic situation, waking up and not knowing where you are. In fact

one of the lines she edited out was AN SAID WHERE AM I? She replaced

that phrase with HI in the final veraion.

She talks her way through this piece as she has with aome othera.
She stops to think often and rereads as she reaumes the physical act of
writipg again. She makea several revisions 4in thia piece and, in her
words, “irades things around” to help the story make aense. When she
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atopa for a long pause toward the end of the atory, the reaearcher aaka
her what ahe’a thinking about. Anna aaya, '"What to aay next." After she
finishes the whole piacea she rereada it to the raesearcher and adde a
period ahe had miased earlier. o

There seeam to be two partjcularly interesting featurea of Anna’s
writing worth discusaing in summation--effect of the asaignment and
level of involvement, two aeparate isaues that are actually related in
Anna’s caase.

it seems that the more specific and detailed the topic, the more
difficult it is for Anna to "own" it for her own writing. This point
may be applicable to all of Anna’s writing for VYear I, but two examplea
emerge in this particular chunk. On 5/5/82 when Mas. Howard both models
how the children should write and specifiea what they ahould include,
Anna haas a difficult time with what to say. Her final product enda up
being one sentence only: ONE DAY I WENT TO GO TO JUPITER TO SEE WHAT
IT’S LIKE." Observations indicate that ahe engaged in a8 lot of
behavioras unrelated to the writing situation. The iasue is whether the
behavioras diatracted her sttention from writing or whether she engaged
in those behaviors because of her difficulty with that narrowly defined
topic (or for some totally other reason), It is an important issue
whirh will have implications for inatruction 1if a clearer relationship
between type of assignment and behavior can be eatablished.

The other major isasue relative to this chunk of writing is level
of involvement in the writing episode. This iasaue relates to the firat
because Anna appears to control-a topic more effectively, exert more
energy in the task and maintain a more intense level of involvement
vwhen the topic is general rather than specific or when she iynores the
specificity of the assignment and makes it more what she wants it to
be. Two examples occur in thia chunk. In the piece Anna wrote about
Switzerland (See Figure VI-15) she has the latitude to focua on what
she has experienced rather than to write on a specific feature of
Switzerland. Even though thias piece is difficult for Anna, she
maintains a reasonably high energy level, perhaps because she can
choose to say what she has in mind and not addreaas herself to an isasaue
she haa no intereat in.

The last piece (See Figure VI-18) is alao a good example of how
Anna manipulates the topic to suit herself. She doean’t really write a
space ‘story but inatead writes about & very realistic  phenomena which
ray have happened to her personally. '

It may be that children thias age need to write about concrete,
personal topica sand not abstract, impersonal ones. For Anna that
certainly seems to be the case. That issue will be extended to the
examinstion and discussion of Anna’s Year II data. ‘

a
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Anna Year I
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Anna Year 1

Table VI-5 Percent Conventional Spelling:
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Table VI-6 Percent Conventionzal Punctuation: Anna Year 1
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Development of Linguiatic Systema: Year 1

e o e r T - - - . e W M MR M e R ae e e e TS Sm S E S

By way of ' summarizing Anna’s developaent as a writer acroas this
first year of the study, the three linguistic sayatema--syntax,
orthography and semantica/pragmatica -~ will serve as organizera for
presentation of the summary data.

Syntax

Table VI-1 presents a. picture of words per s8t:icy for all stories
in Year I. Although length in 1tself is not a crﬁcial variable in
syntactic development, it can serve as a comparison of Anna’s stories
within each year and acroass both years and with other subjects in the
atudy. ‘

It is clear that as  the vyear progresses Anna‘s 8tory length
fluctuatea greatly. Her longest story of the year and her B8hortesat are
produced close together, on April 20 and May S. As the previous
discuassions of individual writing episodes indicate, many factorsa
interact to determine both the quantity and the quality of a writer’s
performance acroas tiae.

In the area of syntax, Hunt (1970) and others (0’Donnell, Griffin
and Norria, 1967) have indicated that several indices are particularly-
valuable for asseassing ayntactic growth for young writers. According to
Hunt the most valuable index of development in syntax for ten-year-olds
is words per T-unit. Table VI-2 illustrates words per T-unit for each
story Anna produced in Year I. ) '

The graph illuatrates that 'Anna’s words per T-unit across Year 1
do not follow any s8ort of linear developrental trend but rather
desonstrate a saltatory pattern (i.e, fluctuating up and down
(Werner and Kaplan, 1952). From the earlier discussion of Anna’s
writing episodea 1t i8s clear that neﬁy factoras--social, -academic and
personal--interact within the writing episode. It is thefefore to be
expected that no straight line of development would be viaible in auch
a short period of time. It is posaible that if a graph- was ‘made of any
other twenty-tws pleceas of writing that Anna produced during the same
year, the words per T-unit graph would look quite different. It is
because. of this that we atrongly conclude that using one piece of data
to draw conclusiona about or to evaluate a child’a writing ia unwiae at
pest. ‘ . '

By November 10, when Anna adds conjoined clauses to fthe embedded
noninal snd adverbial clauses she had produced previously, she produces
all types of clauses in her writing. From this point on, her
development involves ' embedding more information within .clauaes (e.q.
adding prepositicnal phrases, adjectivesa and adverba) as the Yyear '
progresses. Since she ia not adding new typeé“of clauses it ia clear
that she is increasing the quantity of information 'within clauses
rather than extending the type.
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Tabla VI-3 illuatrates - Anna’e clauses per T-unit for each story in
Year I. There is no linear direction to the development of clauses per
T-unit, but it seems likely that the overall development of clauses per
T-unit acrosas the two years will increase. Hunt’a reaearch (1970) has
provided evidence for this hypothesis which will be analyzed in Year
II.

Table VI-4 represents the percentage of the total of each type of
T-unita, clauses, phrases and connectora. (It should be noted the
T-unit divieion collapses some categoriea from a finer analysia; the
dialogue T-unit type includes dialogue questions, dialogue imperatives
and dialogue exclamationa.) Headings were also eliminated from the
T-unit representation since they ~re not true T-units.

What is apparent here is that Anna has used all of the major
T-unit, clause and phrase typea. During this first year Anna uses equal
numbers of adverbial and nominal clauases embedded within the main
clauses. On the phrase level this graph illustrates that Anna usea more
noun phrasea than verb phrases. When prepositional phrases are
considered meparately relative to function, however, the adverbial
percentage increases. 0f 57 prepositional phrases that Anna produced in

year I, 353 or 92X act as adverbiala. Examining thia information for
" Anna only within this one year doesn’t provide much valuable insight.
Wwhen Year I and Year II statistics are compared, however, and when
Alice’s results are compared to the other subjecta in the atudy, a more
detailed picture of Anna‘’s syntactic development will emerge.

Orthography

The asummary of Anna’sa Year I ofthogrephic data includes
1n£on;ation relative to apelling, punctustion, capitalization and
letter formation. :

Spelling

_ Table VI-5 illustrates Anna‘s percentage of conventional spelling
during Year I. The same s8altatory developmental pattern occurs here as
in the syntactic data although here there ia a definite trend toward
increased .conventional spelling. It is important to note that at no
time did Ms. Howard present formal group instruction in spelling.
Progresas in conventional s8pelling resulted from Anna’s growing
knowledge of the English spelling system, supported by the use of human
and physaical resourcea: peers, teachers, aides, researchers,
dictionaries, wsll charta, bulletin board materials, etc., as they. were
needed in the functional context of producing text.

, When Anna’s aspelling patterns are examined more closely across all
the texts presented for the atudy in Year I, eeveral interesting
patterns emerge. Firat, when Anna isn’t sure how to apell a word she
often subatitutes a real word which ia similar to but not the same as
the word she neads in this particular context. It is posaible that she
pulls from a linguistic data pool words that ahe already has available
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rather than produce new words or non-words. Across Year I several
. examples of this kind of behavior are evident: eat for ate, bother for
brother, bet for but, send for celebrated, came for coming, bad for
‘dead, did for died, no and new for know, sad for said, work for woke
and many others. In many inatances word length ia identical and often
one vowel ias substituted for another.

Second, only eight words of all the text produced for the atudy in
Year I were spelled unconventionally more than twice. Each of those
eight words will be ldentified here since together they provide inaight
into Anna’s strategies fo inventing &pelling.

GOT was spelled GET three times, twice in one atory, October 20,
and once on December 8. It was spelled conventionally five timesa. KNOW
was spelled NO once on December 8, and as NOW three times, once on
February 9, once on April 29 and once on May 6. It was never spelled
conventionally. MOTHER was spelled unconventionally four times; once &s
MATHER on February 23; and three times as MOUTHR, all in the same atory
on February 2. It was apelled conventionally twice during the vyear.
PUPPY was spelled uncoventionally eight timea, all in the same story on.
March 11. Seven times it was spelled PAPYG and once as PAPUG. It was
never spelled conventionally. REALLY was spelled unconventionally as
REV on March 30 and as REAL twice on October 29. The latter might be.
‘ considered a conventional spelling of Anna’s dialect preference.
SCARED was spelled unconventionally three times, as SARYD, as SARND
and aa SRANOL. It is with this one word that Anna demonstrates the
ueekeet etretegiee £or generating ‘invented apellings.

THEY was used twenty times during Year I and was spelled

conventionally sixteen of those twenty times. On December 8 it was
" spelled THAY twice and the asame way on February 3. On March 30 it was
apelled THE.

US was used three times in Year I texts. It waz never spelled
conventionally and was always invented ‘as AS. All other words of text
generated in Year I, 1104 words, were either apelled conventionally or
unconventionally on either one or two occasiona.

Observational data of Anna’s writing episodea indicate that she
‘frequently -used resources for spelling and that the incidence of
resource use increased across the two years, especially in Year 11 even
though no direct instruction in resource use took place. Specific data
will be reported later on the issue of resource use 8across " the two
years of the study

Punctuation

Table VI-6 shows the percent of conventional punctuation for Year
I. This graph illustrates that no linear developaent occurred in Anna‘sa
Year 1 punctuation data. In fact the pattern is 80 uneven as to suggest
that punctuat.ion behavipr is dependent on the type of . punctuation
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required by the atory content, the writer’asa control over that
punctuation type, other ‘cognitive and linguiatic demanda, and the
conatraints of the context interacting within each writing episode. A
‘closer examination of types of punctuation and percentage correct for
nach type follows.

In the area of commas, percentage correct acrosas sll atories in
Year I waa 3.2. That nugber indicated that one comma uae out of 31
poaaible was correct. With periods percentage correct acroasa all
atories waa 73.5 or 108 correct usea out of 147. Thia number indicated
Anna‘as beat control of all punctuation marka. For question mrarka the
percentage correct waa 26.7 or & correct uses out of 15 possible usges.
One exclamation mark was expected in one atory, but Anna omitted it.
Quotation marks were particularly unused by Anna. She used only one
correctly out of 53 poasible occurences, or 1.9 percent. '

A more detailed examination of the storieas which elicited both the
lowest and higheat marks in punctuation helps to provide a more
detailed picture of the contexta in which Anna producea extreme
performance in punctuation. -

In three storiea Anna’s punctuaticn was 100x correct. The f£first
story waa written on January 14 (See Figure VI-9) when Anna produced an
expository piece, THE STATE SEAL. On that occasjon Anna’s use of
resources was extremely high. The piece was not being generated out of
.axperience or imagination but wasa, for the most part, being copied -om
resource materials, the bulletin board, short articles and
teacher-prepared materiala. All three of the aentences are aimple
declarstive. sentences and there were only three T-~units containing 30
words. Since Anna has demonstrated control over most ~sentence
boundaries, it is not aurprising that she would reach 100x correct
punctuation in this story. '

February 23 (See Figure VI-12) is another inatance in which Anna
demonatrates complete control over punctuation. This atory ia the only
rewritten draft that was produced for the study in Year I.

On March 9 Anna wrote an unfinished piece about running away to
the circus. Many factora contributed to confusion and distraction on
that ¢ay, and Anna was unable to complete her pilece. Since she wrote
only two complete declarative sentences, it ia not surprising that she
achieved 100X correct. : :

The story with the loweast correct percentage of punctuation
occurred on April 29 (See Figure VI-17) . when Anna wrote the pieceé I
KISSED THE EARTH GOODBY. The piece haa 20 T-units, 13 of which are
dialogue. Six of those dialogue T-units also  involve questions and
exclamations. Since Anns is experimenting with new forma which she
doesn’t control very well, it ia reaaonable to expect her not to do
well when those punctuations are required. . ,
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Capitalizetion

It is interesting that Anna  produces non-conventional
capitalizations 1in VYear I only at the beginning of 'a word. Nineteen
_ problema occur at positions other than at the beginning of a sentence,
and s&ince these are most interesting, the .non-conventional patterns
vill be discussed here.

Two times Anna capitslizes the word FATHER when a determiner
precedes it; November 10, “"The boy lived with his Farth (father)*". Six
cepitalization problema occur when a proper noun ia not capital ‘~ed:
February 25, "a boy named ‘werrior,"¢hpr11 14, "Wss phoenix a .ong
ride?” One non-conventional form occurred in a title: April 29, "I
Kissed Earth goodby.” In one situation, November 17, Anna writes, "I
think you are nice Pelamp.” It is interesting that the Papago term for
their own tribe may be tranalated as the - People and would be
capitalized when written.

One capitalization which may have an interesting poasible
explanaticn occurs. In Anna’s story of November 10, ahe writes @about a
father who loses his job. His employer aays: “You are Frid (fired)."”
The punctuation data illustrates that Anna . does not control exclamation
. marks; in fact the only end mark punctuation she doea control is the
period. Thia informstion suggeats that Arna may have used the capital

letter, to emphasize  the word since she doesn’t know how to suggeat -

eaphasais otherwise.
Two final examples relate to the issue mentioned earlier of Anna’a
uae of a real word in insppropriate situationa. On April 29 Anna wrote:

“I went to my Romo (room) and &sid. . ," and in the asame plece ashe

wrote, “0.K. that is East (easy).” One of several possible explanations
- may 8ccount at leaat in psrt for the inappropriate cspitalization that
occurred in both aituations. Romo is the laat name of one of Anna’s
close friends. She may hsve written the capital "R" as .a nistske, and
then her automatic pilot took over to help suggest the remainder of a
familiar word. Or she could have been thinking of her friend st the
time and thst may have plsyed a part in the "R" initially. Certainly
the two words are graphicslly similsr, and a miscue of this veriety |ia
not at all unusual even for sccompliashed writera. The “"East" example is
eimilar to the previoua one, Ite occurrence in thia context could have
a relationahip to many external varisbles present in this particular
episode,  including a discussion of directions, which is actually the
content of the meamsage in which the miscue occura. The main character
is ssking how to get to the moon. :

Letter Formation

The letter formation date will be exsmined from the perspective of

1

two separate issues, letter reversals and manuscript versus . curaive, ’

Across all 22 atories in Year I, 1104 words, Anna hed only 13 letter
formation problems. All but one of thome were b/d raversals. Of har 12

’
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content, atructure and audience, awareneaa--have not been given much
attention. It ias-not clear ,what the purpose of the piece 1a; the
content is meajer; the atructure is not well ordered (aentence two
should probably occur before aentence one); and there is no indication
that an attempt has been Rade to consider 'an audience. Virtually the
same evidence exiats for the other expository piece, January 14 (Sea
Figure VI-9).

The end product is probably not the esaential ingredient in this
compoaing activity, however. Ma. Howard indicated that .she sssigned
_this research unit becauae ahe wented her studenta to begin to
" investigate - different kinda of resource texta and learn that a
different °kind of writing reaults from research on a topic. Some work
with Arizona history is a required element of social studies at all
.grade levels in the atate of Arizona, and Ma. Howard .combined both
objactives in this activity. 7

Observations of the composing proceaa indicate, though, that Anna
waa overwhelmed by the tssk. There was no involvement on her part in
this assignment; she didn’t own this piece of writing. Because the
. aaignment did not .foccur in a context which ‘waa functional for
Anna,success was nklikely. When the function®did. not allow enough
energy for the task, meaning and form could not emerge. Heaning cannot
be generated in a vacuum; conaequently Anna could not perform
"succeasfully on this asaignment. It is interesting to note that the

lack of success in this piece is not revealed by syntactic and
orthographic data; it - is only when the semantic/pragmstic isauea are
. examined that the problem in revealed.

The letters preaent an. effective counterexample to the expository
piecea. In each of the three letters Anns produced, she meets the basic
semantic/pragmatic requirementa to a certain extent. Even on October 29
(see Figure VI-4), when Anna is -just beginning to get comfortable with
compoaing in the classroom, she produces an effective letter. Anns’s
spelling and punctuation are not highly controlled in this letter, but
the energy behind the function of this text is evident. Anna saw the
program and waa excited, delighted, end scared all at once. All of that
information comes through in this piece. She writes directly to a
specific audience, and although she doesn’t. provide specifics of what
elicited thia particular-emotion, the emotion is clear. Function exists
and the text that reasults is meaningful. Therefore,evén though form is
far leas than perfect it does not seriously hamper the communication of
Anna’s intended meaning.

The letter Anna wrote on November 17 to Mr. and Mrs. Turkey (see
Figure VI-6) méets the same. baaic requirementa of the one jJuat
discussed. Even though this letter wasn’t written to a real ‘peraon"
and surely wasn’t mailed, some function is obvioualy being met, perhaps
that of eliciting imagination. Anna‘’a atories across the two years
suggests that she has a vivid sense of humor. It is just this kind of
activity, writing a letter to turkey parents whose aon was @aten on
Thankagiving, thet Anna seemed to-enjoy. The observational data '
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acroas all satories) and 5 were "d" reversals (out o1 1/D Ta 8¢
produced). When examined within the total context of "ba” and "ds"
reversed, Anna reversed 3.34x of all letters likely to be reversed
beca?ne of graphic aimilarity.

The only other letter formation problem Anna has is related to the
isaue of learning cursive. Anna expressed impatience many times when
she waa aencouraged to write in cursive. She said it salowed down her
writing, and she often forgot what s8he was writing about when she had
to take the time to form familiar letters in unfamiliar ways. On March
4 Anna wrote: SHE. WAS A NICE GIRL. The second half of the W in WAS
mergad with the A; therefore the W is formed incorrectly. It is
probably safe to say that letter formation problems are not a major
issue in Anna’s writing developmant in Year I.

Semanticin/Pragmatics
Semantic and pragmatic issues will be discuased concurrently
beginning with an overview of a.semantic/atory structure analyais that
vas conpleteF on each narrative and continuing with a discusaion of
genre, topiyr, and content, providing additional information oh the
social contkext in which the stories were written, when that information
gkovidea inaight into the composing event, '

For the purposes of this study genre has been defined as four
differaent kinds of texts produced: narrative, expository, letters and a
catch-all category labeled other. For the most part, the genre: of a
particular piece had been astipulated by the aasigament. On only one
occasion when researchers were present during Year I were subjects
allowed unassigned writing. On that occasion Anna wrote a letter to the
classroom aide who waa in the hospitalal During Year I Anna wrote 17
narratives, 2 expository pieces, and 3 lettars (including the one
mentioned above).

The differences -among these genras as Anna presents thenm are
clear. The narratives, perhapa because there are so many of thenm,
represent a wide variety of performances in all areas. Anna alao has
had,several auccesses with narratives, and the 8tory structure data
clearly shows .that ehe knows how to produce an effective narrative.
whether she controls story, atructure or not on any give occasion is
dependent on tha complex coLbinatien of variables already discussed.

The two expository piecea, if -they were to be judged on final
product, ‘would be termed unsuccessful at beat. It is important to note
that these two pieces are among the only assigned expository pieces
Anna has ever written. It is likely, too, that much more of her reading
material has been narrative than expository, so she probably has no
definite schema for expository writing like the kind she is being’zasked
to produce here. The state bird piece, January 12, (See Figur Vi-8)
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I KISSED THE EARTH GOODBY wasg 1nfluenced by another story the teacher
read to the claas whizh had a mouse as the main character.

It is clear that a complex combination of events interact to
create the aventa of the writing process and the product that results.
The writer comes to the writing event with a set of asocial, academic
and personal variables which provide a unique setting for eac
composing activity. An examination of this procesa will continue wi h
Anna for Year II.

Composing in the Social Context: Year II

- - - - = - = A . n - - . T A e M M e S

One vitally important piece of new information related to Anna’s
writing development in Year II is that near the end of Year 1, Ma.
Howard made the decision that Anna’s academic development had not
progreesed as it needed to for her to do well in fourth grade.
Advancing to fourth grade in this achool district involves moving from
one school to another, from an elementary school that includes grades
K-3 to a middle school that includes grades 4-6. The philosophy of the
middle achool is somewhat different from that of the elementary achool
in that' the acquisition cf basic skills in the language arts 1is assumed
to have already taken plece. Hence, a much stronger emphasis is placed
on content area instruction as opposed to an integrated view of
language arts. Anna’s parents concurred with this decision to keep her
back another yeer'because they, too, believed Anna was not edequately
prepared in basic skills.

Children from all the third grade classes who were identified as
not ready to move up to the other achool were combined in one class
labeled pre-fourth grade, at the elementary achool. Anna was familiar
with most of the children in her new class. Three others are part of
this atudy.

<

Earlyt in the yer- the class seems particularly quiet, with

children alwost al- seaking in near whispers to others at their
table where they y although their seats are arranged in amall
groups. Their t .s. Caldwell, provides a very warm and friendly

atmosphere for lea: ig but insists that children be respectful and
supportive of each other’s needs as well as their own. Ma. Caldwell is
particularly effective in not raising her voice at any time.: It is
sometimes difficult to tell that she is present since she is difficult
to hear and see, 'being petite and soft-spoken, and yet her managerial
presence is always evident. If a student gets into trouble, either
academically or socially, she is not far away and intercedes to help
get the problem cleared up. . -

Firast Chunk: Year II

The integrated view of language and conﬁosing that serve as
fralework for presenting the data in Year I will be lainteined through
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Anna’s third letter waas the one free writing activity that Anna
wrote on April 19 (See Figure VI-16). She is concerned about Ms. Lewia
and has many quesations that need to be anawered. Purpose, content and
structure are clear and appropriate. s ’

Anna’s Year I data seem to support Halliday’a (1975) contention
that form follows function and ;hét meaning-making that originates from
energy supplied by that function ia crucial to the auccess of both the
proceaa and product of written language. '

Topic and Content ks

The topica of the’ atories Anna produced across Yesr 1 were almoat
excluaively determiped by the teacher’s asaignment. The content of the
narratives, though,, waa alwaya Anna”’a choice and often reflected eventa
occurring in her life both inaide and outside of the claasroom (see
Bird, forthcoming). '

During October the major topic for writing waa Halloween,
including ghoats, goblina, ghoula and werewolvesa. Anna choae to write a
story about & wolfman which she said ahe didn’t like because "he waa
mean.” She said ahe had seen something aimilar to thia atory on T.V. &0
media probably have at least aome effect on the content of Anna’s
atories even though she saya she doean’t watch T.V. much.

Rodeo waa a najor topic in November. Every fall the Papago tribe
sponsora a big rodeo/carnival event, ao community activity of all kinda
1s directed in that area. Anna uaea the rodeo idea to begin her satory,
~ but she quickly dropa that topic and moves to a more human intereat

topic of a father loaing hia job and looking for a ney..one. She’

indicated that thia atory waa actually about a friend of the family who
had had this particular incident happen to hin.

The only atory Anna wrote for the atudy in December waa. one about
a Chriatmaa elf who getsz hurt, ia ruahed to the hoapital and
myateriously diea. Anna’a mother indicated that Anna’s grandfather hacd

been taken to the hoapital and died about the same time that Anna wrote
thias atory. ' '

On ebruary 8 Anna wrote a atory about a queen who waa poisoned
when something was added to her food. The topic waa fairy talea, but

Anna said she got the idea for her atory from a aalt fight that morning

in the cafeteria during breakfast when aome studenta surreptitioualy
put salt in aome oOther, atudents’ food. Putting something in soneqne’s
food made its way into Anna’a fairy tale. 5/{‘ ) ’

' . . .
In Anna’e February 25 atory about an Indian boy, the main
character was given the name Warrior. She indicated that: she ‘got the
idea for that particular name from the maacot name for the high achool,

the Baboquivari Warriora. .
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- The firat "chunk" of writing in Year II includea five pieces that
Anna wrote in reaponaa to either her own drawing or what the teacher
called "astory atarters."” Ma. Caldwell uses drawing to begin her
~writing program by having the children elaborate on what they draw in a

wara-up seasion at the beginning of each achool day. The asaignment is

to draw a picture and then write four sentencea about the drawing.
Early in Year II Anna chose to apend her time deacribing what was
"happening in the picture. The firat three. pieceas we obaerved all were
written on 9/21/82. ‘

Figure VI-19\ Anna’s Text 9/21/82A
\

. kS .
.)ﬂ‘\nﬁ N L ASL noﬁ CO e LYOUSE b oo o -

D Momca is stand ‘Sy the VYoo _.
iyﬂOqu 6 o tried mwﬁo~mw~3et~w.0h._ﬂhe ¥
@/MOOICe , Tenotiner (s . ._.sad_____Come__ _ormd_rhdf
s

This is Monica's nouse .

Monica is standiny Ly tne triee .

Montica ts tryiny to jet on tne tree .

donica's motner is saying » " lJone and help me . "

/' "In the firat piece Anna makea few revisions aa she writes.
nstead, she finishea the piece, puta it away and then goes to talk
with Ms. Caldwell. When she returns to her seat she pulla the drawing
out -again, rereadas it. - and makea several corrections, e.g., addas a
capital to Monica, changea TRAND to TRIED and finally settles on STAND

reads «STANDING for STAND, TRYING for TRIED and “SAYING £for SAID,
illustrating the eppropriete norphemea for the words she had invented
apellinga for.. She seems impatient to get the piece finished 80 that
ahe ‘can do an errand for Ma. Caldwell.

The eecond piece of the day, 9/21/82, is written in reaponse to
one of a number of atory startérs which Ma. Caldwell has 1in a coffée
can in the middle of " table where ~writing supplies are located.
Selecting a small dlttoed picture of a dragon ahe writea quickly, ONE
DAY I GOT A... she atops, drites D-R-A° and then erasea _the whole

. \ atructure. She atops and talks with a classmate about how to apell
. DRAGON, consulta a dictionary but gets distracted by the pictures and

,\ finally gives up and goea to get a drinik. Because of the cloae
\proxility of their seata and a curriosity about othera’_ work, another
student\has now gotten invalved in the diacussion about how to ~ apell

for STANDING. When she readsa the final veraion to the researcher she -

h%ﬁgONS,Kso while Anna gets her drink he looka it up for her. Thie Tom
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Sawyer-like performance aimed at getting help from others is
reminiacent: of lsat'year’e behavior and 1ia characteriatic of many
children 1in the room. Since Ma. Caldwell encourages cooperation, what
any child producea ia often the reault of collaboration. The remainder
of the piece 1ia written yvery quickly, and  ahe announcea she’ll write
atill another. i :

The third piece of the day wasa "alao wfitten in reeponsé to a atory
atarter, thia one with 8 picture of some butterfliea and a query about
where they migh* be headed. '

' Figure VI-20 Anna’a Text -9/21/82

PRI <

A l“' * One day [ aas a43lxking in the valley o
. o And | saw some outtorflies .

R . o . They s81a » " we are yoing.to the north .
Ore L day.” I was: walk
wtme wataAnd Ts
e e
Tray Soind o nmace
to Fhe wort. : th’ - v

Anna characteristically begina her writing with ONE DAY and she.

doea that here. She writea the firat asentence quickly, talking aloud
as she writea,  ONE DAY IS WAS WALKING IN THE VELLON. She looka
carefully at the laat word and saya "Valley. Ia that right? V-a-l-l1l-e?"
She goea to check a resource but can’t find it quickly. She aska the
same child who helped her, with DRAGON for help. He triea to remember
how 1t ia written when the -T.V. ahow "The Big Valley,'" bagina. He aays

he watchea it every day after achool. They finally aettle on VALLY.as -~
appropriate. Anna rereada the sentence she has now completed and

writes the remaining two aentences quickly, atopping only to add an S

_on BUTTERFLY.

2
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Figure VI-21 Anna’s Text 10/7/82

P , o .
Welne o osun s COMEN) P
iy - 1 .
®@. \teo. . Cid Aol L Comeay . Hewna s £omen e agia
. -
& .~ L L L ymng LYo Vo Wit Gfel . C\ui@vayg L Gt wdes
@ Ko s o teeceed. _ _she .oy _sad @ Obe s Sayng e

@@)12“'5;,__,1‘.9\[.\)‘_\,&) v.ﬂ.,__u..,\,wuyv,_ atnl, . A...‘f)‘_gc,k,... R w\mH’\u" . day. R

The sun 1s LumiIing Jyp

ine clouds are comin) Jo~n fron tne east .

[t is youiny to rasn

de are Closing OUr WINJOOWS . ’ N
Kim is scareu . )
3ne 1s s4d

She is saying » " XBin 5, rain » Jo dWway o

Come Dack anotnhner day ¢ "

As Anna writes she turns her paper over often to look at her
drawing to make aure that her writing accurately reflects her drawing.
when ahe writes THE CLOD (clouds) ARE COMEING DWON (down) FROM THE
EAST, the reaearcher aska her how she knowa they are in the east. She
says, “Because the sun is in the east.”

Anna’s level of involvement seems to be ruch higher on this last
piece than it has been on the previoua drawing/writing episodes. The
researcher records twenty-two behaviora including many local reviaionsa
such as punctuation, spelling and . handwriting  fora, as well aa
rereadings and resource use where cn the previous pieces her behaviora
nuabered only 9, 11 and 8. It isn‘t clear whether it is the drawing,
the writing or aome other factors that account for the increased
intereat, but it ia clear that she has nore to offer here.

The last plece in thia chunk is another written on the aame day as
the previous one. This one results from a atory starter offering two
finger puppeta to be cut out, taped and colored. After she constructs
her puppets she plays with them awhile and then writes the following
story. ’

Anna enjoyed writing thia atory. Even though she put a lot of
energy into editing. for form at a 'local text level (punctuation and
spalling), she never losat har delight in the story she waas creating.
The reader may: have some difficulty keeping the characters straight

since mice don’t usually put other mice in catas’ beds, but Anna kept it

al]l atraight. The way she explained it was that the puppet mouae-put a
play mouae in the puppet cat’s bed and the puppet cat tore it up. Anna

end her friend in the story are real people having apatas over their . ~

toys. The cat and mouse won’t ‘allow real people’s problems to
interfere with their friendshipa, and they’ll be friends forever.
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f igqure V1-2? 4Anna’s Text 10/7/82B
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A mes the e day. ’j\m_._of\\\rx e

See e \\mn\g . and . _waid _she.
. WS SUCIE L. \Y rhous c.-wﬁn\dﬁc_%‘

\V\O\d.,_wul(rLLﬂCLL_:\\Li);:;” \\;;_ﬁfﬂ\g/

\1({;-;?;%&‘qus\ e and i Em_:m‘ 2 Play

This Is a cat and a Mnouse .

They line to cCnase

4y mouse lines to cnase ny frienu's cat
Ihen one day my mcouse piayea 4 joke on m
He put a Aouse in nis Dead .«

The next morning tne mouse was torn up
fhen we went to 9o ygel tne mouse

byt 1t wdas nol there o

RMe cat ate It up

fnen my rriend was mad at - o :
The next ocay sne called me on tne gnone

My mouse ana cal maage frienas
Tnen on they playea togJetner
and he never played a JOxKeE .

y frienu's catl .

anyg $41G SNe nad> sufry
-

) Anna’s story ianguage emerges 1n both this piece and the earlier
one written on the aame day. Anne read the laat sentence of this

piece, THE ON THEY PLAYED TOGETHER AND HE

NEVER PLAYED A JOKE as

ANOTHER JOKE, revealing her awareneas of storybook language. She

haan’t got it ]uat right vyet, but her attempt

indicates an awaren..is of

how authors incorporate unique phrasing appropriate for atorytex»‘ﬁg
but not oral language. Her RAIN, RAIN, GO AWAY in the text written

earlier suggeats that Anna is familiar with
seeka to include 1t in her own atories.
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beginning to get her feet on the ground again after summer vacation.
Soclully she begins to include her classmates in her writing proceas,
calling on them for help in spelling end ideas for writing. Ka.
Caldwell has apent & lot of time diascusaing the social atmosphere of
the roos and how important they all are to each other. Her major
objective during this early part of the &chool year haa been to help
the children learn to work together, to learn to 8hare their work
without fear of derision and to help them underatand how important ° they
are to each other.

In thie atrosphere Anna is learning both involvement in and
comnitment to her writing. Nearly every day the children in Ms.
Caldwell’s class share their writ.ng formally with each other. They
are encouraged during these sharing periods to ask quesations of the
writer. They amsk for clarification and expanaion of ideas, and they
get ideas for their own writing from others. This new awarenesasa of
reader/listener concerns are evidenced 1in Anna’s revisionsa and in her
commenta about how good wri.ing makes sense to a reader. In her firat
concepta of writing interviews on 10/7/82 she identifies Sharon as a
good writer not only bacause she can spell well but because 8he writes
*long satories that make sense." 5She alsac indicates that Sharon and
othersa are alwayn &vailable ta read and respond to what she has
written.

Even though Anna hes learnaed to do a conaiderable amount of

- reviaing and rewriting during composing, her concepts of writing

interview early in Year II, illustrates that she isn’t yet comfortable
ralking sbout the proceass. She .haan’t yet developed an oOvert awarerizas
of the planning and revising she doea when she writes.

R: When you decide to write what’s the firzt thing you do?

A: Decide what I’m going to write.

R: 0Okay, &and then what do you do?

A: Then I atart writing.

R: And then what?

A: And then, and then if I forget what...what I want, maybe I’1l
read it.

R: And when you want to end your writing what do you do?

A: Um, I try and put, and put, and end it.

R: Like what? :

A: Like, um, like what I’ve got and what I can put in there.

R: ...If you’re writing a story ang you want to end it, what...

how do you do it?

A: I write different storiea. I write FINISHED and then if I want to
write some more I got through with that one and then I write THE
END. :

Writing just happensa; she ian’t yet consciously aware of how.

Anna ia aware Oof several apelling strategiea she uses such as
sounding out, using the dictionary and asking other people, but
learning to spell is still for the moat part a Rryatery to her. She
identifies Sharon again as a good apeller although she concedesa that
even Sharon probably makes spelling errora.
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Do you think Sharon can spell Halloween?

Uh-huh (No).

Do you think she will be able to spell it in a couple of weeks?
Um-huh (Yes). ’

Why?

Like when she gets, um, 1f she only hears Halloween and she’ll not
know how to spell it, she’ll probably get used to it and atart
spelling it. '

> T P V>

Anna‘s percentage of conventionally spelled words in this chunk of
writing ranged from 77:86x with percentage of correct punctuation
ranging from 40x in the RAIN, RAIN, GO AWAY piece to 100% in MY DRAGON.

It 18 important to mention here that all of these five pieces were
written 1n response to some visual atimuli - a drawing or a story
starter. Pragmatically Anna’s text assumes the reader. has a visual
reference to the stimuli, which is accurate given how the writing is
shared with readera 1in the classroom. Since the text 18 never
separated from the visual stimuli, there ia no need to explain it in
detail. This economy principle of saying only what one needs to say
and no more is a principle that guides adults’ writing ss well.
Consider how ridiculous it would be to try to make senas of the text of
a cartoon without the picture!

Second Chunk: Year II

The second chunk cf Anna’s Year Il data includes a lasrge nunber of
diverse plces of writing that she wrote between October 1Z and Ducemrber
2. They are grouped here to demonatrate the wide variety of text that '’
she v»rked with over this six-week period.

The first piece HAWAII was written in responae to an agaignment to
read some resource material :about Hawaii and to write at least two
factual sentences. '

Figure VI-23 Anna’a Text 10/12/82
~ Honen

Haw  mamy  aeed are 1h¢rr_’,0’)‘n.)‘."~.tv A\.::\:;.“
slars, Hawer Tre Uy e Maut; ine n\\cn
e,  €auap Tre @it den slond. They e
8 rmeus Fan _tram o . T oarwad L wnad b
On e emouatan Lerw & Adlisaal
quard
Hawai
How many islandgs are there ¢
Janu s tne atona Istanu » rawari » tne vy istanu o Maui » tae Valley
Island » xauar » the ‘Sarden Islanag .

They have a mountain tnat's callec Diamono deau o
Jn the mountdin tnere is a national Quard . ’

Anna struggled with this text. Her firat problem was not knowing
how to choose which information in the text to write about. The
Hawaiian names were unfamiliar and difficult, 80 the first 8entence
turned ‘out to be a listing of the islands with a phrase about each.
This sentence was copied nearly verbatim from the resource text. Out
of all the other inforration.available in the text she chose to write
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two aentencea about Dismond Head. The text 1included a picture of
Dismond Haad and 1tes national guard armory.

On the bimonthly interview that included this plece Anne put it at
the bottom of her preference liat but at the ton of Ha. Caldwell’s.
She aaid that Ma. Caldwel: would )ike the informastion she.included.
The claas had made a whole unit of Huwva.l.

The second piéce in this cnunk is annther piece about a drawing of
8 friend’a houae.

Figure vI-24 Anna‘a Te, . 10/19/82
™\ - o Yowe . . Hes fahe 'S at the Corgal

. . A s o . . ' .
A N Y Ceviae - U B U . Q.. '»,Qn\ff\od\.

TRis IS Kin's nouse o

Her tatner 15 4t tne corrat looking at tne COws
[t is evening . .
fnere bIs 4 Nanmocs

The tng :

Two intereating thinga happen during thia compoaing period. Firat
ahe aspenda & lot of time ‘on apelling in this piece, unlike moat other
pieces, She changea KIM‘S to KIM even though her original apelling was
correct. When the researcher aaked her why ashe made the change, ahe
juat shrugged. She alaso apenda an unusual smount of time on apelling
other wordas -- FATHER, CORRAL, FVENING, sand HAMMOCK. When she geta

trritated with this proceasa, she ‘‘'-ally comments that she should "just -

put the letter I hear.”

The second interesting event during coapoaing illuatrated Anna’s
social status. About hslfway through the writing period two boya at
her table got in a8 dispute over a atolen picture. Anna atepped in, got
both aidea of the atory, made s decision and settled the dispute with
both boya being perfectly happy with the outcome. She immediately went
back .to her writing, hardly pauaing before beginning to write again.
It may be that for asome childpén interruptiona are not as significant
to the writing process ss thay might appear to be. For Anns, this one
nardly counted at all in terma of writing although it doea illustrate
dow soclally adept she is. 4 '

The third piece in this chunk ia snother draw/write/ahare epiasode.
The class 18 nmnore excited about Halloween than either drawing or

writing, end Anna’s production ia .not very intereating fror any:

5

perapective,

Onﬂ November 9, Anns writes 8 piece ahe likea .& lot. This
compoaing episode ~ included fifty-three behaviora: ravisions,
rereadinga, subvocalizing, interruptions, atopping to think, etc.
After ahe finished writing the piece she reread it and made aeversl
other local reviajona. !

. PAGE VI-49

o o ) : 1.5353 : Egi,ﬁ.

YT s

Vi wg"t LVEid s



Figure VI-2% Apnna’s Text 10/26/82
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[t 15 nice . ’
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During thias piece Anna talked aloud almost continually aa ahe
coapoged. She wrote ONE DAY I WENT.. and then stopped to asay, WHERE
DID [ GO? She talka to others around her. WHERE AM I GOING? No one
paya much attention. They’re all doing their own wor.. Finally, ahe
aaya, MNEXICO! When she came to the word RAMADA she had to make a
daciasion about whether to uase a hard unfamiliar word or change it to an
easier, more familiar one. She cen’t think of another word that will
fit 80 she triea the hard one. Her firat attempt ia RMIYDI which ahe
knowsa ia wrong. She diacuaaea it with the reaearcher who doean’t give
her an ansewar and finally enda up with RAMADA, moatly through
ayllable/aound atrategies. ’

One atrategy that Anna carried over froam the year before is trying
out various apellinga on & acratch piece of paper before ashe includea
it in her text. She uaes thia atrategy with CAUSE for BECAUSE. She
knowa there’a something wrong with -the word, but ahe can’t figure out
what 1t is. Anna says she like this plece because of the surpriae
ending, She calla the ending A JOKE and laugha every timz ahe raads
tt. The clsss gives her all aorta of praiase when she reada it aloud to
them. They like the ending, too.

The plece Anna wrote oOn 11/16/82 repreaents atill another
different kind of text from the othera written during the period. The
assignment is creative writing on any topic, which Anna usually
reaponda well to. But today she just can’t get atarted. She chata
with others at the table, reada from a4 copy of The Guinneaa Bouk of
World Records, folda paper ashe’ll need for work in another center,
chata again, all for mnearly fifteen minutea before she begina to write.
Even then she haa difficulty drumming up a topic for writing. She
begina in her umual way. OME DAY I WENT... she interrupts to tell the
researcher sbout aurprises that Ma. Caldwell haa given the claaa and to’
ask Sharon how to apell her name, She finiashea the asentence, TO
SHARON’S HOUSE. She atopa aguin to listen to conversation at the next

‘table. Throughout the piece ahe maintaina the same level of apparent

involvement, atopping frequently to chat with clasamateas about several
topica aeemingly unrealted to her tuopic. The intereating point ig that
thte finished product does not provide any evidence of lack of intereat.

In fact, no index of coaparison - ayntect1c5 mechanic or semantic
-- reveala 4nna’as noninvolvement in creating this text. In apite of
all the intefruptioné, ten lengthy ones, ashe managea to maintain a
sense of atory and' to write ayntactic atructures that compare in
coaplexity to othera ahe writea durfhg the year and keep levels of
conventional sapelling and punctuation within her own norm. The key to
how that may’ be possible may be in her rereadings, either ailent or
subvocalized, and in her reviaions. Anna appearas -to uae each
interruption as 8 time to reread and/or reviase her text. At -one point
when the class is interrupted by a knock at the door, Anna includea the
knock i1 her text, SO I KNOCK (knocked) ON SHARON’S DOOR AND SHE SAID
COME IN. Ii may be that she can incorporate theae interruptions in hexr
text because the - topic is auch a familiar one. Ma. Caldwell coarented
that children often write about these friendship quarreis and
resolutions in the texta they produce during free writing time. '
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Figure VI- 27 Anna a T
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One Zday L e n\
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Tk back o imy
l&fwen\v:\o agdv Wun 'X
V/Oh u\) SR wuﬁ |
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Vo
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\‘\O\Ar(‘r

_ﬂﬂé\ Ne A

ok They Glem idmc.,_.
e gl e R
sad- . [ am. L/()// 7 /wmc. " lhe cm/
Jne day 1 went to dharon's house
Snaron nd4Q company "
50 | wept odck to my nNouse .
I went to sleep
When L. woke up L went tu snaronts house o
I did not know that Sndron's Company was Gerdatoine
§s0 ' KnoCkad on Snaron's aour
and she saiga , " Come in o
I ssta , " Ouke o "
Then Gerajdine got man
The end

nd sabld 5 "™ 1 am Loin, home .

The sixth piece 1in this chunk, 12/2/82, ia written about
anovfall in the desert, an extrsordinary event.
Figure VI-28 Anna‘e Text 12/2/82
FONSTL

. L Lt emine

‘ o e e e
—as gt L orowed of. Yaban  when 2T wed . backl L home }\’\or(\c.

. wre aned af /r‘::'}/h-y:l_ L the was  halding BN vjwmcf 1 Mas

""“{”\""} Wy waher Sunad Lt \ﬂ(\‘{‘\g - ak \1(:\' .,__n . )

ot sde  of  Tolbgurivee | we et ". _ﬂ‘\e_ Enck B

ed v T Nigiver. . 9000, - oluy ' T T T
V‘/ Y N ' NVAS N R Ay
ey L \j:\o‘(\\e‘- SC\\d CAL
RO o :s&gu' ev Then

Last nign® .t snowed at - vBacoduivars and at fitl Pear o

In the morniny my motner sata , ™ Look outside at cacoquivari o "

we lookea .

My brotner sats3 , " O poy ! *

When we swrr= 3Ceh: to school my mother said , ™ [ hope il sdows ner?
L)

Thet whe. Aent D4ack home d>naron was hotding celo?s nano .

I was Jlaugniny at ner .

The Enu

The -laat part about Sharon holding E.T.’e hand looks incongruent

.
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with the rest of the text, and of course it ia. But it {a intereating
to aAee how that part came to be. Anna’a compoaing continuea almoat

- without interruption to ...MY MOTHER SAID "I HOPE IT SNOWS HERE." At
_that point she interrupts her writing to tall the reaearcher about a

Christmaa party the group is planning, Mark, another atudenta acroaa
the table, begina to talk moatly to himaelf but aloud about Chrisetmaa
and about E.T. She listens to him for awhile and then chata with him
ebout E.T. At that point she reaumea her compoaing, without rereading,
and adda the laat aentence. It aeems that even Anna has & threshold at
which point interruptions interfere with the acceptability of the
vritten product. In her bimonthly interview that included this piece
ahe ranked it laast of all the piecea she had written during this tinme,
"hecause it had a dumb ending."” She aeemed to be embarrassed that she
had included the part about E.T. holding Sharon’a hand.

The last pilece, written on the aame day aa the one above,
illuatratea Anna’as first attempt at global or text level reviaion.
Every behavior the resmearcher obaerved waa either a rereading or a
reviaion. She writea the first aentence YESTERDAY I WENT TO THE STORE,
and then writes THEN 1 WENT BACK TO MY HOUSE. She atopa to reread the
two sentences, pauaea, frowna, and then adds & aentence between the
two, THEN I BOUGHT SCME PAPER AND A PRESTER (present). The remainder
of the reviasiona are on the local level. '

As we review thia chunk of Anna’n writing we find aeveral
interesting points emnerging. It ia clear that ahe is attempting a

. variety of texta, factual, deescriptive and narvative. She 1ia also

becomxing mora adept at getting her peraonality into her writing. The
piace about Mexico was one of her favorites because it had a twiat at
the end. She has uaed thia astrategy before and enjoyas watching her
reader’a reaponse. She ia beginning to explore her aocial relationa in
her writing. The piece about the spat with Geraldine who wanted Sharon
all to hermelf appara to be a realiatic picture of friends having their
problema. She alao indicated in her bi-monthly interview that ahe felt
only two plecea were really good, the Mexico piece and the cat and
mouse plece from the previoua set. She aaid they were best. because "I
was joking on these -- there’s jokea." On the contrary she didn’t like
any of the pieces she wrote apou* her drawinga. Wwhen the reaearcher
tried to get her to aay why, she juat shrugged and aighed. At thia
point sh> ia either unable or unwilling to diacuas the particulsra of
her writing.

Third Chunk: Year II

The next chunk of Anna’s writing covera those pisces. written from
January through March. = The Christmaa vacation for the. University of
Arizona waa about a month long and with the aemeater exam period in
early December and the mchool activities related to preparationa for
the holidays Anna wa3 not obaerved for over aix weeka.

The firat piece in the new aemeater waa written on Januery 20.. It
turned out to be a very colpliceted venture which produced one of
Anna‘s favorite pleces of text

. ¥
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Figure VI-29 Anna’a Text 1(20/83
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Mom the People Lot Tovacco
frer the peoble had ourned Ho'on there were . ¢ ashes el .

There were sume people that lived 1n s villide o

Jut ULhere was o ldady Wno was very mean .

sne haut two yrandsons .

One cay the lady tola ner two ! snusoins to yo Find outl a«ncre the
peaple Niy tne d45hes .

Wnen the 0oys cCaeme DucCx tney told treir grandnother they ituupc tne
ashes .

dut they killleo toe bady .

The boys bufied her .

They touna a pilant yrawinyg on efr .

And that is Now tne people Jot tnewr tovdtlcd

the ena

j’\l

The class had been reading Papago legendsa and Anna came across one

,célled HOW THE PEOPLE GOT TOBACCO. She found it very intereating and

decided to retell it in her creative writing for the day. Anna usually
prefers writing in manuscript, but she decides to write this piece in
cursive which makes the writ.ing procesa much slowar and more labored
than usual, She chooses to rewrite many letters over and over because
their form doesn’t meet her atandard. Twice she inadvertantly printa a
word. When that occuras she looks up at the researcher, pointa to the
printed word and laughs but does not make & change. )
Anna aubvocalizes during the whole plece. The story is a
complicated one, and she struggles to keep the events in their correct
order and to tell only what ahe needs to. The researcher asked about
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Ho’ok and Anna retella an earlier part of the atory that identifies
Ho’ok am a wicked witch. She choomes not to include any of that
information in her writing, howavar. '

In ita firat veramion this piece ends with WHEN THE BOYS CAML BACK
THEY TOLD THEIR GRANDNOTHER THEY FOUND THE ASHES. When she reada the
plece aloud, the researcher aaka if the ashes were the tobacco. Anna
swya, “Uh-oh, I don’t underatand." She goes back to the legend,
rereads the whole atory and decides ahe needs to add more to her piece.
She writes the remaining four sentencesa and announcea, "Theret"

Anna is very pleased with thias piece. In her bi-monthly interview
that included this satory she put it at the top of both lista, hera and
Ka. Caldwall’s. She commants that she liked this atory best bacause it
was an interaesting, complicated legentd and she waa pleasead with her
retelling of it. é?

a4
The next piece, THE MOUNTAIN, ia one of Anna’a moat asophiaticated

pleces of writing syntactially. It containes 9.3 J/rdl per T-unit..

Figure vI- 30 Anna a Text 2/3/83
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,,_’—mo’fhu- " ‘Snlt :{Aer R ‘P.‘\(\(‘,
s by daie N/“,___gt
Ine Mountain . the mauntain. o '
One niynt Ennad w~as at tne mountain .
SNe Wus tryilngz to fall Jdown 50 sne codida Jo to Lhe nouspitlal
dul ner motner nedru ner ana satd » " vet Jown frum Cocre ,
So Enna hau To come down trom tne mountarn .
Enna 5416 » " | wanted tu hurt myseir ¢ "
Her motner saidg tndat if sne 010 tnat shy wWwoulo hdve to stay in tne
hospital
‘So Enna saic s " Ik
I will never 30 up tne mountain ., "
50 Enna never went to tne mountain
Jut one Jdly £nNnd weNt Uup to tne mou: 3N
ang sh> fell down from the top . .
And ner motner nedrd ner falt Jown from tne top
50" they rusned ner to tne hospital .
fhe doctor sai. that sne would have to sthy ot tne nospitual tor
a Weex .
when £nna got gut of tne hospital ner motner yave haf 4 SpdPKINy
L

NoW Enna Ques not Yo tu the mountain .

Even though the atory was produced nearly, without - pausing, it
turns oL to be very complex. In the firat few sentences she uaesa

5
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adverbial phrasea, prepositional phrasea, embedded nominal clsusea, an
tilative (inferential) connactor that introducea an‘ embedded adverbial
clause, n disjunctive inter-T-unit connector, conjoined "verbs, and
dialogue. Semantically the piece includea sevaral relatively complex
{deas--a =hild who wanta to'hurt herself so ahe can go to the hoagpital,
a protactive yet angry mother, ~and appropriate punishement for the
child whe disoheys. It isn’t alwaya clear what motivea direct the
actionas of charactera, but 1t ia clea that for the moat part Anna
tells - complicated atory very well, ghe ratea this plece second on
her liast of praference and laugha at the ending, even though she won’t
say why. Perhapa ahe’s enjoying thg/urlter'a prerogativa to deal with

miacreants any way ahe pleaaeas. /‘

On Fabruary 17 Anna’s writing performance ia ra&\gellv different
from that of just two weeka earlier.
Fiqure VI-31 Anna’s Text 2/17/83

‘.

M-l [
At s U ddeat Lepnit al\ut
FIP IV - .. golomat v 2 un
) dalonmt sa dtmad Apen Man. ,u{n.‘
v ahitiorow A mum K
o ale oned /l.uy lint .
Ajff Fas /,‘,. /n ....A
VT Mg M n*‘ W
‘,,x-f Tins At Mook g “‘-y ftmr#
i akede e 1Y

Planet
Ll

)aturn Is the secony ldryest planet o .
[

>aturncis the sixtn planet trom tne sun .
Ja
saturn is almo»( nau;er than Jypiter .

4.4

Saturn Nas NyNE moons .

5.

It's not a heavy planet..
0 )
It nas at i1east Ju moons .
T, :

The rings maxe Saturn look very beautiful o
3 :

The rings are naue orf ivy pieces ot roce
L .
[t alsu has L2 moons o

Thia pilece is expoaitory, unlike the more familiar narrative Anna
naually writea. The sentencea are fairly short, 6.3 words per T-unit,
with the text aa a’ whole largely diaconnected and the &entences
actually numbered. This new format for writing had come about aa the
reault of one .child’a requeat for the teacher to help hil find
something to write apout. _§bs sugyeated he try factual writxng a0 he
wrote a report on a paricular breed of dog he waa intereated in. When
he ahared his writing with the claas everyone wanted to do rrports.
Anna choge to do hera about the planet Saturn.

_ It is intereating to note that even though this text is mnuch
shorter than the one before it, the number of writing hehaviors
obaerved during the composing episode jump from 21 ‘to 42. She beyina
with consulting reaource material, a World Book encyclopedia, wiltes
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the firat line, begina the second line With the woru SPACE and then
revises it to SATURN. At this point, ashea rereaada the last sentence,
looks back at the encyclopedia, interrupta to aak a clasamatae for a
plece of paper, atops to think a minute or two and then makea a commant
to the reaaarcher sbout not knowing what to do nait. The two of thea
talk about the optionas available and Anna decides to read through the
whole article once and then decida what to add next. She atops to-talk
to othars at her table, goas back to the eancyclopedia and dgeta
diatracted by an article on snakaea. he text of the encyclopedia ia
difficult for her. She finally givea up on this resource and geta
another. It ia aven more difficult so ashe puts it away and gets a book
about space from another atudent. She finda a aentence ahe wanta to
include in her text and begina to - copy it. The remainder of thé
compoaing episode continuea in the sameé vein. : '

During this interchange of lovlng,fron one reaource to another and
atill another, an interuamting event occura. Anna noticea that three
different sources calculate Saturn’s moona differently. At firast, ahe
clings "to the firat aource as the correct one, but when the reaearcher
aska her why, ahe can’t explain her reaaoning. Then whan ahe finds the
third source that aays Saturn haa fifteen moona, ahe decidea 1t muat be

right because “{t haa the moat." She triea to get her“ teacher’a
attention so ahe can ask about the moona but Ma. Caldwell ia buay. The
queation is left unreaolved. ® ‘
L 4
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On March 10 Anna writaa a atory about E.T. During thia week the,
children wera making bookas of , their own writing to share with their
claasmates and children in other clasaea. Many of the 'Pooka
re,reanented a combination of Papago culture with a more atandard
mains*ream American culture such as THE DAY E.T. WAS EE’TOL (a Papago
holy man) and THE DAY HO’OK FELL IN LOVE WITH E.T. Anna’s E.T. plece
picturea the little alien disobeying hia mother and going to a danca.
Even E.T. gets puniahed when he dces wrong and learna not to do it
afain. :

The laat .piece in thia chunk is another ono of Anna’e fantasies
that appears to have a grounding in real life, like THE HMOUNTAIN and
GOING TO SHARON’S HO'ISE. In thia dream-like atory Anna wina 81000, 000
tn the Arizona lottery.

@ -

This atory repreaerts how efficiently Anna can tie the varied
parta of a text together at the aamz time aa ahe makes up these

irtional eventa. Anna haa had really very little experience with the
‘tary. She has watchad har mother buy tickets occaaionally and even
cin omall amounts like 92 or 5. She may even have aean the Qrand
drawing + on T.V., but for the moat part the fantasy is her creation.
She weaves the aeventa together with excitement and suapenae. THEY WERE
READY TO CALL THE WINNER. THEY CALLED MY NAME. AND I GOT $100,000.
The reader can almoat hear the cgpwd }pplaudlng and cheering. The good
' cheer doesn’t end here, however;“nhe buya two tickets to Hawaii and
signa autographa until her pen runa out of ink.

It is intereating to note the connectora that Anna usea to relate
the eventa of her story. Up to thia point her atrategy haa been mrainly
to conjoin ideaa with AND, thereby indicating that moat eventa were Of
equal value. In this piece, Anna uses not only time markera to join
events but <causality markeras as well. SO THE NEXT DAY I WENT TO
HAWAII. ...WE DID NOT WaNT TO COME. BACK. SO WE DIDN’T...EVERYBODY WAS
MAD AT US BECAUSE WE DID NOT COME BACK THE WEEK BEFORE. She aisysed

_ some connectora, however. Shae writes SO WE| DON’T CARE when she really -

means BUT WE DON’T CARE.- Her miscue on the pronoun THEY in the next
line ia intereating. She may have been attempting one of her twiats at
the end. 1Ia the dream really about heréelf or could it be abpout
someone elase? If she’s working tcward a aurprise ending she can’t
quite pull it off. The ending she aettles on, FROM THEN ON.. .does
achieve atorynesa, though. ‘ :

A
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Figure VI 32 Anna’a Text 3/24/83
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The Day 1 Hag 3100,000
One day | was in the grand drawing fof tne Arlzona Lottery

They were ready to call the winner .

They called my name .

And I got 100,000 dollars .

All the people were clapping for me .,

I was so happy tnat I laughed o

Then the next day I got two tickets to Hawaitl .

Everybody asked if they could have my autograph .

1 signed too many papers that my pen rsn out Of Ink ,

So the next day I went to Hawaii

Me and my friena had so much fun that we 6io not want to come oack

L]

So we didn't .

I paid another week in Hawaii

¥hen me and my friend Jot back everybody was mag at us because
we did not come back the week before .,

So we dldn't care ,

We were going to Mexico .« -

Then we went to Mexico

From then on nobody has seen me ano my friend .

The End
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The summary data for Year I1I presented after this ARaeztion nake it
evident that ahe haa drown in all areas--syntax, orthographica,
senantics and pragastica--during the second bhalf of VYear I1. Har
storiasa are generslly longer, more complex semantically and Rore
sophiaticeted ayntactically. There ere aome exceptions, as we have
notad, but for the nmoat pert Anna’s written product demonatratea a
greater control over moat writtan tasks. Her proceas data ravaeals more
reviasions and rereadinga, often occurring together, and a asophiaticatad
use of many resources. Even though her compoaing proceas ia often
interrupted by varioua aevents, ahe seema not to be distracted much
unlesa she’s struggling with a topic of little intereat or a forr that
is new and difficult.

Fourth Chunk: Year II

Thia last chunk of four pieces Anna wrote in April and Nay
illuatrate all of those points.
Figura VI-33 Anna’as Text 4/7/83

. e 53
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The Arizona 83

One day | went to the Arizona 83 fair .

we haog fots of fun .

Wwe went in the haunted house .

Our whole family was scared to go in the naunted house
8ut we all went in . .

Then after that we went to the hammer .

Only two people coulo sit on each side .

So me and my cousin sat on one side .

and my mother ana father sat on the other StJe o«

No one else in our family wanted to 9o aon tne hammer .

Byt Wwhen me and my cousin went.on tne hammer st was Scary .
Then we al} went home

ang in tne nignt we all were talkiny about Tninus at tne Arizona 63 .

Thie piece on the Arizona state fair has 8.84 worda per T-unit,
86x conventional apelling (even though ahe has consistent trouble with
ARIZONA) and includes a total o¢Z 115 worda. Her invented apellings
indicate har knowledge cf phoneme/grapheme correapondenca (HOLE FANILY,
ONLY TWO PEOPLE, KNOW ONE ELSE), and ahe demonatrates complete control
over capitalization. Her laat sentence Ray contain an error (Ia AT
acceptable there?), but again her awareness of story language is
evident. - '

Her next piece, TRACK MEET, was a atruggle for her to write. This
was her second piece for the day and she had difficulty chooaing a
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topic. Her product showad it.

Figure VI 34 Anna’s Text 4/7/83
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Track Meet

One oay [ went with some people to a track meet .
1 came In second place at the track meet .

{ was In the broad jump and in a relay race .
Sharon and Michael Lopez are going next weex .«

T f1ike going to the track meets in Tucson .

Even with a fairly low level of involvement, ashe atill produced
9.6 worda per T-unit, 84X conventional spelling and 80X conventional
punctuation. It is important to note that this piece waa written in
cursive, which is difficult for her.

The next niece, TUCSON, is the longest and nmoat aophisticated
piece Anna writesa over the two yeara of the atudy. It recalls probably
ona of tha moat exciting axperiences of Anna’s achool year. The day
before she wrote the piece, two of the reasesrchera who had worked on
the writing project all year picked up Anna and the other children in
the atudy and brought them to Tucaon for en overnight viait to the
canpus and to their homea for all sorta of feativitiea. The next
morning they were delivered asefely <(and aleepily) back to their
classrooms.

Anna could hardly wait to write her atory. She aat down quickly,

got her writing materiala together and wrote thia account of her
venture. :
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Figure VI-35 Anna‘’as Text 4/14/83

Tucson

One day | went to Tucson to stdy witn somne people

da went to tne Planetdrium and then td the Museum of Arizuna

Then we went to tne arcade .

We had lots of fun o«

After that Wwe ment to Miss Vaughan's nouse to put our clotnes ano
steepiny bdJds awdy o

Then we went to Miss Kasten's nouse to nave tne COOXOuUL

Michael and Gabriet and Vvirygil anc Uwayne were Swimminy olresody o

Atter Michae!l was cookiny the not dogs o

Then we ate .

After thut we Nad ice cream for dessert .

Then me and 4I5S vauyhan ano knnd #nd Ruth went to tne Tucson Mall .
de went on tne escalator and looked at tne records d4nd clcotnes

and Miss Vaughan bouynt herself something .

Then we went to tne YMCA to swim o

We stopped swimming at 930U .

Then we went back to Miss vaugnan's nouse and had cereal witn Dananss

-]

Then we watcned @ tittlie tyve and tnen ment to bea .

In the marning we yot ready ano nad cereal witn dbandnas ana strasperries
and milKk anaQ donuts «

We went to yo picvx up those Micnael » Gapriel , Virgsl » Uwayne ang 435S
Kasten « '

We met them 4t tne uUniverslty

and then we came to school

The End

Anns doasar.’t choose worda that are easy to apell or avoid
difficult ones. She invents PLANETARIUN, MUSEUN, ARCADE and difficult
names like VAUGHAN, KASTEN, AICHAEL, GABRIEL, 'VIRGIL and DWAYNE. She
keapa all the eventa 4in their correct order and even rembera what ahe
had to eat.

Thia . composing activity was a delight to observe. She atops only
occaaionally to confirm a detail with the researcher. She ia driven by
her meseage and the need to comaunicate it with the others in her room.
It seeméd that telliing it was almost as much fun aa being there, a fun
that was not daunted by necessary revisiona and rereadings.

The laat piece we obaserved, 4/28/83, was written in the midst of
preparationa for an awarda banquet and summer vacation. Ms. Caldwell
waa out of the room for a meeting and her uaual ateady influence waa
absent. 4Anna had difficulty chooaing a topic and finally aettled on a
recent trip to RKocky Point in Mexico. '
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Figurc VI 36 Anna‘s Text 4/28/83

%ay_‘mew\au v' St "

Rocky Polnt

One summer day our family went to Rocey Point .

It took about 3 hours

We saw Mr. Vosperg .

He wasS a nice man .

We told ghost stories and roasted marshmaljoas .

But the next day we went Lo town and DoUYNt some oredd .
The next day we went to swim o

8ut the next day se had to go nome + The &nd

One interesting coapoaing event occurred. A child acrosa the
table read Anna’a story sfter it was finished and actually went to the
trouble of looking up the word BOUGHT in the dictionary for her aince
they both knew it waa aiapelled but neither knew how to correct the
error. Typically for Anna, though, ahe decided not to change it. She
tells her clasamate, "This time it doean’t matter."
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Anna Year II

Table VI-7 Words per Story:
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Table VI-8
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Anna Year II
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Table VI-9 Clauses per T-Unit: Anna Year II
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Table VI~10 Syntactic Development: Anna Year II
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Anna Year 11

Table VI-1l1 Percent Conventional Spelling:

AP Ry

| Z3W 6 b in g ailieidgrisiitnia

IR i 11
T T il
A N
-

] L
! ! {1

!

i

|

! ! ]

. . -t i { Yol |
LN o A
it rUNEBEREN BEEN _
BTSN O i O I

m i ILM.Y rLt. ~ M “ _

o »V.“ T _ ! |
RN A -~ S 1
I* 1 l.m _ r l“i ‘

JI I¢~'|I¢|I_ [.h
S Ay . q j
11 i i i
“ SN S D I llm\nw —— — —_—
i ! NN | 1. bl * i
] ] 8 154 8 R
% @
] (=
] []
c o
g c
e [}
-
(&)

Story Number

~ PAGE VI-66

D
a3




Development of Linguiatic Syatema: Year II

% En S an En B e e eu e e e e e - e o o - . .y o .

the same four emphases =~ ayntax, orthographics, semantics and
pragmatice - tuat aerved as the framewvork for summarizing davelopment
acroas Year I will also frame the aummary of Year II.

Syntax

For the purposes of coaparing Anna’s ayntactic developament acrosa
the two years of the atudy the same indices used in the summary of Year
I will also be appliad to Year I1I.

Baginning once again with words per atory, Table VI-7 reveals the
aame saltatory developmental pattern in Year II as evidenced in Year I.
The composing in context saction haa illuatrated the composite reasonsa
for that evident pattern. The information suggeata that acrpas the two
years, Anna’s atory length increases overall, particularly during the
second half of Year 1II. As pointed out earlier, this pattern ia
disguised when the figurea are combined or collapaed into nmeanas,
eliminating much valuable information. For that reason a consistent
effort haa baan made to represent a viaual picture of Anna‘a
developmental change acroas compoeing epiaodes, with possible
explanations for that change ariaing out of the compoaing in context
information.

In the area of words per T-unit, Table VI-8 demonatrates that
although the pattern is aomewhat more stable and reflecta a movement
toward an increase overall, the uneven pattern identified in Year I
remains. Much fluctuation occurs acrosa atoriea.

Clausea per T-unit, the moat traditional index of ayntactic
maturity, ia not particularly enlightening either, as evidenced in
Table VI-9, When the storiea from Year II are divided in half and the
second half compared to the firat, some increase ias evident. An
average of 1.3 clausea per T-unit occura in the firat half and 1.4
clauaes per T-unit In the second. That increase is minimal, however.
Again, the greatest inaighta concerning Anna’a sentence structure and
ita maturity come when the composing in context information is
considered for each writing episode.

Table VI-10 illustratea the typea of T-uuits, clauasea, phrases and
connectora. Anna uases in VYear II 'and compares them with those of Year
I. In the T-unit category dialogue occura lessa often in Year II than
in Year I, while the percentage of unapecified T-unit types increases.
While not represented in thia graph, headinga occur three times as
often in Year II as in Year I. Both mazea and queationa alao occur
less frequently in Year II. Possible explanation for these occurrencea
are to be found when all elementsa of compoasing - personal, taak and
strategy - are aeen in aynergistic interaction within each episode.
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In the clauae category, an increase occura in the percentage of
conjoined clauases, while nominala and advarbiala remain atablae.
Parhaps this change reflects an attempt to handle more ideas
simultanaously than in Year I, an indication of cognitive as well as
linguiatic devaelopment.

On the phrase level the graph illuatrates that Anpa‘s ayntactic
change over the two yeara haa occurred moatly on thias level. She has
begun in Year II to add more modification to basic noun and verb
phrases by providing adjectives within noun phraseas and by increasing
the number of prepoaitional phrases which aarve pPrimarily as
adverbials. While percentages of connector types change aoaewhat £from
Year I to Year II, that change ia not significant in any area.

It aseemsa then, that syntactically the most significant change in
Anna’s written product across the two years occura at the phrase level
as she begins to increase the complexity of her sentence atructure by
embedding within both nominal and adverbial phrasea. It ia also
suggested that most aapects of ayntax, as evidenced by words per atory
and wvorda and clausesa par T-unit, appear to be influenced more by
contextual factors operating during the compoaing epiaode than by aome
overall evidence of competence.

Orthography

The summary of Anna’s Year II orghographic data will include
“information relative to apelling, punctuation, capitalization and
letter formation.

Spelling

- an -

Table VI-11 shows Apna'e percentage of conventional spelling. The
same uneven pattern which haa grown 80 familiar i8 evidenced here
again. In this clasaroom, Ms. Caldwell occasionally allotted sone time
for spelling instruction. Generally that instruction involved
providing the class with a list of words from a asapeller early in the
week and teating their maatery of those words later in the week. In
this class, as well in Ma. Howard’s, many different tvpes of resources
were provided for children’s use during composing. Anna used nany of
those resources during any given composing episode with some types
taking precedence over others depending on what words needed to be
spelled, who ahe sat with, her particular mood and inclination of the
day and what other classmatea were doing.

When Anna‘s Year II spelling patterns are more closely examined,
several interesting features arise. Only ten words are spelled
unconventionally more than twice. Of those ten, five are spelled the
same way every time and are only used in one story. ARIOZONA for
Arizona, FRAND for FRIEND, HAMER for hanmer, MICHEAL for Michael and
TRICK for TRACK. 0f the remaining five, the word WHEN was apelled the
same way every time, WHAN, but it was found in three atories, two in
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Dacember and one in March.

The raemaining words reveal intereating attempts to work toward a
conventional apelling. Never movea from NARE in October to NAVER in
feabruary aeven though she apella it conventionally in the aome atory.
Appsrently thia spelling remsins unatable aince ahe goea back to NAVER
in Harch. Morning becomea MORRING in QOctober, November and Dacembar
but then changes to MORING in April. PLAYED only appeara three timea
during Year II, and three in the asame 8story in October, the cat and
mouse atory. Firat Anna apella it PLAYD and then in the last asentence
she triea an unusual atory-like atructure that givea her trouble. The
story had been written in the past tenae but ahe wrote tvhe laat
aentence as "Then on they PLAY together and he never PLAY a joke."
Anna read the verbs in the paat tenae when ahe read the text aloud to
the researcher.

One other word, THEIR, waa 3pelled conventionally three timea, aa
THER in a atory in December and aa THERE twice in the aame story in
January. :

Few of Anna’s unconventional spellings are difficult to interpret
given theory from Read and Ferreiro and Teberosky. ESKLADER for
eacalator, FAILL for fell, GOST for ghoat, HERT for hurt are all easily
accounted for. Some are more difficult to explain: UETPET for Kitt
Peak, SCORDY for acary, (Maybe scaredy-cat?) or UNISTE for univeraity.
In the final analyala if. ia clear that Anna’a problema with apelling
are minimal and indicate active atteepts to apply hypotheaea about how
to represent in written text worda that are familiar orally. For thoae
vorias she usea moat often, conventional apelling ia the rule.

Punctuation

- - - - - -

Ae in Year I, Anna’a performance in aupplying conventional
punctustion ia depandent on the type of punctuation required by each
story. She demonstrates more saucceas inh aome areas than in othera.
She haa moat control over queationa marks and perioda, 100X and 87.1x%
respectively, with leas control over commaa (33.3X) and quotation marka
(19.2%). All of these percentages ahow growth over Year I.

Capitalization

R e XY

Unlike her performance in Year I Anna does produce aome
capitalization errors in the middle of words, all proper nouns - ALoha,
BaBaqueure (Babaquivari), and vetpet (Kitt Peak). All other problema
involved proper nouns or hesdinga except "I hope It snowa..." which may
have involved capitalizing the aecond instance of an initial letter the
next time it appears in the aentence even though it was inappropriate
to do ao.

Letter Formation
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The same two problema of letter formation that characterized
Anna’s Year I written product can still aerve to represent Year II’s
letter reversal and curaive handwriting problema. In the area of
reveraala, Anna reveraed B‘’s8 and D’a a total of 12 timea out of 213
inatanceas of those lettera produced or 5.6%, not much of a problem. In
Year II her B/D reverasala total 11 ouc of 406 instancea (conaidering
both manuscript and curaive) or 2.7X, even leas of a problen. To our
knowledge no direct inatruction occurred on thia jisaue. It was
occaaionally a topic of converasation at Anna’as writing table when
another writer pointed it out, but for the most part the improvement
came about without direct comment.

The other letter formation problem Anna demonatrated during Year
II involved curaive, ahe often nade commenta about her dialike for
curaive and the tact that it slowed down her composing. Since Ma.
Caldwell left the decimsion about whether to compoae in manuacript or
curaive to the writer, Anna almoat alwaya choase to print. . The claas
waas expoaed to traditional handwriting inatruction on & regular baaia.

Semantica/Pragmatica

Discuasion of genre, topic and content will provide aome insighta
into the aemantic quality of Anna’a writing. In depth aemantic
analysia will be amasigned to further atudy.

It ia clear from evidence provided in the compoaing in context
aection that Anna haa control over the atory atructure of narratives.
Some other genrea have offered her more of a challenge.

All piecea Anna produced during Year 1II could be categorized
aimilarly to those of Year I. Of the twenty-one piecea we observed her
writing, twelv  were narrativea, two were clasaified expoaitory and the
renaining seven piecea were categorized aa "Other.”

Aa in Year I the familiar narrative providea few aerioua problema.
Character and aetting are often left moatly to the reader’a
imagination 80 that the writer can concentrate on plot. Eventa are
carefully sequenced, and aome are Quite complex, e.g. Cat and Mouae.
Anna likea to a8et her imagination free on theae narrativea and while
moat probably have aome anchor in real eventa sahe haa experienced,
there ia alao an element of the dreamer in her narrativea. She often
likea to end her narratives with a twiat, surpriaing.the reader with an
unexpected turn of eventa or explanation for the whole affair.

Expoaitory pieces atill give Anna Pproblema. The compoaing in
context section for those piecea illuatrate that she ian‘’t yet sure how
to get information from a reasource into her own compoaition. Her
phyasical behaviora increase during thoae epiaodesa; ahe aharpena
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pencils, talks to clasamates, stretches, yawns, fidgets and in general
evidencea the seame s8sorts of behaviors as graduate students writing
dissertation proposals or profeasors writing first drafta of articles.
Probably a safe prediction would be that given the same opportunity and
freadom to produce expositories as she has narratives, Anna will become
pore comfortable and auccessful with that genre.

The pieces representing the “Other" genre are those Anha produced
in response to her drawing or to story starter. As for quality of
text, these pileces are decidely more constrained than are Anna’s
narratives. The pragaatice of producing these piecesa are quite
different from the narrative situ&tions in that the drawing itaelf, the
visual aapect, seema to atand  for or represent ideas that need no
furthexr comment. To describe the picture would be redundant aince thc
audience never reads the text without the accompaning drawing.
Furthermore, the artistic element of the communication seems to be
valued at leaat as much as the text by both the teacher and the other
students. To compare this “Other" category syntacticeally,
orthographically or semantically with either the narrstives or the
expository pieces would be 1like evaluating Faulkner by Picasso’s
standards. Even though Anna is neither a Faulkner nor a Picaasso, we
cannot gain much insight into her writing development by lumping these
pieces together. The aspect of genre in semantic evaluation clearly
illustrateas why writing development muat” be examined within a context
that includes all of the relevant elements of each composing event.

Topic and Content

B R e e L

Without exception the twenty-one pieces Anna wrote during Year II
were self-selected topica. Even the atory starters were chosen out of
aany possible options prcvided only as suggestions for those who needed
some help selecting a topic. Some topics were repeat performers:
visiting with friends, animal tales, and stories growing out of real
events such as the Ariona State Fair and trips to Tucson and Rocky
Point, Mexico.

Anna indicated she 1likes to make her readers 1laugh or sahow
surprise when they read or listen to her pieces. She especially liked
the piece about winning the lottery because she felt it was exciting to
win money and go to places like Hawaii and Mexico. It is here we see

One interesting piece of information about the content of Anna‘’s
stories came up in a bi-monthly interview on April 28th. The
researcher pointed out to Anna that she alwaye ranked her make believe
narratives higher on her preference 1list than narratives about real
events. Anna replied by saying that 1t was always easier to write a
rade-up &tory "because your ideas ?:~% come and you can just write thenm
down instead of remembering what your did.” Anna doesn’t yet appreciate
her talent for having ideas "“yust come.," With a supportive
learning/writing environaent perhaps Anna will develop that
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appreciation,

One other element of Anna’s writing development which has not been
diacuased directly is her awareneas of her own writing process, of her
atrengths and weaknesses, of strategies that either work or don’t work
and the reasons why aome pieces turn out better than othera. Her
snswera to queations on all the interviewa reveal that either sahe
hasn’t yet developed this awareneas or is reluctant to talk about it.
Thia is where the composing in context information again becores
invaluable. When Anna composea her short twists on the end of a story,
she may not be able to verbalize why she likea that strategy or why it
worka, but she ia definitely aware of whether it works with individual
readers. When ahe reads the finished piece aloud to an audience she
watchea carefully for a sign of recognition of her satrategy, and when
it comea s8he sniles with delight. Perhapa that is the beginning of
metacognition relative to comnposing. Or perhaps becasuse of cultural
and/or personal attributes, othera may never know what Anna knows about
her own writing.
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CHAPTEF VII: GORDON
by fandra Wilde
Introduction

Gordon is a lively, sociable, and creative child who provided a
good deal of pleasure and laughter during the ccurse of the study. He
enjoyed being part of the research :nd often went out of his way to
make sure that the researchers got tae data they needed. Gordon was
chosen as a .subj)ect who ias average in terms of ability and development.
His progress in third grade was satisfactory but not outatanding; at
the end of that year a decision was made to put him in the elementary
school’s pre-fourth-grade class vather than promoting him to fourth
grade in the interrediste school. This decision was as much for social
reasons as for academic ones; Gordon’s teacher felt he was less mature
than many of the other atudents. -

Gordon is well-liked by his peers, who enjoy his energy,
enthusiasm, and quirky aense of humor. He s8penda a lot of time
interacting with other children in school, some of it related to
schoolwork and some of it purely social. Particularly in the second
year of the study, other childrem became aware that Gorden was often a
valuable writing resource for them; he was often able to help them
think of an idea, figure out how to apell a word, or use the
dictionary. He was especially helpful with Mark, a friend of his who
was very insecure and unadept as a writer. Gordon often sat with Mark
during writing time and gave him moral support and just the right
amount of help. -

Gordon’s father was interviewed during the second year of the
study. He reported that Gordon can basically understand Papago but
apeaks very little of it, although he wants to learn more of it,.
Gordon’s sister has been learning to wri;e in Papago in the
intervmediate school, and Gordon’s father feels that he probably will do
8o too when he gets to the intermediate school. Both Gordon and his
sixth-grade aiater read and write a lot at home. Gordon writes every
night and alsoc brings home his stories from sachool. His writing at
homre is all in the form of astories. They have a big dictionary at home
and Gordon uaseas it a lot when writing--his father feels that getting
the dictionary was very helpful for Gordon’s writing. When the
researcher remarked on the variety of print and evidence of writing in
the father’s office, he mentioned that he often takes written work home
(report writing, etc.) and that Cordon ia very aware of it. Gordon’s
father was stuck by the improvement in Gordon’s length and gquality of
story, handwriting, and spelling over 2 yedrs. He 1is obviously very
proud of Gordon’s work and enjoys his imagination.

Ma. Howard, in ‘May, also commented on Gordon as a person and as a
writer:

He seems to enjoy writing even when it’s not an assignment.
He writes at home and he writes me letters frequentiy. He’s
a generous little boy and he’s very aware of what’s happening
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with other people. When [ was 8ick he sent me a get well
card with a little story on it to make me feel better, so he
uses his writing in hisg everday life. He’s very aware of
writing as communication and I think that shows when he’s
writing for an audience. When he knows that someone else is
going to read 1t, his writing is to the point and he has a
lot of information.

Gordon Writing : Year I

In the work of any writer, many linguistic and peraonal factors
are interacting at once; theae need to be examined to get a sense of
all the influences going into a single composition. Gordon’s writing
pricess will be looked at across Year I and again across Year II from
several perapectives, going from global to narrower concerns. A
section sumarizing developmental trends will follow.

Concepts of Writing

During writing concepts interviewa in October and March, as well
as ln three periodic interviews about his atories, Gordon revealed a
good deai about how he conceives of writing. To him, writing is a
fairly straightforward, uncomplicated matter: “I just sit there, and
then I thin} -+ then I write it."” This is reflected in his composing
behavior: he i.rver agonizes over what to write about but just plurgea
right in. When asked why he chooses some of his stories as better than
othera, he usually refera only to the content, saying, for instance,
that a story is good "because we found some eggs,” or ‘because it’s how
the parrot got to talk." He also can give a very global assessment of
why he likes a story:!: "it’s the words, and the letters, and how it
sounds." Also, he 8says that you can tell a good writer because their
astories are sometimes funny and 8sometimes sad. He also feels that
surface aspects of writing are important; he says consistently that a
good writer is one who hasa good handwriting, “writes atraight...and

never nakes no miatakes.' A good writer doean’t write ‘“sloppy or
crooked,” in contrast to bad writera who have measay papers when they
erase, which "makes black marks and tears the paper.” He aleo feeis

that hia teacher would prefer his longer stories, that length is an
important measure of a story’s worth. He sees thease surface aspects of
writing as important for succeas in the eadult world. Spelling is
important beczuse if you’re "a police" you have to write well on the
job. Other adults get forms where "they have to £fill out all the
blanka," and if words are. misspelled, "he’ll.give it back to you.”" By
contrast, Gordon feels that in writing a personal letter to another
adult spelling doesn’t matter because "it’s your writing."

In general, these interviews reveal a writer who |is relatively
unsophisticated about the process, who likes a atory if it’a about
something interesting, and who is aware of the inpresaion made by
surface aspects like apelling and handwriting. He ias not yet able to
talk about his stories or the writing process in a more detailed way.
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Interaction

Gordon is a very active, sociable child who cannot easily ait

still while he writes.

Figure VII-1 Gordon’as Text 11/.%4/82
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One o0ay a turkey yot out or his home
His nother was worried aocoout nim .
He Nds walkingd in tne Nooos
and ne got eaten up

As he wrote this satory, which is only 26 words long, Gordon
stopped 14 times to talk to people., Some of these occasions are
related to the writing, asking other children how to spell a word or
agking for an eraser. Others are gpurely social, however: talking about
Bingo (as he writes); asking the yesearchers if they’re married;
talking about & Thankagiving s8ong; or teasing Franny. An observer
sitting with him gets a feeling of a fairly constant atream of
interaction: even when he 1ia writing ailently, Gordon often 1ia
following a converaation elsewhere at the table and joins in when he

- has a comment to make.

Figure VIiIi-2 Gordon’s Text 3/4/82
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One day some soldiers were hunting for olo » ola men

and the soldiers did find some old » old men .

When they found ola » old men they wnippea them with a plack whip

One day two old , old men heara about the solaiers .

when the two old » old men were talking about the soldiers tne solajers
were hiding by some nearby trees .

50 they could hear them .
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Gordon is intereated in anything and everything. As he writes
this story, he talks about a range of topics totally unrelateud to the
story. He says his mother has more money than she ugsed to; goes to see
what Vincent is rteading; asks what the researcher and Charlie are
talking abou’; asks his neatmateas if anyone likes to watch FACTS OF
LIFE and discusses TV with them; talls the researcher about a story
Phyllia wrote; sings; teaszes Mark; asks Diane if she’s Mark’s cousin.
The amazing thing ia that he is able to do this while continuing to
write his atory and to keep up his train of thought, producing a story
which his teacher calied "super-inmaginative." Although his stories are
perhaps shorter than thay could be because he spends so wmuch talking,
the interaction doesn’t appear to interfere with hisa concentration.
Many writeras find it frustrating to try to write while people are
talking around them, but Gordon appears to thrive on it, Although he
is not this active every time he writea, it is certainly a Gommon mode
of behavior for him. In an interview in May, he admits that he likes
to be active while he writea, and that he choosea to do so most of the
time., He recognizes that there are children in the class who prefer to
sit and write without stopping, and that both ways are valid.

Assignments
During Year I of the study, most of the writing the children did
was assigned to some extent. They often had a choice between several
topics, pictures, or story starters. All the children’s writing was
influenced in different ways and to different extents by these
congtraints.

On November 19, Ms. Howard asked the students to write 1maginary
diaries of child pilgrims on the Mayflower. The intent was to produce
a collaborative effort, with all of the boys writing in one person for
different dates and all of the girls in another person, so that the
final product would be several diary pages for each character. The
class chose & boy’s name and a girl‘s name for these characters. The
boy’s name chosen was Micah Antone, which is a plausible name in the
Papago community but not, of course, a typical name on the Mayflower.
Ms. Howard spent quite a bit of time discussing the assignment with the
class. She stressed writing in the first person and writing about
things” that might really have happened, and elicited ideas from thenm
about what it might have been like on the Mayflower.

"Figure VII-3 Gordon’s Text 11/19/81

ZV“{%rkﬁifﬂBﬁéRS%
R N S A e

One dgay Mican Antone went to have & feast wWitn tne Pueoios »
But as tney Aent & storm canme
and Mican Antone cidn't xnow wnat to do witn tne people .
Then all the pz2ople were mad . '

]

PAGE VII-4

T LOPY RVAE AT ST 210




Gordon’s product is a mixture of his teacher‘s and his own
intentions. Like every child we observed working on this assignment,
he wrote about his pilgrim character .n the third person rather than
the firat. He does incorporate ‘“he fact that the piigrims had a feast
with Native Americans (although not Pueblos, who are a Southwestern
tribe);, and that they faced storms at sea, and ends up with the
beginning of what could be an adventure narrative. This assignrent was
a difficult one for all the children, and Gordon dealt with it better
than moat, in the sense that he was sble to produce a niecr with some
of the elements his teacher had been looking for.

In January, the clasg worked on a research unit on Arizona. One
of the assignmenta was to produce stories about the state bird, flag,
and tree, using encyclopedias as referance sourcea.

Figure VII-4 Gordon’s Text 1/26/82

The green field stands for the forests ,
It wss nsmed for George Washington .

The seal was adopted in 1889

and the flag was adopted in 1925 .

The state was nsmed 4n the date 1889 ,

Figure VII-5 Gorion’s Text 1728782

5 S fre st

The State Flag 1is the America;. Flag because nonword likes the State
Flag. Even Ms. Kasten ari Ms. Vaughan and Ms, Wilde and Ms. Bir}i like

On January 26, Gordon produced a text that contained to a great
extent the kind of information his teacher wanted, but that waa largely
copied from the encyclopedia. He spent a fair amount of the writing
period arguing with a classmate over whose turn it was to use the A
volume of the WORLD BOOK (which was, of course, nuch in demand.) The
resulting text is very flat in tone and unlike his usual writing style.
On January 28, he also wrote about the state flag. This incomplete
plece ia a very different approach to the topic than the earlier one.
Rather than writing a report, he personalizes the topic by writing
about people 1liking the flag and including the names of all the
researchers. Ma. Howard was -very dissatisfied with the reaearch .unit
as a whole, feeling that ashe had aasked the children to do something too
difficult. When faced with an asaignment that was beyond his
capabilitiea (i.e., a true research paper), Gordon attempted one day to
produce the kind of product his teacher wanted and another day to write
in bhis usual way. One can’t really deterrine from the available
evidence which he preferred doing; he did, however, seem more serioua
wvhile writing the firat one and more playful during the second one.

On February 9, the class had begun a unit on folktaleas. They had
read some together, and their writing assignment was to do a story
along the lines of HOW THE LEOPARD GOT SPOTS or HOW THE RATTLESNAKE GOT
ITS RATTLE. Gordon chose to write about HOW THE PARROT GOT TO TALK.
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Figure VII-£ Gcrdon’s Text 2/9/82
A h,x M fo o _
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How the Parrot wot to falk |
Once tnere was a parrot nameds Jradtwo :
ang every morning and night lirawtwo would Siny nts very oest sonyg .

it goes like tnis = "™ LALALALALA » " TO Te .
ARQ everyboady wouild ~adre up and SAEy » " That's incregijole o " '
In the morning Drawta rowlu sing his very 0est s0ong 43aln § " LALALALALA

" to me .

After writing the title, Gordon didn’t really stick to the topic
at all, but wrote the beginnings of a personal fantasy z2bout having a
parrot who would sing to hinm. He used the assignment only as an idea
source, and then went off in his own direction. His teacher liked the
story a lot, saying that it sounds like the way he talks and thinks.

In general, Gordon is able to handie the constraints of
assignments because he takes control of the process and decides how
nuch he’ll let bhimself be influenced by the assignment. The ¢ stories
above jillustrate a range of choices, from paying only minimal attention
to the assignment to trying to produce Jjust what’s expected. Gordon
often wert in his own direction on an assignment; it is important that
his teacher allowed this to happen. Although Ms. Howard was sometimes
disappointed when the stories produced by the children in response to
an assignment didn’t live up to her expectations in terms of content,
she rarely pressured them to change their work to fit those
expectations.

Tobic Developrkent and Style

Gordon’s stories are for the most part imaginative narratives with
a lot of action. He writes in both first and third person, but none of
his pieces are factual accounts of his own life. He often puts a
special imaginative twist on a fairly ordinary topic.

Gordon’s story about a turkey (See Figure VII-1) 18 one of his
early ones from Year I. It is a very short and simple story but has a
clear beginning, middle, and end. Gordon obviously has a sense of
story right from the beginning of .the study. Although many of his
atories (such as the one about the old, old men and the soldiers - see
Figure VII-2) don’t have a real ending, this is probably due to the
limited time allowed for writing (usually 20 minutes) rather then to
his lacking a sense of how plots develop.
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Fxgure VII 7 Gordon 8 Text 1/7/8

2
5

One day I went with some peopie to the Grano Canyon .
And we went with some horses . :
And when we got tnere we went down to the canyon .
when we got down the canyon we climbeo some niils .
When we were climping the hills a volcano exploged .,
And we ailmost fell down into the water .

On January 7, Gordon was writing about a picture of the Grand
Canyon. OQOften when he writes Gordon will spend time at the beginning
setting the s8cene, and then add action later as ideas occur to him. He
typically does 1little planning ahead before he writes, preferring to
congtruct meaning as he goes along. In this case, he begins writing
immediately, makes comments tc the researchers only about spelling and
other surface features, and never discusses what he’s going to write
about. The last asentence of this story adds a typical Gordon twist:;
where another child might have atuck to a hiking atory, Gordon adda an
exploding volcano.

Figure VII-8 Gordon’s Text 3/9/82
Une _doy —when 2 WoS L?he prc,us
_4‘..__:'\

whippsn,
A0 ANGS e AVEP R ,‘.
by i'n‘L_.__ I wre,v. the .._l.-.n.__
oV

Jﬁgfhuuudma
A_Yelfgeene W

Xl

One day when I was at the circus 3 man was whipping the lions so
they would Jjump throuph the clr-ile that's on fire o
After the circus was over the lion-s trainer asked me if ] wanted
to be a trainer like him .
I sald » ™ DuKae o ¥
On March 9, the students were asked to write about what circus act
they vwould like to be. Again, Gordon adds a typically vibrant touch,
about lions being whipped so they will Ijump through £flaming circles.
This a very ahort story, no more than a vignette really, but it creates
an image very effectively.

Another interesting fedture of these pieces is that they all begin
with the words ONE DAY. The vaat majority of his narratives begin with
ONE DAY (along with variations like ONE CHRISTMAS NIGHT and ONCE UPON A
TIME). This is another index of his straightforward, relaxed approach
to writing. When he is ready to write, he 8its down and begins in the
most convenient way, confident that once he starts writing, the ideas
will develop. Many adult writers who are terrified at the sight of a
blank piece of paper could learn a lot from Gordon.
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Syntax
Gordon uses a variety of syntactic structures 1n Year 1. His
turkey story from Movempber 24 (See Figure VII-1) is low in both words
per T-unit (6.5) and clauses per T-unit (1.0). It is made up of 4
relatively shot* T-units with no subordinate clauses. By contrast,
stories from March 9 (See Figure VII- 8) and March 30 (See Figure VII-9)
are quite complex syntactically. ‘

Figure VII-9 Gordon’s Text 3/30/82

One day when I went to Switzerland and saw 3 lot of houses and

buildings » as I was welking down the street a man said » " Do you live
here 7 "
I said " No . "
He said ™ Oh . " Boo oy when 2~ semt - AW‘N
,QM,A“J_M_A*JWV_MW
. zi-- | : EH- T
0 _rrome _oaide o cyatsLiss_ Buste A

- , T

The story about the lion tamer has 3 T-units, of 24, 19, and 3
words, or an average of 15.31 words/T-unit. These T-units contain 4,
S, and 2 clauses respectively, for an average of 3.7 clauses per
T-unit. The Switzerland story is similar: T-units of 29, 3, and 3
words f(an average of 11.66) with 4, 2, and 2 clauses respectively (an
average of 2.66). Looking at two of the actual sentences involved
illustrates the level of syntactic complexity that Gordon is able to
handle:

ONE DAY WHEN I waS AT THE CIRCUS A MAN WAS
WHIPPING THE LIONS SO THEY WOULD JUHP THROUGH THE
CIRCLE THAT’S ON FIRE.

In this sentence, a main clause (ONE DAY...A MAN WAS WHIPPING THE
LIONS) is modified by an adverbial clause of time (WHEN I WAS AT THE
CIRCUS) and another one of intention (SO THEY WOULD JUMP THROUGH THE
CIRCLE), which itself is modified by a nomin&l (THAT’S ON FIRE).

ONE DAY WHEN I WENT TO SWITZERLAND AND SAW A LOT
OF HOUSES AND BUILDINGS, AS I WAS WALKING DOWN THE
STREET A MAN SAID, "DO YOU LIVE HERE?"

This sentence contains a main clause (ONE DAY...A MAN SAID) and a
direct question ("DO YOU LIVE HERE?"), aw well as adverbial clauses ot
time and manner. These two sentences are so complex because they each
rodify a main clause in more then one way. Although gyntactic
complexity of this type occurs only occasionally in Gordon’s writing,
it certainly 1indicates yhat he 1is capable of doing. (Developmental
trends in syntax will be discussed below.)

Spelling
Gordon’s spelling and punctuation.vqry a good deal from story to
story, as will be discussed in the developmental section below.

However, an important feature to look at 1is the types of invented
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spelling he uses and the linguistic systems he is drawing on.

Figure VII- 10 Gordon’s Text 12/3/82
One:-C k\flS‘f:ﬁi\cxs:;:mﬂ}:df;’)M"ta,;dldnt

Show TUp - FenChistmos—bo =
ot ol Thot-—hoppadmwhen Sank
didrAshowzypFar=Chrisfrias ™
The—Hi5 Zowere Crly=ido ;Fi'\e,r@_/l/\o /Vk
}:‘.xr_\d_c{O\d.Sl.,_Wl\e_r\.;f'}\ey-d rajﬁa:
'/V\O/.XIS____WOA__SO\ij.d'E‘ ~NEO

'
.

%@WJIECDM&. &:chl;—"@tva;}’od;;

C i Christmas o
One Christmas niynt >anta dion't show up for ] i )
dut not oniy tnat nappened wnen Santa ogidn't snows up for cCnristmas

L]
The kios were Cryiny to tneif moms and ¢aos .
shen they gid tne moms woulo say » ® Dontt wolflfy o
Santa wilil come and give you presents . "

Figqte VII-{lﬂnggrdgg'g Text 5/4/82
Ore:= doy - Liwias—Zon -0\ . nOnd " 3 e

B St et T B R

ST T oabale baY

M8 gzl Houn B el T on Rt oy |

ang =T loakes Gk ine wide om0 T35S

opened . _INeTdapr IO N Sped ot

oy I P One day [ was on a ship

b'de‘“;ﬁaq"” - and the ship went crazy .

Then I landed on a planet called Uze .
Then quickly I unhooked my seatbelit
and [ looked out the window »

And I opened tne door :

and I stepped outsiude .

On December 3, Gordon was very involved in his wraiting, with few
distractions of any kind, while on May 4 he was quite reatless; Ma.
Howard deacribed it as being a day where "he was very nervous and upset
and climbing the walls.” Thease occasions were thus very different for
his, but on both of them, he choae to not ask for help with apelling or
to look up worda. As a result, both of these atories contain a number
of invented spellingas, 8 different oneas in the Chriatmas astory and 9 in
the outer apace story. :

Several linguistic features can be seen operating in these
invented spellingas. Some examples are:

phonetic: an/and ——.
kis/kids &
wea/worry
wod/would
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The exa ples of phonetic influence are those where a child 1a
attempting to spell the word more or less the way it sounds. Even WEA
and KIS are not implausible phonetic spellings in 1light of Gordon’s
Papago dialect of English.

grapho-phonic

patterns: kursa/crazy
kuel/quickly
cebclebat/seatbelt

In these examples, Gordon begins each word with an incorrect but
plausible letter. Interestingly, the first two words each begin with
the phoneme /k/, which is the letter Gordon uses to spell them with.
SEATBELT beg:ns with the letter S and the phoneme /s/, but Gordon has
in this case chos:c 1n alternate spelling of the phonene.

real word

substitutions: an/and
sped/stepped
there/their
wide/window

Yhen children aren’t sure how tc spell a word, they may substitute
a real word, which may be a homophone as in there/their.

morphemic

patterns: criy/crying
landa/landed
kuel/quickly

un hut/unhooked

An important aspect of spelling for children to gain contrel cver
1s morphological affixes such as inflectional! and adverbial endings.
These examples illustrate that Gordon has not completely learned to
abstract these out vyet, although he does spell ED conventionally 1in
other werds 1n these stories and ING in other storiea. (He usez no
other LY adverbs in Year I.)

punctuational: bu’t/but
dont/don’t
un hut/unhooked

Gordon has learned that some words ending in T have apostrophes 1in
them; he just hasn’t completely learned which ones (although BUT is the
only word he ever puts one 1in inappropriately). Similarly, children
rake a while to learn exactly where some word boundariea fall., (In
other stories Gordon writes COWBOY RUSTLER as one word and NEARBY as
two.

Handwriting

The stories from November 24 (Figure VII-1), March 9 (Figure
VII-8) and March 30 (Figures VII-9) provide a sense of Gordon’s
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Table VII-1 Words per Story: Gordon Year I
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Table VII-2 Words per T-Unit: Gordon. Year I
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A
Table VII-3 (lauses per T-Unit: Gordonl Year I
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Table VII-4 Percent Conventional Spelling: (Gordon Year I

100 ' ' ——
M W A
A N
mE R RRRR a1
“HE N | A
Percentage \7% ll ‘ IS i l_ [ \
U " [ I_\_ i X|
80 \lr [! ! | ‘ i ’
Conventional /ir \ | ' ’I N
L .. 4
70 ' /
Spelling ~ T - ~ - i
60 | '
i
50 - NRE

12347 4782 W 23 is UITHR D

Story Numbes

Table VII-5 Percent Conventional Punctuation: Gorden Year I
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handwriting at three different pcints in the year. Early in the year,
handwriting was a relatively slow and labored process for him. He is
left-handed, and on November 24 the researcher noticed that he nade
nany of his letters unusually; fcr instance, he starta his S’s at the
bottom rather than the top. There is almost a sense that he is drawing
each letter aindividually: i.e., that handwriting is not yet very
automatic for him. His handwriting is large and he only fits about 5
words on a line. By March 9, manuscript printing has become far easier
for Gordon. He :s faster, his letters are smaller and more regularly
formed, and he does not have to d:vote much conscious effort to details
of handwriting. Not all of his stories are written as neatly as this
one, but this one indicates what he 1is capable of when he chooses
neatness as one of hia goale for s story. It should be noted that Ms.
Howard did not provide any penmanship inatruction to the students; this
change :n Gordon seemed to come about primarily through spending time
on writing. By March 30, Gordon had begun writing some stories in
cursive script, which Ms. Howard had suggested that the students do.
Since this is a new process for him, he returng to making his letters
slowly and carefully at least some of the time. He has a little
troubie forming some of the letters (e.g. X in WALKING; S 1in SEET), bu:
15 eager to write in cursive and perseveres. In his May interview, he
rentions that he prefers cursive and writes with it rost of the “inme
now that he has learned it. He even says that he finds cursive easier
thar manuscript.

Developmental Trends: VYear I

Any single piece of Gordon’s writing involves many factors
interacting at once, as described above. It is aliso :nstructive to
look at some of these aspects across time, particularly those aspects
that can be quantifijed. An early story like the one about the turkey
(Figure VII-1) is clearly different in many ways from a la%ter one like
that about the soldiers and the old, o.d men. Can these differences be
characterized? Tables VII-1 through VII-S illustrate aspects of
Gordon‘s development across the 20 stories that were collected in Year

v
L.

The mos* striking aspect of these graphic reprasentations is the
amount of variability they show. These measures indicate not a gradual
change from story to story but extreme shifts between stories. Theze
shiftes are, of course, due to the wvariability of writing situations -
the topic, the child’s mood, choices about whether to try to spell
conventionally or not, amount of social interaction, and other factors
which interact to produce texts which differ in these quantifiable ways
as well as more impressionistic ones. However, cognitive development
12 alsc likely to be a factor; one can perhaps get aome sense of it by
comparing groups of storiea. Gordon’s 20 stories for the vYyear were
divided in half chronologically for comparative purposes, and the
folliowing figures derived:
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Table VII-6 Gordon Year 1: First and Second Half

- - e = et e . N . R e e e e e e e m -

First Half Second Half Overall

Words Per Story 35.9 39.3 37.6
Words Per T-unit 8.75 8.93 8.84
Clauses Per T-unit 1.48 1.72 l.61
Percent Conventional

Spelling 81.9 77.1 79.4
Percent Conventional

Punctuation 47.6 27.9 35.0

Gordon’s stories stay within a fairly narrow range of length
throughout the year (from 11 to 66 words, with a mean of 37.6 and a
median of 38.5). Although he is able to write faster later in the year
as he gains more control over his penmanship, his stories in the aecond
half of the year are only slightly longer on the average than those in
the first half.

Gordon’s number of words per T-unit varies quite a bit, ranging
from 5.85 to 19.0. (The latter is a one-T-unit story.) His nmean for
third grade of 8.84 is the highest of all of our subjects, and is
higher than Hunt’s (1970) fourth-grade average of 8.6. There is a
slight increase from the firat to the second haif of the year. Clauses
per T-unit vary f£from 1.0 to 3.66, with a mean for the year of 1.61,
which approaches the 8th-grade mean of 1.68 reported by Hunt (1970).
The means for the two halves of the year are 1.48 for the first half
and 1.72 for the second half, which shows considerable growth since
clauses per T-unit grow in fairly small increments, usually only about
0.1 per year. (Hunt, 1970) Looking at Table VII-3, one can see that
in the first half of the year only 1 story out of 10 has more than 2
clauses per T-unit; this is a very short story with only 1 T-unit.
In the second half of the year, 6 out of 10 pieces have 2 or more
clauses per T-unit (These include the stories seen in Figures VII-S, 6,
8, and 9).

Gordon’s percentage of conventional spelling ranges from 68% in
the story about the soldiers and the old, old men to 100%, with & mean
of 79.4%. There is a slight drop from the firat to the second half of
the vyear, but it is small when considered in terms of the total
variability. 0Of the 20 words Gordon uses most frequently, which make
up 39.7% of- his total words, 97.1% of their occurrences are
conventionally spelled. There is8 a floor of about 70%X conventional
spelling below which Gordon rarely falls. The 20 most frequent words
account for a little more than half of this, but the 70% floor also
means that Gordon is quite successful in spelling words he uses less
often (i.e., 6 or fewer times during the years).

Gordon’s percentage of conventional punctuation varies even more

than hia spelling does, ranging from O to 100%, with a mean of 35.0%.
Table VII-7 shows more details of Gordon’s uae of punctuation.
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Table VII-7 Punctuation Data Sheet: Gordon Year !

o % CONVENTIONAL
TVPE OBSERVED |EXPECTED |ICONVEN-|INSERTED [OMITTED [SUBSTITUTES (ggﬂgggjlgggk j)
TIONAL (OR/ER) OPPONTUNITIES
Cov;mnu ‘1"'
1 14 1 0 3 | 0 no (W
Perlods 35 71 35 0 36 0 19x < >
v 1
Question Mark 1 2 1 0 ] 0 501 (7—>
) ;
Rxﬁ::rl:mtlnn 0 0 0 0 0 0 N/A [
Quo:‘::‘:gn 2 20 2 0 18 0 mn < >
o —
i : 3 0 3 01
£
R
8
TOTALS: 39 1 o il 3% Q n | 9 36 (m )

For the most part, periods are the only punctuation -marks that
Gordon uses, and he omits them about half of the time. He has begun to
use dialogue in his satories but only uses quotation marks once,
omitting 9 pairs of thenm. His only problem with punctuation is
omitting it: he never 1nserts extraneous punctuation or substitutes one
mark for another. Fror the first to the gecond half of the Year, there
is a drop from 47.6% to 27.9% conventional punctuation. 0Qf the 49
omitted punctustion marks in the second half, 16 are quotation marks,
reflecting his use of a new form which he is not fully sophisticated in
the use of yet. His other omissions are mainly periods; one suspects
that he hasn‘t forgotten how to use them (since he still does so
effectively in some stories), but has forgotten or not bothered to

include thenm. One is reluctant, therefore, to call this a
developmental drop; it seem§ rather to be a context-~induced
variability.
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Gordon Writing - Year II

P e e N N )

During Year II of the atudy, Gordon had a succesasful year in Ms.
Caldwell’s pre-fourth-grade class. He continued to explore a variety
of aspects of writing snd one can again get a sense of him as s writer
by eganining several of thaese aspects.

Concepts of Writing

Interviewa in October and in April about various aspects of
writing as well as periodic interviews about his stories reveal the
nature of Gordon’a explicit knowledge and attitudes about writing. He
continues, as in Year I, to mention both global aspects of writing and
surface-level ones.

A story of his is & good one because of "how it sounds"” or "what
it’s about.” Good writers are those who "write straight...It seenms
like they use a ruler...they keep their hands straight.” A good writer
he knows "writes fast and she doesn’t make no mistakea.” Bad writera
“write sloppy and they keep erasing and they meke 1like a black stain.”
However, he has also begun to be able to apecify more about the
qualities that make a story ‘sound good." He says that one of his
stories is good because of a little surprise twist in the plot, and
that his teacher, who is a nun, would like one of his stories because
"it’s talking about God.” Good writers are those who write funny
atorjies and stories with "interesting stuff put in.” When asked why he
liked one of these stories less than some others, he said, "It’s Jjust
about going in somebody’s house! I mean it sounds boring like.” When
diacuasing why his teacher would like some of his stories better than
others, he talks both about how interesting they are and about surface
features (e.g. a story where "I spelled the letters right this time" ia
better than one where 'my lines are crooked."). However, when - pressed
as to whether she’d prefer an intereating mesay story over a boring
neat one, he chooseas the former because "I can just copy it over"” to
make it neater.

Gordon also shows that he is beginning to take a slightly broader
perspective on each piece of writing. In October, he says that the
firat thing he does when he writes a story is, "Sometimes I always put
‘one day’,” and that at the end he puts a period, and "if I don’t feel
like writing any more I can just write the ending.” By April he says
that the first thing he does is to think of a title, and that the last
thing he does 4is to "read it over and see if it makes sense.” These
comments don’t necessarily reflect a change in his actual behavior, but
they do s8suggest that he may be thinking of a story more holistically
and less a8 a linear string.

Interaction

During Year II, Gordon continues to spend a good deal of time
interacting with other people and using the physical resources of hia
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classroon. On the afternoon of September 21, he wrote a fair.y short

story during which he kept up -‘a steady stream of talk and activity.

Figure YII-12 Cordon’s Text 9/21/82

One gay some |ittle boys were trying to

citcn some puttertiies .
Whers are all dhe littie creatures But they dldntt catch any buttertiles .

wha? WhE . Alj they found was Jjust Dees .
D 7= Sors v
g -+o “icafeh Some bul”rerﬁ/S
bt ey - idn 7 cateh ary bl
all Frey Found “was - st beer.

Much of this activity 1is related to the writing of this story; at
4i1fferent points, he reads the story starter aloud; says "How do you
speli CATCH?" to the researcher (who he knows won’t tell him), then
looks at a word list on the wall and says "I remember how to spell
it.": looks at a dictionary Anna :8 using; gets ancther dictionary but
can’t find BUTTERFLY in 1t; goes to get snother dictionary, locks at 1t
while standing by the shelf, then brings it back; says “butterflies" as
he writes, adding an S; and.looks for three more words on the wall
chart.

Some interaction 1involves the other children’s writing: Gordon
gives Anna an ersser; tzlls Anna how to spell DRAGON; helps David find
a word: and helps Mark aspell something.

The children came to learn that Gordon was a good person to ask
for help wich spelling and dictionary use, but on thia occssion most of
2112 assistance came about because he was beth +uned in to the needs of
other ohildren and eager to help with spelling because he enjoys it

inteilnctually.

Some of %13 activity is also purely social or self-expressive; he
talks with Davié about drums; sings “butterfly, butterfly" gs he brings
a dictionary back to his seat; and chit-chats with the researcher.

As he did in VYear I, Gorcon is able to maintain adeqguate
~oncertration on his writing as he talks and moves about +“he troom. In
one sense.. thiz behavior intarrupts his writing, in the sense that he
1an’t sitting focuBed on his papér at all! *imes. But in another aense,
we Save no idea whether the actual writing PROCESS is interrupted,
since he 1s able to stop and do something every few words but still
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maintain hie train of thought.

On November 16, Gordon writies a story twice ag long as the one
with the butterfliea, which he 18 abie to do evan though he 12 engaged
in a ccnstant stream of activaity, much of 1t totally unrelated to the
story he is writing.

Figure VII- 13 Gordon 8 Text 11/16/82
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Jna nloht when I was caoming home from a football yame somethsng
threw a3 fock at me

‘and the rock hit me very hard on the head ,

'l stopped to see what hit me on the head

iand it was a mohster «

The monster hsd sharp teeth and had a2 hairy body ,

The following examples give a feel for Gordon‘s paraonality and

wide range of intereats:

- Gordon gets up to change the date on the calendar,
then spenda 2-3 minutea putting the carda with the
days on them in order.

- He asks, "Does coming home from the football game
rean that you were going home from the football
game?"

- "Does football game go together?" (i.e., should i%
be written as one word?). He decides that there
should be a gspace between FOOT and PALL, but emaller
than the usual one between words because “they’re
together.”

- Gordon looks up and whistles (trying to get the
researcher’s attention to show her he’d used a

. hyphen, which they’d discussed previousiy).

- He looks at the GUINNESS BOOK OF WQRLD RECORDS with
Gary and Susan.

- Gordon tells Gary he’s just made a period (which
he later erases) in the shape of a diarond.

- He talks with Gary about Elvis Presley, *they sing s
bits from favorite songs and talk about the movie
THE WALL. A

- He asks Gary about his story, then sings a line from
THE WALL: "Hey teacher, leave these kids alone,"”
and talks about the movie csome more.

- Gordon apends 5 minutea talking about the zarnival
and rodeo and movies with Gary.
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. He also asks the rescarcher if she "smokes weed" and
talks about people he knowz who dc.

. Gary asks the researcher if any words start with X,
Gordon says "exorc:st,” and he and Gary talk about
that and other sacary movies.

- Gordon rips his paper while eras:ng, pretends o
cry, looks to see if the researcher wrote that down,
iLooks for tape, fixes the rip, talks about his
fingerprints on the tape.

- Says to the researcher, who he knows won’t tell hinm
how to spell words, "How do you spell SHARP? Juat
spell me i1t once.” (said in a pleadiny tone)

This level of activity 1s probably unique to Gordon and not all of
his writing episodes are as frantic as this one. Many writers may need
to be much quieter in order to concentrate, but the important point
here is that writing can go on successfully in the presence of a very
extensive amount of interaction.

Meaning Creation

In Ms, Caldwell’s classroonm, writing was virtually always
unaszigned. There were often subjects that the class as a whole wasa
learning about which often emerged as themes for writing, but the
chiidren alwaya had the option of choosing their own topic. There were
often story starters available, but they were presented in & low-key
way, as a source of idess for children who didn’t know what to write
about, a problem Gordon rarely bhad. During the vyear, Gerdon wrote
atories which touched on s wide variety of topics, genres, anc eienents
of nhis culture. Severasl of these stories will be discussed *o
11luatrate the variety of ways in which Gordon creates nmeaning. They
will be presented 1in chronciogical order to give a feel for his
development over time.

Popular Culture

In the fall of Year 1I, a Pac-man craze swept through Hs.
Caldwell’s room. The v:deo game was 3t the height of its popularity,
arnd the TV cartcon show based on  the character had just begun. At thl
polnt in the school year, Ms. Caldwell had her students craw a picture
firat thing in the morning which their writing was then hased on, There
wes a period of a week or two when Pac-man was the most popular subject
for pictures and stories. not least because he’s sc simple to draw.
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Figure VII-14 Gordon’as Text and Picture 10/7/82
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Pac Man is eating the ghost .

Baby Pac Man is helping Pac Man .

The ghosts are saying » " Help us « "

The other ghost Is saying » " 1 can't . *

Mrs. Pac Man is looking for Baby Pac Man

The sun Is ourninyg the tree .

The tree s saying » * Ouch "

The next day Pac Man took Baby Pac Man for a walk in tne park .
Thep the ghosts were chasing Pac Man ana Baby Pac Man .,

But Pac Man and Baby Pac Man ate the ghosts up .

Much of Gordon’s creation of meaning for this story took place
while he was drawing his picture. The first half of the story, up to
OUCH, 'is clearly based on the- picture. He wrote that much fairly
quickly after he had finished drawing, then went to talk to his teacher
and came back and wrote the rest, which is not about the picture but
talks about the next day. When Gordon read his story to the claas
during sharing time, the children noticed how long it was, since they
were asked to write only 4 lines to go with their pictures. Ms.
Caldwell told the class that he had finished early so that she had told
him he could write Chapter 2, and suggests that other children can do
the same if they finish early. The other important point ‘about this
story is what it suggests about cultural influences. One might assume
that for Papago children to write about their culture would mean
writing about legends, the desert, and other aspects of Native American
culture, But the culture they are 1living in also includes Pac-Man,
Peanuts, and Pink Floyd, all the elements of North American
"fourth-grade culture." It is only to the outsider that these two sets
of influences are so separate; to the child, his or her culture is for
the most part a seamless whole.
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Papago culture

--------------

On November 9, many of the children were writlhg rodeo stories
since it was around the time of the annual Papago rodeo and carnival.
Figure V1I-15 Gordon’s Text 11/9/82

Onez.. da/,ﬂ., mhari‘ L e ”,,,.'%e
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One day when [ was at the rodeo a man was rfdlno a bull
It was a big bull .
Then the man fell off .
Then the bull was trying to kil the rider
but the man Jjumped un the fence as fast as ne cculd
Then the clowns came out to chase the bull away .
Although an outsider might not recognize this story as hnaving

particularly Papago content, the rodeo experience 1is a major culitural
event in the 11ves’3f present-day Papago children. It isn’t known if
Gordon based this story directly on an incident he saw or not, but he
certainly could have. His <tescher comments that it’s less imaginative
than some of his others, because "it’s usually what happens at the
rodeo...It could be almost factual." However, what this story lacks in
imagination it makes up for in plot structure. It has a clear,
interesting sequence of events, which Gordon recognizes himself when
discussing this story in an interview. He says it’s a good story
because the rider jumps on the fence "so he could be safe,” and because
“it also has the clowns in it, chasing the bull away." Perhaps when
Gordon is writing a story based on real events, he can structure the
plot more tightly since he already knows more specifically what the
sequence of events is going to be.

Horror Stories

Most children around fourth grade like horror movies and stories,
and Gordon 1s particularly fond of them. He wrote quite a few "scary
stories” in Year II. In his story from November 16 (see Figure
VII-13), he began with a real incident and extrapoiated from it to the
supernatural. When aasked how he got the idea for the story, he says,
“When my father took me to a football game I just decided to write
about it and the monster.” (He says that in real life it wasn’t at all
scary when he came home fror the football game, and he didn’t see any
ronsters.) His teacher comments that it begins with a realistic
incident of being hit on the head with a rock and then goes in the
direction of fantasy. She feela it’s just an introduction to a story
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and wiahes he’d gone further with it, but appreciates the plot twist,
the way it "could be taken from <a real> incident and then changed into
a creative figure." It is typical of Gordon to atart a story in a
low-key uneventful way in order to aet a acene and provide a context
for hia imagination to work on. Hia ideas often came not before he
begina to write but during the procesa of writing.

Chriatmas Stories

-----------------

The children in the study often wrote stories about Christmas and
other holidays.

Figure VII-16 Gordon’s Text 12/2/82

One Christmas night | left some Christmas cookies for >anta .
But when Santa came to get the cookles , the cooxlies were not tnere

Senta did not eat the cookies

Santa knew that Darneill ate the cookies becduse Darnell saw me bDdke
the cookies .

The next day Santa came back

and | gave Santa some cupcakes

and Santa sald , " Thank you . "

and Santa said that I will get some presents if 1 pe Jooag o

For the whole year I was good .

And one Christnas Eve night Santa came oown our cnimney
and he gave me milllons and millions ot presents .

And the fast present I opened was a DIg bike

I tried to ride It

and I fel! off because I was not hanging on .

On December 2, Gordon wrote a highly episodic Christmas story. It
is nade up of several eventsa; leaving cookies for Santa but having then
stolen by a friend, meeting Santa and talking about being good and
getting millions and millions of presents as a result, and getting a
big bike and falling off. Although he knows the story is fictional, in
that he didn’t really bake cookies for Santa, he feels that one part is
somewhat realistic: "It was for real...I know Darnell would take the
cookies.” The story effectively combinea traditional elements of the
Santa-story genre and Gordon‘’s own personal touches. He was very
pleased with it; later that afternoon he was editing it to turn it into
a book, which primarily involved correcting his spelling. ¥hen asked
by the researcher if he was going to change the content, he said
(jokingly), "No, I think it’s perfect.“
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Religion

--------

Gordon on occasion chose to Wwrite about religious themes, and
these were some of his favorite stories., On February 3, he wrote about
an avalanche in, of all placea, Bethlehen.

Figure VII-17 Gordon’s Text 2/3/83
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AVALANCHE IN BETHLEHEM

There was once a high mountain
and over that high mountain lived a little town calleo ovetnlehem

L]
In one of the houses lived a lady and a boy named Mary ang Jesus

[ ]

Une day when Mary was cooking she saWw a bundie of snow falling from
the mountain .

Then Mary said » " Jesus » do something . "

Jesus said » " I wil) put a ring around tne ‘cartn .

when Jesus put a ring aroung tne earth the snow Just melted

and all the people §n Bethiehem started to siny » * 500 iS our rdtner
." .

After they got through singiny they ali said » " God and the sisters
are the spirit of Bethlenem » "

Tne End

when asked how he got the idea, he said that he had first thought
of just writing an avalanche story but then got the idea of making it
religious: *I was going to write a regular story, and then I thought
about Jesus and Mary, and I Just writed ‘an avalanche,’ and then I
wrote it in Bethlehem.'" The story haa the flavor of Sunday-school
stories, but with Gordon’s special touches, such &as his unusual
vocabulary choice in “a bundle of snow,” and his very realistic piece
of dialogue, "Jesus, do something."
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Folktale

- .-

) In February, Ms, Caldwell’s class apent time reading and listening
to tall tales about Paul Bunyan, John Henry, and other tall-tale
heroea. Gordon decided to write about Paul Bunyan, and to draw a
picture to get ideas for the story.

Figure VII-18 Gordon’s Text and Picture 2/17/83
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One aday when Paul Bunyan was going to play basebali » he toryot to
comb his nhair ,

Then Paul 3unyan went back and combed his hair .

Then Paul dunyan went back to play baseball .

) But when Paul 8unyan was walking to the baseball field » he suw

a mouse

and Paul Bunyan's hair flew up In the air .

And Paul Bunyan ran nome

and he never combeu his hair .

At the beginning of the writing time, he works onr his picture,
talking with other children as he does so, and also stops from time to
time to write the first few words of his story. (The researcher had
discussed with him previously how he often starts his storiee with ONE
DAY. After writing the first word of this story, he comments, *I
started with ONE again, huh?') Eventually he decides he’s going to
draw and write about Paul Bunyan being scared by a mouse. This Paul
Bunyan story is different from the traditional ones; he’s not a giant
logger but a guy in jesns and a baseball shirt who gets scared by a
rouse, Ms. Caldwell mentioned that the part about the mouse may have
come from a atory they read as a class, but the baseball part is

BEST C37Y AVALADLE
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original. Gordon liked this story a lot, because of the funninese of
the hair flying up.

Inteqration of Thenmes

- e e Ao @ m e

On March 24, Gordon wrote a atory that integrates several of his
interests.

Figure VII-19 Gordon’s Text 3/24/83
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The Day the lndian Got Power from God

There was once a boy named Little Knife ,

Little Knife was brave and fast

but ne was not strong .

Jne day Littte Knife's father saia » " Little nnife » come witn me .

de are going hunting .

You can nelp me carry the deer o "

Little knife got scared when his father said that he could carry
the deer with him ,

Little knife said , "™ Father , I am not strong . "

" Little Knife , " said his father o " don't worry .«

Wwhen you nick up tnat deer God will glive vou power . "

when Little Knite picxed up the deer God gave him powers o

Little Knife was so happy he carried the deer all by himself .

He sal¢ » " From now on 1 am golng to carry the animals we catcn for
°U . "

uhe: Littie Knife got home his mother saiog » " Little Knite » go get
some more wood for the fire o " ) ~

And he brought tots of wood for the fire .

This story draws elements from his identity as a Native American
and his interest in religion. Gordon also has a very strong
relationship with his father, which comes out in this story. He draws
a3 well on a "storybook" conceptualization of Native Americana. Deer

PAGE VII-26

e B

!
.




.

hunting is not a part of Papago culture, and Gordon took & moment to
decide whether to call his character "Little Knife," "Little Fire," or
"Little Fox,"” which are the kinds of Indian names often found in
plcture books. When asked how he got his idea for what to write about,
he says "1 thought about 1Indians, 1 was going to write about Indians,
then I saw POWER <on the cover of a book that wss lying on a nearby
table>...and then I was thinking of God, so I put ‘God’ there.” He
seems to have decided on his general topic when he wrote the title, and
to have then developed the detaila as he went along. It is probably
his most effective story, with a strong plot, a meaninful theme, and
real character development. This story is a sapecial favorite of Ms.
Caldwell’s.  She comments, "I think this is one of the most neat
stories I’ve ever read in my whole 1life...and not just because I‘’m a
nun!” She finds it fascinating that someone as young as Gordon would
come up with the idea of getting strength from God, and sees parallels
with "the old 1Indian ways of...a dream and getting power from the
dream, and once you have the power, you have the power to use."” She
also remarks that "he’s using the power to be helpful; I thought that
was really neat.”

Sumrmary

Gordon 1is clearly able to write about a large variety of topics,
and to maintain a strong story sense through them all. Ms. Caldwell
comments that he "seems to have a story line right from the beginning"
of the year, and that he usually asticks to one topic: "He doesn’t seenm
to just go to one thing and then skip and then come back like some kida
do.” When asked 1if he’ll write different kinds of satoriea when he’s
older, like in aixth grade, Gordon says he’ll write about buildings and
skyscrapers then, and that when he was in first grade he wrote sbout
sheep and planta. When asked what he wmoatly writes about this year, he
repliea "interesting stuff"; the reader of his stories is compelled to
agree.

Syntax
{
} -
An early story off Gordon’s from Year II shows him operating at a
relative simple synta#tic level.

Figﬂ{;e VII-20 Gordon’s Text 1017;;5'
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One day my raboit ran away from me because I gnt m3aa at him .

He was hunyry -«

He wanted a carrot .

I ran after him .

His name was Timmy »

Yimmy was & good rabbit o

He always wWas 3 good rabbit .
I tikeog Timmy .

He was my great petl

It is made up of short T-units, with an average of only 5.33 words
each. Only the firat T-unit has more than one clause. However, later
in the year, as the ideas Gordon expresses become Mmore complex, he uses
more sophisticated syntactic structures. The story about the avalanche
in Bethlehem 1is a prime exanple. (See Figure VII-17) It. has an
average of 11.77 words per T-unit and 2.11 clauses per T-unit. Looking
at some of the T-units involved shows what this complexity looks like.

THERE WAS ONCE A HIGH MOUNTAIN, AND OVER THAT HIGH
MOUNTAIN LIVED A LITTLE TOWN CALLED BETHLEHEM.

This sentence is made up of a jle one-clause T-unit followed by a
complex one. The second T-u. is introduced by a prepositional
phrase, and has a main clause “h the subject and verb inverted,

followed by a nominal clause modi: °g the subject. The repetition of
the phrase HIGH MOUNTAIN and the subject-verb inversion produce a
strongly literary effect.

IN ONE OF THE HCUSES LIVED A LADY AND A BOY NAMED MARY AND JESUS.

This T-unit also has subject-verb inversion followed by a nominal
ciause. The compound nouns which pair up in the main clause subject
and its modifier are a particularly sophisticated structure.

ONS DAY WHEN MARY WAS COOKING SHE SAW A BUNDLE
OF SNOW FALLING FROM THE MOUNTAIN.

A main clause (ONE DAY SHE SAW A BUNDLE OF SNOW) is modified by an
acdverbial one of time and a nominal one modifying the object BUNDLE OF
SNOW. When Gordon is writing at this level of syntactic complexity, he
1s approaching the style of much older writers, both in the length of
his seentences (12-grade writers average 14.4 words/T-unit and 1.68
clauses/T-unit - Hunt, 1970) and in the variety of syntactic structures
he uses.

Orthography
Hany aspec:s of Gordon’s orthography have continued to develop
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during Year II of the study. This can be seen in his behavior as he
writes and in the stories themselves.

Resource use

Gordon uses a variety of atrategies for spelling words. When
asked in interviews what he doesa when he doesn’t know how to spell a
word, his answers include: sound it out, look in the dictionary, look
in your desk and see if you spelled it already <on another paper>, ask
somebody, and figure it out. On February 10, Gordon consults the
dictionary a good deal as he writes; a few examples show him revealing
a lot about his spelling strategies in the process.

Figure VII-21 Gordon’s Text 2/10/83
T lanyeas
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The Cross and the Switchblade .

One o8y a man was surrounded by a gang of other men »

The men had bats » Dlades » cnalns ang axes to kill people .

Then the man tried to Jjump over a fence »

‘but the gang Just pullied the man down and Started to hit him and
stick him » '

and the man died .

The men that killed tne other man hao to g0 to court .

The first word he looks for is SURROUNDED; he comments, "I know
how to spell it - it’s S, R, ROUND, the E-D.” He can’t find it and
decides to just write it that way, but then gets an easy dictionary to
confirm the spelling of ROUND. Next he gets a harder dictionary to
loo) for GANG. His search strategy isn’t very systematic once he has
found the initial letter. Although he is able to figure out what the
second and third letters are 1likely to be, he doesn’t use this
information to direct his aearch. After he finds GANG, he copies it
down, then makes a note of the page number it’s on in case he needs the
word again. When the researcher kids him about this, he realizes that
he doesn’t need the page number now that he has the word. He is
sensitive about which dictionary is 1likely to have the words he is
looking for, using a harder dictionary for GANG and SURROUNDED and an
easy picture one for STICK. Gordon is not vyet fully proficient in all
the skills a dictionary user needs to have, but he is well under way:
his ownership of the process and eagerness to learn more are & big part
of this.
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Knowledge and attitudes about spelling

- e e e e s P e n - L e e e e e e e e e e

Gordon mentions in an April interview that he tries to spell all
words correctly if possible, He reveals that there are two ways for
him 2o know a word is misspelled when he rereads a story. They may be
words that he remembers not taking the time to spell accurately, "if I
Just wrote it any way, any kind of letters™; or he may pick it up from
applying orthographic knowledge as he re-reads: “if it sounds right
~hen you know it’s spelled right...or <if it> looks right.” Gorcdon
continues to see spelling as important not intrinsically but as a means
toc success. He says that 1f you are “"police ladies or men, you have to
write nice a0 they can understand” and that spelling is eapecially
important 1f you’re a teacher. A sign painter has to spell correctly
"becauge 1f they don‘t they might not even get hardly any money." (He
may be implying that a store’s sign must be legible in order to draw
customers.) Spelling is important for children for *"your report card."

However, his motivation for correct spelling in his own writing
certainly doesn’t seem to be report card oriented; his focus seems to
be a more general one of doing the best work that he can.

Invented spellings

As in Year I, one can get a feel for Gordon’s linguistic Kknowiedge
by looking at the variety of invented aspellings he uses. Examples will
be chosen from 2 stories which have a variety of them, THE CROSS AND
THE SWITCHBLADE (see Figure VII-21) and the story about LITTLE KNIFE
(see Figure VII-19).

One can see the following processes going on in his spellings:™«(It
should be noted that these are suggested influences, not an attempt to
categorize each spelling.)

Phonetic:. cort/court srounded/surrounded
nife/knife swich blade/ switchblade
stared/started

For some of these words (COURT, KNIFE, SWITCHBLADE), Gordon’s spelling
is a more direct phonetic representation of the word than the standard
speliing is. In SURROUNDED, the reduced vowel in the first syllable
has been eliminated. STARTED may represent an influence from Papago
dialect, where stops may be replaced by a glottal atop, which ig not
represented by any letter in English orthography.

Orthographic/Morphemic Patterns:

axs/axes mouther/rother
tryed/tried outher/other

caryed/carried
In these spellings, Gordon does not fuily .control patterns for adding
mnorphemic affixes and for alternative spellings of certain phonenes.
this spellings of MOTHER and OTHER rmay involve an analogy with the

PAGE VII-30

cn> 236



vowel spellings in words like TOUCH and ROUGH.)

Real -word substitutiorn:
farther/father
‘werey/worry

Gordon’s spelling of FATHER is a real word; in his spelling of WORRY,
he appears to be writing WERE and adding a Y as a final marker.

Punctuational
dont/don’t
his sife/himself
swich blade/switchblade

As in Year I, Gordon doesn’t fully control apostrophe use and one
word/two word patterns.

Punctuation

P

Gordon for the most part controls sentence-boundary punctuation.
During Year II he began to be aware of and to use other forms of
punctuation as well. The two most important are the hyphen and
quotation marks. Gordon was very proud one day to show the researcher
that he knew how to use a hyphen when he runs out of roor at the end of
a line; he mentioned that hia sister had taught it to him. AVALANCHE
IN  BETHLEHEM (Figure VII-17) has several examples ' of it.
Interestingly, he hyphenates one-syllable words whenever he runs out of
room, but the two-syllable words at the ayllable boundary, even though
in the case of SOMETHING he has plenty of room to fit more letters in.
He is not able to articulate why he does thias, which suggests that his
knowledge about hyphen use is tacit as well as explicit. In his
Christmas story (see Figure VII-16), he uses a hyphen in the middle of
the word CUP-CAKES because "they go together.” The week previously he
had put a small space between the two parts of FOOTBALL for the same
reason; when questioned, he says that either option iz allowable.

Gordon began to use quotatjon marks quite a-bit in Year II; Ms.
Caldwell mentions in an interview that she told him about them when he
began to use dialogue a lot, and that when he remembers, he usuall
includes then. The story about Little Knife (Figure ¥I1I-19) has an
interesting example that shows how he conceptualizea quotation marks.
One of his sentences 1is punctuated as follows (spelling has been
conventionalized):

LITTLE KNIFE SAID, “HIS FATHER DON’T WORRY
WHEN YOU PICK UP THAT BEER GOD WILL GIVE YOU POWER.

What he really intended was:
“LITTLE KNIFE," SAID HIS FATHER," DON’T WORRY.
WHEN YOU PICK UP THAT DEER GOD WILL GIVE YOU POWER.
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it clear what strategy he is following.
asecond goes after the
in most

In an interview, Gordon made
‘The firat quotation mark goes after SAID; the
person ia done talking. This serves him surprisingly well

cases, except for the rarer divided quotations like the one above.
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Table VII-8 Words per Story: Cordon Year II
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Table VII-10 Clauses per T-Unit: Gordon . Year II
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Developrental Trends: Year II

As in Year I, quantifiable aspects of Gordon’s development show a
variable pattern, as illustrated in Tables VII-8 through VII-l2.
Patterns of change from the first half to the second half of Year II
are illustrated and compared to Year I in Table VII-13.

Table YII-13 Gordon Year II: First and Second Half

First Half Second Half Overall Year I
Words Per Story 42.0 73.1 58.2 37.6
Words Per T-unit 6.5 . 9.74 8.31 8.84
Clauses Per T-unit 1.29 1.81 1.58 l1.61
Percent Conventional }
Spelling 88.9 89.2 89.06 79.4
Percent Conventional
Punctuation 42.1 48.9 46.1 35.0

-In the first three measures above, Gordon shows dramatic changes
fror the first to the second half of the year. His stories in the
first half of the year are not much longer than those he wrote in third
grade, but in the second half of the year most stories are 350 words or
longer. In both words per T-unit and clauses per T-unit Gordon’s
averages are lower than in Year I, but both show an upward trend from
the first to the second haif of the year. The uncharacteristically low
figures for the first half of Year II nmnay reflect assignment
constraints; writing four sentences about pictures may have resulted in
less compiex structures than the broader scope of more fully unassigned
writing found later. By the second half of the year, Gordon has hit
his stride; most of his stories have more than 9 words per T-unit and
more ¢han 1.5 clauses per T-unit.

Gordon’s percentage of conventional spelling is high f{for all
swories, dropping below 80% only once, and is similar in the first and
second halves of the year. The 20 words Gordon uses most frequently,
wh:ch make up 40.4% of his totsl words, are always conventionally
spelled. Gordon’sz percentage of conventional punctuation varies from
25% to 100% but improves thoughout the year and is on the average
higher than in third grade. Table VII-14 shows that he omits periods
scmetimes and commas often, and has partial control of quotation marks.
tMany of the omitted commas are those that obligatorily precede
quontation marks.)

Over the two years of the study, Gordon hag shown both his ability
to express himself through writing and¢ his active interest in gaining
contro! over the linguistic systems of written language. An cbserver’s
impressions 0f the lively inquiring nature of his mind is cornfirmed by
the stories themseives and the guantifiable summary data derived fron
them. ‘
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CHAPTER VIII - ELAINE
by Sandra Wilde

Introduction

Elaine is a aociable and affectionate child who enjoyas the social
interaction of achool. She relished the parsonal =attention she got
from the writing project researchers and as a result wvas alwvays eager
to work with ua. Elaine lives with her mother, one older asiater, and
two younger brothers, a emall-to-average-aized family in the Papago
community, Her mother is a aecretary at the school diatrict office,
which ia located close enough that Elaine can (and does) viait with her
during the school day. Elaine’s firat language is English, but she alao
understands a limited amount of Papago. Her mother statad that she can
speak a few individual words of Papago, but can’t apeak whole sentences
or carry on a conversation. Elaine doean’t read auch at home but does
a fair amount of writing; during the firat year of the study moat of
her home writing was notes to her mother and asiater, but by the aacond
year ahe wrote atories at home too. Her involvement in writing at honme
is shown by the fact that she geta annoyed when she can’t find a pencil
or her little brother interrupts her. Elaine’s mothar en*nys her
writing and is happy with her progreas.

As a student, Elaine waa selected to rapresent the lower third of
our 8ubjecta developmentally. Her year in third grade waa of aixed
succeas for her. Ma. Howard did see her aa making progreas to some
extent, but also diaciplined her for cheating and other miabehavior
aeveral timea. Elaine in turn was somewhat lacking in aelf-confidence
and felt that sahe would be considered to be cheating no matter what she
did. At the end of 3rd grade, Ma. Howard decidad that Elaine should go
to the achool’s new pre-fourth-grade claass rather than regular fourth
grade. At the beginning of Year II of the atudy, her mother placed her
in a private "back-to-basica" achool in the area. We thought we had
loat her aa a aubject in the atudy, but in early November ahe appeared
in the pre-fourth-~grade claas and remained the reat of the year. (
Elaive's mother didn’t volunteer any information aas to either why ahe
had enrolled her or why she had taken her out of the back-to-basics
school.) After a brief period of social re-adjustment, Elaine had a
good year in Ma. Caldwell’s clasa. Her confidence increased and ahe
progressed in academics. ‘

- -

Writing Proceas: November, Year 1

Elaine’s firat four stories from Year I of the study are
characterized by a certain amount of involvement in tha task but
limited involvement with her topica. Three of these storiea are cowboy
atories, which the clasa was askad to write as part of & unit on the
rodeo. '
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The cownboy nas at tne rodaeo

He wWwent to go see the norses

ang he was riding the NArses o

So he went to the inaians

and there was 4an Indian »

And so he Jent to jJo see tne rodeo .
ARd L w#as riginy the Norses o

So tne man was riginy me

Ang | went to the rodeo » me too
Tne rodeo wWas OVer o

And tnere W4as a carnival

and it was over

and tne peopie went nome

and they went to sieep o

And they nad a rodeo .

and we went to tne rodezo .

And my Dad went to tne roceo

and he got mad

N

Elaine’s writing of thias first piece be

gan with an awareness of
external constraints; she asked a neighbor, "Do we have to write a
cowboy story?” After writing 3 words she felt she didn’t know what to
say. The researcher asked her what cowboys might do, and after that
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point she expresaad no further difficulty with topic development. The
main aspects of her writing process apparent to an observer were those
relating more to form then to content. When talking about what cowboys
do, she decided to say that the cowboy was riding a horse. When the:
researcher wouldn’t tell her how to spell ‘'riding,"” she was reluctant

to invent a spelling. Finally sha said “The cowboy ia at the rodeo. I

know how to apell rodeo - r-o-d-e-o." Her concern for form thus
' influenced her content. Interastingly, a few linea later, she asays "I
know how to spell riding - "r-i-d-i1-n-g," and writes it auccesafully,

Throughout the atory ahe shows a concern for spelling, looking up words
on & wall chart, saying /k / in an attempt to sound out “carnival," and
even looking st a atory written the previous week to see how she’d
spelled "mad.” She alao showa her concern for form by making changes
solely for neatness in her text. At 104 words, thisa story is Elaine’s
aecond longeat for the year, However, it ia the obaerver’s impreasion
that the length is related to her attempta to impreas and interact with
the researcher rather than to a particular intereat in the topic. The
firat few times we worked with Elaine, we were uasing a veraion of the
manual observation form where we numberad each word the child used; she
vas very awvare of this and waa thrilled when her word count was high,
particularly {f it was over 100. When the novelty of being obaserved had
fadad a little, her atory laength dropped off to around 350 worda moat
days, which was more typical of her writing befora the -tudy b.gan.

Fiqure VIII-2 - Elainc's Text 11/5/81
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rocie & - One day the cowboy went to 9o see the norse
and the people went home ,
They had a rodeo
and we went to the rodgeo
and my Dad was there » too
) And we went home
and my Dad went home .
And they had 3 rodeo
and my Dad went home .
And they had 3 rodeo
and my Dad was mad .
And I was mad » too »
And the people went home .,
i And that day they went to school
. The cowboy went home and went to sleep .
And the next day the cowboy went to the rodeo
and we went to the rodeo .

Elaine began on Novipbit 5 by saying, “let’s sea - what will I
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write?”, and then moved quickly into writing. Again, mnost of her

‘verbal interaction related to the form rather than the content of the

piece; moat obviously, on 7 occasions she asked her neighbor Franny how
to sapell worda., (Franny finally ignored her.) When ahe waa done
writing, sahe commented proudly on the fact that she had written 5
atories that week. (Ma. Howard expected the studenta to write 3 to S
atories a week at thia point in the year.) She didn’t diacuas the
content of her story at all.

Figure VIII-3 - Elaine’s Text - 11/10/31
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One day the cowooy haa a race .

And the co«boy went to the carnival

and the cowboy rode tne rolier coaster .
And he went to the rodeo to get the horse .
And he was in the rodeo

and they had 3 race .«

And then they went home

and the people went home

and they had another rodeo .

And the people went to the rodeo .

And the man nad a carnival .

And we went to the carnival

and my dad went to the carnival .

And Virgil went to the rodeo

and he said » " Tell Francine that I love her o "

November 10 is a day when the class was louder than uaual; Elaina
vas involved in a fair amount of social interaction.” She asked Franny
for spellings 6 times and also tried out sapellings on her twice ("Do
you spall ‘then’ t-h-e-n?") Alaso she asked Daniel how to spell a word,
Vincent asked her how to apell one, and Gary -interrupted her writing by
telling the group that aome clowna would be coming into-the room later.
Elaine satopped writing in order to reread a little more often than
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usual; perhapa the noise level nade it harder to keep up her train of
thought. Again, her only comment related to content waa at the
beginning. After writing "“One day," she looked at one of the cowboy
pictures her teaacher had provided for eatory startera, said, "I know
what to write,” and proceeded. '

Figure VIII-4 - Elaine’s Taxt 11/24/81
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I am a turkey

and I am 8 turkey .
and I want them to eat me because they ate my sister .
They ate pumpkin pie and had a cake .

And [ had some cake and some turkey

ang I took some cake home .

By Noveabar 24, Ma. Howard’a clama had finiahed writing cowboy
atoriea and waa writing about Thanksgiving. Elaine haa chosen the
aaaignment “If I were & turkey." This again waa a day when much of the
clasa wvas reatlema - 1t was 3just before the Thankasgiving break, the
room waa hot, and the children secmed &omawhat bored with what they
were writing about. There ware some brief interruptiona in Elaine’a
writing - sonic booms outdoors and membera of her small group singing,
"Uh-0-Spaghetti-0’s."” Thias 1ia Elaine’s ahortest atory to date, which
mRay be related to this raatlesas atmoaphare. Aa nuaual, Elaine’sa
obaervable beahavior is related to form rather than content. She
continues to ask Franny how to spell worda, but also aska other people
and shows an increaaing use of word charta in the room aa a spelling
reaource. She also makea comments that reflect an increasing
self-monitoring of spelling. She noticea ahe’d written “ay” for “me"
(but doesn‘t change it at firat), noticea and changes “pin” for “"pie,”
and, after writing “themy," for “them," aaysa “Isa that how you apall
‘them’? Like ‘they’?" Her one revision of content is influenced by an
interaction with the researcher. She asks how to apeli “aome," staples
her pencil, then re-reada her atory, which at this point read "I am a
Turkey and. I am a turkey and I want themy to eat. My. Because they ate
Me. Because they ate" Tha reasearcher aska if it makes sense, and
Elaine says "no" and decidea to change "Hy" to "Me" and to change the
aecond ‘“Becauae" to “Brother,” but changea her aind and writea
“Siater." She then continuea not with the "aome" she’d originally
aaked for but with “pumpkin pie.”

Elaine’as first Writing Concepta interview, which waa conducted
juat before these atories were written, reveals attitudea thst are
conaistent with her writing_ process as we obaserved 1t, generally
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showing more awareneaa of form and external conatraints then of the
conatruction of meaning. She feela that good writers are thoaa who
have been taught and poor writers ara those who didn’t learn. She aays
that the firat thing ahe does when ahe writea is to decide what to
write about and that aha then writea it down; a piece of writing ends
“when you’re getting tired or when you want to <stop>."” She feels that
there 1ia nothing you need to know to be a good writer, and that in two
yeara her writing will be different becauae she’ll use cursive and
write with her right hand. (She’s left-handed.)

Stories: November, Year I

None of the stories from this group are particularly atrong aa
atories. (They were given mostly sacores of "1" (out of 4) on our
narrative scale.) The 3 cowboy setorias are very aimilar - lista of.‘
eventa with little plot or emotionsl tona. They all begin with “the
cowboy" doing something, but all go on to talk about "the people,” “my
dad," and “I" or “"we." A rodeo and carnival is an annual event in the
Papago community, ao that thia content could be deacribed as eithar
peraonal narrative or very realistic fiction. The events are epiaondic
and somewhat diajointed, with sequence and relationahips unclear, but a
lot of people going to the rodeo, doing something there, and then going
home.

The last aentence of the November 10 story injects a variety of
teaaing often found in classroom writing at this age. To juxtapose &
boy’s name, & girl’a name (in this case both seatmates), and the word
“love" in any atory is always a good attention-getter. (Note that this
occurred on a day with a great deal of reatlessness and interaction.)
The turkey story is interesting for ita switch in point of view. The
previous week, Ma. Howard had apent some time talking with the claas
about writing in the <€irst person, in relation to an assignment where
they were asked to write diariea of pilgrima on the Mayflower. Most of
the children had difficulty staying in character, which ia also true of
Elaine here. She writea a few lines as the turkey, eswitches to talking
about an undefined "“they,” and when she returna to the first person it
is clearly as herself, with turkey returned to ita usual objectified
status.

Elaine’s ayntax in these four stories ia unremarkable. She ueea
few subordinate clausea, and her phrases mostly consist of a siwple
nown, & verb, and either an adverb ("home"), another noun ("a rodeo"),
or a prepcsitional phrase ("to the carnival"). The turkey story is
somewhat more varied syntactically and has the sacond highest number of
worda per T-unit that year. The firat story includes a maze ("s80 the
and the people went home") which is the rasult of an incomplete
revision. Elaine had written “There was a carnival eand it was over so
the carnival was,"” and decided to erase the last 2 words before going
on, because they were repetitive; ahe never re-read and caught the
raze.

Elaine’s attention to orthography is reflected in her percentages
of conventional sapelling, which range f£rom 84 to 97x. Her invented
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apellinga often involve:

reversals at/ta, horae/horea, over/orve.

O as an end marker carnival/crialo, people/poleo,
sleap/aplo

real word too/to, they/there, took/take,

aubstitutiona rode/rod, said/aide

She reversea latters only twice: the “b" in cowboy and the first “d" in
dad. She has an interesting pattern with capitalization - in the firat
2 atories she unconventionally capitalizeas 26 worda which are common
sentence beginners, such aa "The." Nost of her omitted capitala are
because ashe did not mark asentance boundariea, so that perioda ware
omittad alaso. Her use of periods changas dramatically during this time
period. In the firast 3 atoriea, she omita virtually all neceasary
pariods. In the fourth atory, she uaes 6 perioda, but all
unconventionally. She appears to have devaloped a rule that periods
precede capitala, which is where all the periods occur in the atory
(although not all capitals are praceded by perioda). It ia likely that
this rule is ralated to inatruction, although we have no actual
evidence of this. The rula is at this point unconnected to any notion
of marking aentence boundaries with both periods and capitals, but ia
used with worda like "I" which are capitalized wherever they appear and
with worda like "Me" which Flaine capitalizes inappropriately.
Elaine’s control of asentence boundary punctuation undergoes, aas we
shall see, conaiderable devalopment over the course of the atudy.

Writing Procell. December through February, Year 1

Elaine’s next group of 5 astories ia largely characterized by lesa
aocial interaction and more uninterrupted writing then in her firat
group. Her atories have asattled down to a shorter length of 30-S0
worda. (Her mean for the year is 56.8 worda.) Although the vast
majority of our writing samplea are firat drafts, two from this group
are re-copyinga of astoriea that Elaine and the teacher had edited
together.

Figure VIII-S - Elaine’a Text 12/3/81
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One day the sun came out

and the snowman was out o

And he melted

and I started to cry’

and my mom got back from wWork .
And I got back from school .
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One day the sun came out

and the snowman was out .

He melted o

I started to cry «

My mom said , " Don't cry . "

I stopped crying and made another snowman .

On Decembar 3, Elaine looked at s liat of Christmas atory topica
and choge to write about a snowaan. The - story starter read, "The sun
came out. Froaty ia wmelting. How are you going to sava him?" Thia
story, at 32 words, is one of her ashortest of the year; much o¢f her
time during thia writing period is taken up by what we called
“interruptions” -~ behavior which bears no apparent relation to the
writing itself. We counted 9 of these interruptions, cr one avery few
vorda. They conaiated of such activitiee as playing with her paper,
yawning, rubbing her face, talking to friends, and 1looking at and
discusaing the video camera which waas filming a classmate. On December
10, when ahe was copying over rather than composing, her attention waa
more focused. After aharpening her pencil twice at the beginning, she
continuad with minimal interruption. (The diffarences in the content
of these two astoriea will be diacusaed below.)

Figure VIII 7 :TElaino 81 Text 1/8/82
- N } : o v . FR Oy
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One day I was skiing |In Arizona » me and my friends .
And then tney started to laugh o

Me ’ too .

And we went .home « ¢

-Then we had a plaxjg“And it was cold .

Then we went to sleep o

Wwe went back to the Arizona skiing place .

Then we went to town .

Then we went home .

In January the students began a unit on Arizona. They eventually
moved on to expository, research-based writing, but were asked at the
beginning to write in response to pictures. We obaerved Elaine during
her writing of the laat two-thirdas of thia atory. She was abaorbed in
what she wag doing and didn’t talk at all. The only behaviors we
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obaerved vere 2 amall revisiona (to atart "Home" with & capital and to
write a word mora neatly), one look at tha picture stimulua, stopping
to think once, and re-reading a few words onca. She no longer atops to
aak people how to apell words but chooses to invent spellings. We do
not know whether thia chenge waa self-initiated or teachec-auggested.

L Figurc VIII-8 - Elaine’s Toxt 2/2/82

Tnere is a4 girant in 3jells .,

He nas two elves

Ae maxes tnem WwOork o

Tne aragon and tne yiant tignt .

Tne two elves Jike TO Sing .

fne daragon and the jiant tive ¢n the castie o
Tnere is a piraste in Afrizona o

fhere is a troil .

fnere is an elf o

fnere is a nunter .

Our next obaervation of Elaine was in February, after the research
unit was over and the children had begun writing fairy tales. Thare
vas a bulletin board in the writing center which deacribed the meaning
of setting, plot, and charactersa. We can asaume from what we know of
Ma. Howard’as teaching atyle that there had probably also bean
whole-c .sa inatruction about these pointa. On rewading over the manual
obaervaiion form connected with thia atory, one geta the feeling that
Elaine picka up steam as ahe goes along. Early in the astory she atops
and thinka every line or a0 but in the laat five linea does &0 only
once, stopping only to look at the bulletin board for the spellinga of

“pirate” and “"hunter,” and to make minor reviaiona. (Note that -

although she checked the apelling of “"pirate," ahe waa not completely

successful in revising her original spelling, which appears to have
been “piaiatea.” When she looked at the bulletin board she said,
“Oh!*, and changed the firat "a" to an "r".)
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There is a castle

It has a flag on the castle .

It has grass on the ground .

The people are happy because It's warm in the castle .

The story above also a fairy tale, is a recopying of a atory
Elaine had written earlier. The only behaviors obaerved were 2 short
pauses to think.

Elaine’a firat periodic interview about her atories took place
during this period, on December 8. In addition to her apecific
comments about individual atories, she reveals in a general way her
explicit knowledge about the composing process. When asked why she
likea certain stories and chooses them aa her beat, she tenda to
reepond "I don’t know," to like a atory because of the content (e.g.,
it’s a good atory because ahe likeas to eat turkey), or to read a
apecific line without a&aying why it makes the satory good. She 1isa
unable to say why she prefera some atories leas. When asgked how her
teacher would evaluate the same storiea, ahe says that Ma. Howard would
like one story becsuse "she likes turkey,'" but other than that focusea
on formal attributes like punctuation, handwriting, and atory length.

Stories: Decenber through February, Year I
The contraat between Elaine 8 two anowman storiea ia intereating.
Her firat draft (December 3) was acored low in all areaa on our
narrative acale. It followa the pattern we have aeen before, of
changing from a third-peraon narrstive to a firat-peraon one about
heraelf. The aentence "I started to cry"” ia a bridge hetween the firat
part about the anowman and the second part, which' ia a piece of a
“day-in-the-life"-type narrative. In the revised version, which
received moatly acores of 3 (out of 4) on our narrative acale, the laat
two sentences have been changed so that the story holde together aas a
aingle narrative with an appropriate, aatisfying concluaion. Elaine
herself ranked thia astory aa her favorite in a group of 3. We did not
obaerve the editing procesa with this atory ao cannot deacribe how thia
change came about, However, based on our observations of other editing
seagiona, the change may or may not be Elaine’s idea. Ma. Howard, in
working on editing with individual studenta, often had goals in mind of
what the final product should 1look like in terma of form and (to aome
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extent) contant. She tharafore often nmada satrong auggestions aa to
what changes ahould be wmada. The editing of atoriea for recopying waa
almost alwaya done in conjunction with the teacher, rather than
primarily by the student with aome teacher input. (The story fron
Fabruary 16 diacussed balow provides & partial illuatration of thias
process.)

Elaine’a skiing atory from January 8 showa her usual
personalization of topic; £from a picture of skiers 1in Arizona sha
writes a story about herself and friends which 4is only peripherally
about skiing, which is ona in a list of unconnected activities. Elaina
vaa not particularly impresaed with thias atory heraelf, ranking it
third in a group of three. Ma. Howard ranked it second in a group of
aeven, but commants that it "mostly juat lists the things that thay
did."” Elaine’a Februsry 2 atory about a giant is har f£first story we
obaerved that ia consistently in the third person. There is a bit of
character devalopment and she seams to have bean particularly
captivatsd by the variety of charactera that occur in fairy talea,
naming savan different onea. Her Feabruary 4 atory, which ia an
incomplete baginning to a fairy tele, alao remaina 1in the third peraon
and has more of a ‘"astory L feel" to it than much of her previous work.
Perhaps the fairy tale genre, being familiasr to children, is eaaler
for Elaine to work with than aome other aasigned topica have been.

Elaine’a ayntax in thede 5 atoriea shows no unusual patterna.
Her spelling shows examples of the following patterna:

reveraala -~ ahcool/school, aon-man/snowman,
frineda/frienda

real word - bake/back, clad/cold, two/town,

substitutiona to/too

variationa in past
tense morpheme

melt/melted, atarid/started,
atartd/started

phonetic plea/place, laf/laugh

She is no longer using "o" as an end-of-word marker aa she did in her
first storiea, but doea uae "i" once, in "ciari" (cry). Her one very
unusual spalling, “soonme" for "home," waa added after the observation
period. Since her original veraion waas the correct apelling of "honme",
"soonme"” may be an invented spelling for another word auch as
"awimming." Although ashe ia no longer conatantly aaking her neighbors
how to spell words, her percentage of conventional apellings remains
high, although the two edited versiona almoat certainly involved some
teacher originated changea to the spelling. Elaine’s punctuation is
about two-thirds conventional on the two copied-over atories. Thia can
almost certainly be attributed to teacher help since it ig so different
from Elaine’s usual punctuation. In her three firat-draft atories,
Elaine omita most neceasary perioda and inserta periods before most
capital lettera, following the rule ahe apparently developed 1in
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November about perioda and capitala going together. Her capitalization
problama are primarily failure to capitalize at the asentence boundaries
vhere perioda vere omitted (18 inatances - in the 3 first-draft atories
only). She also failas to capitalize two place-namea and
inappropriately capitalizea 3 nouna, all atarting with “h" (He, Hunter,
Home). She has no reveraals in thia group of atoriea.

Writing Procesa: February and March, Year 1

In Elaine’s next group of storiea from the firat yesr, she appears
to have found topica of aome what more interest to her. There 1is no
change in the extent of topic conatraint asaigned by Ms. Howard - the
children were still given theme-related atory atartars and expected to
produce a certain number of atoriea each week. However, tha topicse
assigned during thia period were, 1like the fairy tales earlier in
February, relatively acceasible to Elaine; they therefore allowed for
some new kinda of development,

N Figure viili- -10 - &laine s Text 2/16/82”

Once upon a time » Pau'l Bunyan was a baby .
He grew big -

He went to the- trees .

He had an ax with him .

He had chopped the trees with one ax .
He is big

He is strong .

He makes earthquakes .

He makes waves o

He kitls animals o

The End

During the week of February 15-19, the claaa was doing a unit on
tal]l tales. Ms. Howard discussed Paul Bunyan and other tall tale
charactera with the clasaa and put up pictures of them on poatera where
the astudent’s atories would eventually be hung. The writing center
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thia week alao included a poster containing a fairly elaborate atory
atarter:

TALL TALE
CHAPTERS
1. Tell about your HERO
a, Tell what he’s "best" at
b, Tell whare he comes from
c. Tell what he is like
2. Tell about an adventure he had
a. Tell how it atarts
b. Tell what the problem is
c. Tell how he solves it uaing what he ia
"best" at
3. Tell what your HERO is going to do now that
this adventure ia over.

On the blackboard thare was a list of superlative words such aa
"kindest," “goofiest," “atinkiest," headed "TALL TALE HEROES ARE THE
BIGGEST AND THE BEST." (The worda includad auggest that thias liat waa
‘probably generated as a clasa activity). Elaine wrote this satory
rapidly with few pauaea - we obaerved only 3 behaviora, all
task-related. (An edited veraion of thia atory will be illustrated and
diacuased below.)

Figure VIII-11 - Elaine’a Toxt 2/18/82

John Henry

Jnce upon a time , John denry , he is strony .
de flxes tne road .

Ae heips peopla »

Ae halped a girl o

She said » * Thank you « "

Elaine was also fairly involved during this February 18 atory,
vith most of her behavior task-related, except for a ahort break after
the writing of ‘“people", where she yawna, sings, and writes down

~ someone’a phone number. Thias atory isa one of the few in which she made

a change in content after ahe finished her story, a reviaion prompted
by interaction with the researcher. She had originally ended the atory
with "She said goodbye." When the reaearcher aaked what the girl amight
say, Elaine said "Thank you" and immediately changed her text.
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FZBUre VI1I-12 - Elaine’s Text 2/25/82
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dnce upon 4 tine tnare was a nan .
He kit tlea 01rds
Ae toon the bLifus to nis house .
de saw fots of pirds .
4e ate tnen » all of tne oirds .
He got the peopie .,

He ate tne people .
de Is an Inasan »

de has a4 olg house .
de has pig feet

Figure VIII-13 - Story Starter - Running Bexur
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The next week the children were 1involved in a unit on Indian
legenda that was planned entirely by Ma. Manuel, the clasaroon aide.
The writing gave the children a choice among 8 pictures with
atory-atarter ideaa on them, including the one reproduced above.
Elaine’s behavior during this atory suggeats a good deal of involvement
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» in the procesa and is vary task-related. She uses resources (looking
at the atory atarter, trying to £ind out how to apall words), raviaes,
stops to think, and aubvocalizea, but is not involved 1in aocial
behavior unrelated to writing. Although she has not returned to her
almoat obaeasaive amking for apellinga that we aaw earlier in the year,
she has choaen in this story not to invent every spelling ahe is unaure
[ of. Inatead, three timea during the composition of thia atory she
either looka for or asks about apellinga.

Fiqure VIII- -14 - Elaine 8 Text 2/25/82 _
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Once upon a tine tnere was 3 bird named Paul .
He flies far far away »
He lijves in the acesert .
There is a coyote .
He lives in the desert » too .
The coyote chases the biros
He ate Pautl and the birds .
. Then Paul was alive .
He killed the coyote .

Figure VIII-13 - Story Starter - Coyote
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tfirst one, is also based
form accompanying thisa atory reveals
proceaa, probably the atrongeat of any atory yet thia vyear. She
subvocalizes a lot as ahe writea, atops and thinks, and rereada. She
alao doea a good deal of reviaion, primarily on the surface level but
of varioua types: she changes an A to an E, changea the T in THERE to a
capital, astarts to write a word and changes it, and goea back and adda
perioda. Throughout one gets the aenae that she is really thinking
about the whole atory as she writea, in contraat to some ot her earlier
stories (such as the rodeo onea) where she seemed to be aware of just a
few worda at at time.

The manual obaervation
Elaine’a involvement in the

on a ntory atarter.

Figure VII1-16 - Elaine’s Text 3/4/82
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Flaine‘'a story from March 4 is
‘totally unasaigned. The clasas had
‘auditorium rehearsing a skit for a
been pleased with their parformarnce

began the whole class was feeling guite reatleas,

recollection, Ma. Howard chose to

One day a girt! was walking in the woo's
and a wolf came out of the woods

She was qoing to her Grandmother's .
The wolf was in tne woods .«

He went to her Grandmother's .

He was In her Grandmother's bed .

He ate her .

The

End

the first one we observed that was
aspent part ot the amorning 1in the
achool program. HMs. Howard hadn’t
and by the time the writing period
To the beat of our

have unassigned writing because of
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the morning’s unusual achedule. Elaine wrota this story quickly and
egain appasred relatively focused on the writing proceaa. She did a
fair amount of subvocalizing, usually rehearsing, saying, or aounding
out the words aa ahe want. She showed relatively little concern for
orthographic correctness during this atory. At one point ahe aaid "Oh,
this is a capitsl,” snd want back to appropriately capitalize WAS. She
didn’t ask how to apell any words, although ahe did, when writing
GRANMOUTHER for the third time, look at the line above to sae how she’d
apelled it.

Elaine’s second perodic interview wae conducted during this time
period. Har conceptualizationa about what makes a good satory continue
to focus on surface features like handwriting and length. Her comments
about content are very general: she likes '"the atory," or "the way it
sounda." MNany of her commenta about how MNa. Howard would evaluate her
stories refer to specific interactions batween them. Elaine atatea
about one atory that Ma. Howard "told me that ahe likes it beat"
becsuae "my map looka neat and I colored it pretty" Ma. Howard
aupposedly would like another ona leaat because "I needed help....where
she hed to £ill in the thingas."

Stories: February and March, Year I
The three verasiona we have of Elaine’a story from February 16,
give inaight into the editing proceasea Ma. Howard was involved in with

her studenta.

Figure VIII-17 - Elaine’a Text 2/16/82 (Original Version)
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Ms. Howard has a astandard procedure for editing. When a atudent
decides a atory is finished, .she tella Ms. Howard, who then makes time
available when she can to ait' down with the atudent. NMa. Howard refers
to theae timea as "editing with me." She typically reads through the
atory with the child, @onncntlng on various featurea aa she goea. In
this case we don‘t have fieldnotas describing her dialogue with Elaine
but only the viaible result of the editing seasaion. All of Elaine’sa
invented spellings have had the conventional aspellinga written above
(by Ma. Howard); periods have been added; the inappropriate period
after TIME has been croaaad out (but not the one after HE in the amecond
line); and lettera that should be capitalized have been circled.
Although the editing process waa not always strictly limited to thaae
kinda of mechanical changea, thia inatance ia not at all atypical. Na.
Howard, in this case and many othera, aees the main purpoasa of the
proceas as preparing the child’s story for a ‘'good" £inal version,
rather than aa helping the child to refine the atory’s meaning.

Figurae VIII 19 - Elaine‘’s Text 2/16/82 (Final Version)
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Elaine’s final veraion of the atory ia indeed more presentable on
a surface level than her original one. Her handwriting is neater and
roat of Ma. Howard’s emendationa have been retained. A reader looking
at the final verasion of thia atory might aasume &8 certain control of
aechanics on Elsine’s part, but “thia assumption would overlook the
distinction that Ferreiro and Teberosky (1982) make when they say that
“writing ian’t juat copying.* In this {final tranascription of her
atory, Elaine was acting more aa a secretary than as an author, and an
imperfect secretary at that. She apparently omitted the period after
STRONG and left out the laat two lettera of CHOPPED and the 8 words
following. Her obliviouaneas to ‘these omisaions 8suggeats that her
involvement at this atage was st best minimal.
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All S5 stories from thia period are attempta to write in apecific
genres - the tall tale, the legend, and the fairy tale. Elaine
attempts to work within the genre conventions, with varying degrees of
succeass. (These storiea received mostly acores of "2' on our narrative
scale.) She begins all S5 atories with ONCE UPON A TIME" or ONE DAY"
and introduces the main character in the first sentence. In two cases
the story remains focused on plot event, but the other three (John
Henry, Paul Bunyan, and the man who killed birds) mix plot elerents and
character deacription, which in the case of the tall tales may be
related to the task set in the inatructional poater cited above. The
two stories for which we have copiea of the story-atarters alao suggest
something of how Elaine goes about «reating meaning. For the atory
about the man who killed birda, Elaine appearas to have drawn primarily
on the picture (rather than on Ma. Howard’s written auggeationa) and to
have used it as a atarting point rather than as the content of the
whole story. The firat 2 sentences relate directly to the picture, she
then moves beyond it, and at the end, when ahe is perhaps winding down,
ahe awitches to . a present-tense deacription of elements of the picture.
The atory about the bird named Paul ias tied closely to itsa pictura,
which may explain the confusing tenase sahifts in the atory. The
sentences in the present tenae can all be seen asa direct deacriptiona
of the picture, while the laat three sentencea of the story go beyond
the picture and are in the paat tense, aa stories usually are. Another
interesting aemantic feature of this group of satories is that Elaine
controls third-peraon narrative in all five of them, not alipping into
first person 88 she did in the paat.

.Ma. Howard’s impreasaion of the atoriea from this group is quite
favorable in terma of their content and style. The Paul Bunyan satory
“has the basic facts about <hia> legend"” and ia "a pretty decent
atory,” as is the atory about the man who killed birds. John Henry ia
“a ahort story, but it does tell about the person that ahe atarted out
to write sbout. She has the facts."”

Elaine’s atories from thia group are not particularly complex
ayntactically. They are shorter then average (24-52 worda, va. an
average for the year of 58 worda), and have shorter T-unita then
average (4.5 - 6.1 words, va. A yearly avariza of 5.8). She uses few
aubordinate clauses and primarily simple sentence atructures. Her
greater than ususal involvement in the meezning construction of these
waa perhaps best aerved by using aimple ayntactic atructures which
didn’t distract attention from her meaning focuas.

Many of Elaine’s spellinga in these atoriea are unusual ones,
which 1is probably a reflection of her decision to worry leaa about
apelling. Many of these may be to asome extent "placeholder' spellings,
where the intent ia not so much accurate representation of phonetic or
orthographic patternas az it ia mnemonic -~ producing a representation
that doea not require much time to figure out but ia accurate enough
for the author to decipher in context when she goea back to it.
Examplea of theae spellings are:

anox’c/animals poleopl/people
kimenm/cane tllek/took
raecra/earthquakes  yourses/waves
kileclla/kills
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Her percentage of conventional apelling in theae satoriea rangea
from 61 to 77X, aa compared to her yearly aversge of 81%. The
observational data clearly ahow this to be a function of her choice to
use invented spelling more often. (Interestingly, Ma. Howard commented
around this time that Elaine’s spelliing is improving and that ahe ia
increaaing her control of high-frequency worda, which auggests that Ma.
Howard ia also aware that this apparent decline 1in spelling 18 not an
actual one.)

The punctuation in these atoriea followa her usual pattern of
oritting moat obligatory punctuation and of often inaserting perioda
before capitalsa. The astory of the bird named Paul is a atriking
exception. 0f the 9 obligatory periods ahe omita only 2, and she
inserts only 1 inappropriate period, before PAUL. There 18 no
indication from the obaervational notes that she had any help 1in
deciding how to punctuate. The obvioua inference ia that her
underlying competence may be much more advanced than what her
performance usually reveals and than what she ia able to verbelize.

Writing Proceasa: March through May, Year I

Flaine’s writing during thease laat S5 atoriea of Year I was
generally charecterized by a sense of involvemrent on her part. One
geta a atrong feeling that ahe haa very much assumed ownerahip of her
writing and that her focus ia not particularly on correct form or on
pleasing others but on saying what ashe wants to sasay.

Figure VIII-20 Elaine’s Text 3/9/82
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Jne day [ 445 In Lne circus .

I #m&s on an elapghant

Ana { feill off tne etltepnhant .

ANg the peopte game tO PICK Ne uUg

I wias in tne AOspiItal »
Ay mom came to see e 3t tne Rospital .

Srme starteu to cry .

On March 9 the claas =3 working on a circus unit. A clown had
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viasited the claassroom that day, and the children had a choice of atory
atarters to write from, of which Eiaine chose the follocwing:

YOU DECIDED TO JOIN THE CIRCUS, NOW YQU
NEED AN ACT

1. Look at the pictures in this folder
2. Pick a picture you like.
This can be your act.
3. Write a story about your
life in the circus.
4. In the atory:

a) Tell how you joined the circus;
b) Tell what you act is like;
c) Tell why you like being in the circus.

She wrote her story rapidly with few pausea for any reason. Her only
interruption was when she atopped after writing I WAS IN - THE HOSPITAL
and said to a neighbor, "Look at all I wrote. I sure wrote fast."

On March 25, Elaine attempted a very different kind of writing
from any she’d done previously. The class was doing & unit on haiku
poetry. Two daya before, Ms. Howard had told the clase about what a
haiku is and they had written one together. The elements that ahe
stresged in her instruction were: the 5/7/5 syllable pattern of the
haiku; nature aa the usual subject matter for haiku; poetry as being
anade up of word picturea that aren’t neceasarily coamplete sentencea.
She also gave the atudents the handout shown in Figure VIII-21.

Figure VIII-21 Haiku Poetry Handout
Haiku Pestr 75
The “haiku” is @ therT, non-rhvmir
coem that tells of 2 mond or oicturs.
sf+an a part of ralure or a seasen of
“ne vyear, It has 17 syllacles and has
3 lines., :

Firat finet  the ssthna of “he poem - 5&\,'“‘:5":3

Second line:  the action of the poem. 7 sylables
Third line : the e.r_é;v\s or feeling = S5 syllables
.Sqmp\g:
setting - The ceyote atops
achion — Gozes over s sheulder
ending - Fl;ps us tail and runs

peopls n Japan uze a spccial kind
of paper to write jmportant thirgs,
This special paper IS called rice Gper.

A Mhaiku” is impertant. Tt should

be put on rice paper.
On the day that we obaerved Elaine, the children were asked to
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write individual haikua. She chose to write about the deaert and was
quite absorbed in the task and intrigued by the genre, clapping out
ayllablea as she went 1in order to fit into the haiku form. Her firat
veraion read aa followa (The numbers at the enda of the linea are the
avllahle counta that Ma. Howard had amked them tn include):

Degert is hotd and fall 5
there is loatad of trees 7
I like the desert 5

She was quite pleased with it. Since ahe had miscounted the ayllables
and thought she had produced a 5/7/5 pattern, the researcher pointed
this out to aee how she’d react, When she realized she’d actually
produced a 6/9/5 pattern, she choae to leave the poem as it waa, but
did change the numbera to reflect the actual syllable count. She then
asked the researcher to edit with her; ahe liked the content but wanted
help with capitalization and apelling. With the reasearcher‘’s help ashe
capitalized the beginning of each line and corrected the apelling of
HOT, FUN, and LOTS.

At this point Ha. Howard choae to come over to work with Enna.
She began to suggeat changea &ao that the haiku would be more
deacriptive and pictureaque and have the correct ayllable count. She
asked queationa auch aa, "What makea the deaert hot? What wmakea it
fun?', and wrote parts of Elaine’s anawera on her paper. She told
Elaine that in a poem you.write pictures rather than asentencea and at
some pointa had her close her eyes to picture the deaert better. Wwhen
they had generated a number of imagea, Ma. Howard worked with Elaine to
cut down the number of ayllablea 1in each line. At the end of thia
session, Elaine’a paper looked like thia:

Figure VIII-22 Elaine’s Text 3/25/82
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The final veraion of the hezku, which Elaine was to copy over, read:

Desert ia hot, fun.

Hot desert, the sun ahining.

Fun, happy, running.
Thia is a much closer fit to Ma. Howard’a idea of what a haiku ia (aee
Figure VIII-21), but Elaine preferred her original veraion. Throughout
this firat vyear Elaine has gradually aasasumed a greater aense of control
over her writing, but on thia occasion she waan’t allowed to retain the
ownership ahe’d clearly felt in relation to her firat draft. Ma.
Howard, 1in focuaing on product during the editing, gave no regard to
Elaine’s intentiona for thia piece of writing. The piece that reéulted
waa in a sense more Ma. Howard’s writing than Elaine’a. For a child .
like Elaine whose writing became far more aucceasaful aa she discovered
her own reasona for writing, a focua on product over procesa seems
eapecially miaplaced.
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On April 15, the satudents were involved in a unit on Egypt. On
this particular day, they had a choice of 3 topics: Your friend waa a
pharoah who died; The life of a slave in Egypt; or Egypt today. Elaine
produced the following atory:

Fiqure VIII-23 Elaine’as Text 4715782
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Une day we went to cyypt with Miss Kasten

4na it «as fun ,

Me and Miss Kasten rode in 3 train .

we went to a4 motel .

Ihe next morning we went to the zoo

We got an ice crean cone

and w~e ment to tne toy store

aNd we Jor a yorilla ana an allijator , /
Ana diss Kasten got scarea
and [ started O 1aUgN—e "7 ‘it itidimideio
Then we went back to Sells

and sha took me home ,

Her behavior suggested a good deal of involvement in the story.
She stopped to think repeatedly, aa well as aubvocalizing and revising
from time to time, but did not initiate any interruptiona. When her
seatmate Daniel tried to interrupt her in the middle of a sentence, she
said, "Wait," and kept on writing.

Our next observation of Elaine was on May 4, when the class was
doing a unit on outer space. The assigned topic for that day was "What
I Saw at My Porthole."
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Figure VIII-24 Elsine’s Text 5/4/82
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One day [>went to Saturn

ang | got off the ground
It's Jifferent than carth o
The sky is read

ang it is colg » too »

It rains » too .

People live in Saturn .

Tney hsve round heads .

I started to laugh at tnem .
I stayed witn my friend May .
We woxe yp and cooxed breakfast
And May n0K8 up s tOO »

and sne watches tv .

It was cartoons o

The End

She was again very involved in her writing; her few pauses were
task related. While writing the firat line of the atory she looked up
at the theme-related bulletin board to see how to apell SATURN but

"chose to uae invented espellings during the reat of the atory.

. Our final observation of Elaine during Year I was on May 11.
Elaine chose from three topics toc write about bicycle aafety.

Figure VIII-25 Elaine‘’s Text 3/11/82

One day I was riding safe on my oicycle ang stopped to watcn
Q0 by o
,Ann.J_JmJLL—aansj_lﬂi_Lﬂjﬂ_yJitﬂre the cars _came »

wlcwemt.home safe .. When I went in . o L
I cleaned my room and picked up the toys » too o e
when my mom came home , she said , " Good for you . ™

1 went to my auntie's house safe ’

and f got some pop

1 went home ' :

and [ crashed |

and my auntie came after me

and she took me home » too o LT

And my

mom took me to the hospital

and I broke my leg .

And I had lots of scratches , too .

And I stayed in tne hospital and I went to slieep o
And I woke up the next morning

and I ate breakfast .

The

End
There was a subatitute teacher that day and the claas was
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aomewhat reatless, but Elaine maintained the high level of
concentration that has been typical for this last part of the year.
She checkad and revised apellings a few timea, but otherwise focuaed on

) content. When asked where she got the idea for her atory, ahe waa
unable to be more apecific than to say "1 made it up."

Two interviews were conducted with Elaine during this time period.

In her Writi.g Concepts interview on March 9, ahe had more extenaive

and specitic anawers to moat questions than she did in October, but

] continued to focus on aurface featurea. She characterized a particular
vwriter aa being proficient becauae of "the way he writes'; this general

assesanent waa followed by aome apecific onea: he writea ‘"slanted and

straight”; "he doesn’t erase <or> mema up"; his &toriea aren’t ahort:

he and other good writers "learned all the worda when they were in

second or third grade." Predictably, poor writera “need editing and

). i they erase and they write ashort storiea and they don’t put their
name...they write aloppy." Her commenta about apelling suggeat the

move towarda more independence that we have seen 1in her behavior. In

October ahea said that when she didn’t know how to apell a word ahe’d

ask the teacher or talk to her group of aseatmates. In this interview

she said ahe’d "write it any way and aound it out.”" In thia interview

) she alao auggests that she likes writing for several reasons: "1 1like
to put them in books and I like to put perioda and...edit it ¢ . I like
to write it on piecea of paper so people could look at it." In her

periodic interview of May 18, she continues to characterize her writing
on the baaia of either vague global features or aurface ones; a atory
18 good because "I like 1t" or becaugse of '"the handwriting and the

) periods and the capitala."” As the year progreased, she became more
vocal 1in her enswera to these interview queationa but not Rmore
sophisticated. :

Storiea: March through Héy. Year 1

) Elaine’a four storiea from this period (her haiku will not be
discusaed further) were written as part of four very different
curriculum unita but are very similar in that they all deal with
iragined experiencea from her own life. Both when in the circua and
vhen "riding safe" on her bicycle she had accidenta and went to the
hospital. Egypt looks remarkably like the U.S., with motels, zooa, toy

4 stores and ice cream conea. Saturn is different from home, with red
aky and round-headed people, but Elaine can atill atay with her.friend . ues:

May there  and watch cartoono. In all four of theae atoriea, the
teacher-aelected topic makea sn appearance, very briefly (aa with
Egypt) or at gome length (aa with Saturn), but then Elaine’s deaire for
self-expreaasion takea over. Thia may be geen in relation to her
) growing independence aa a writer ~ she ia able to uase the story-atarter
as a jumping-off place but is not particularly conatrained by it; she
acts out of what ahe wanta to asay rather than being particularly
concerned with the teacher’s or the atory-starter’a intentiona. Fron
this group of stories Flaine particularly liked the atory about Saturn
and the ' one about riding eafe on her bike because "it’s a long
) story...and I made it up.” (It should be noted that these two atories
and the Egypt one are her longeat aince the beginning of " the year.)
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She chose her haiku as her least favorite of a group of aeven
pieces; when asked to comment on it, she said, "Ma. Howard helped me"
and that it was hard becausge "we had to think."

Although Elaine has a higher percentage of conventional spellings
in these stories than in the previous group, she continues to operate
from a strategy of inventing spellings rather than aaking for help in
post camsea when she doesn’t know & word. Some patterns that are
evident in her invented apellings for these astories are:

-phonetic/orthographic lef/laugh

patterna matall/motel
nix/next
stoor/atore

-~unusual spellings befxitst/breakfaat
dilftasct/breakfast
gotal/gorilla
puti/picked
tomane/train

-very long invented bookskec/broke

spellinga chiekcaeros/circus
coldatoac/cartoons
fendnld/friend
witelhc/woke

The unusual and very long spellings mray be 'placeholder" ones,
where she 18 aiming for a apeedy representation of the word rather than
a precise one. ‘

The bicycle story shows a variety of sapellings ot the -ed
morpheme. In CULED (cleared) she 8pella it conventionally; in CIRIFT
(crashed) she represents it with a phonetic rather than norphological
apelling: and 1in PATI (picked), STAE (atayed) and STOP (atopped) it is
not represented at all, which may represent a dialect influence. This

“* suggesta that even an apparently atraightforward orthographic feature

ray be learned gradually and in context rather than once and for all.
One further invented apelling of interest in this group is Elaine’s
gpelling of PAPAGOLE (which includea the name of her tribe) for
“people.” Many Native American languages use a word meaning “the

~~PE6PTE™ to refer to their tribe. Papago is one of these, and although

the word for themselves and “the people" is “0’odhar" rather than
“Papago," Elaine’s spelling may be related to this concept.

Elaine’s percentages of conventional punctuation in thie group of
stories are among her lowest of the year, suggesting that she 1is giving
her attention more to content than to visual features of her writing.
She followa her usual pattern of omitting mnrany periods and inserting
sone before capitalas. Her problens with capitalization include many
failures to capitalize where there should have been sentence
boundaries, a few inappropriate capitalizations, and several failures
to capitalize proper names, including the word "I'" 10 timea in the
bicycle story.
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Table VIII-1 Words per Story: Elaine Year I
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Table VIII-2 Words per T-Unit: Elaine Year I

Words 4
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T-Unit
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Elaine Year 1

Table VIII~3 Clauses per T-Unit:
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Elaine’a Egypt atory is the only one all year that ahe wrote in
cursive acript. Our notes don’t reveal anything about why she chose to
do 80, but we do know that Ms. Howard had apent some time on cursive
writing with the class around that time and that several of the
children were beginning to use it in their satories. Figure VIII-25A
illuatratea a few of the difficulties Elaine had with thia early
attempt at curaive.

Figur2 VIII-26A ELaine:!: Curaive Letter Formation

whert ClTE At

was R

nisas

morning .2_.:{5_' P TR S
tonane T l,l; “y

In WHERT (with) and WAS the w’s blend into the next letter so that
they 1look 1like u’as. In NISS (miss) she leaves & loop off the M; 1in
MORNING she puta an extra 1loop on the firat M and in the middle hasa
what could be either an M or an R and N run together. In TOMENE
(train) her T has a loop somewhat like a B. Otherwiae, her handwriting
in this story is quite legible. In Year II we will asee f£further
examples of Elaine’sa cursive writing.

Summary: VYear 1

Elaine’a growth as & writer during this first year of the atudy
- haa been characterized by & gradually increasing ownership o0f the
procesas, Early in the year her focus tends to be on meeting the
teacher’s expectations and on aurface features like apelling. When ahe
is not particularly intereated in a topic, which ia’ often, she seema to
write just to £fill up apace and produces unintereating, disjointed
atories., Sometime arc' 7d the tall-tale and legend units in Fabruary

this focua begir~ shift; this 1is evidenced both in her greater
involvement in - proceas and the more coherent ngature o0f her
atories. Althc » change aseems to have begqun when she was working

in genrea that ahe ound .. intereating, by the end of the year she is
able to take any topic and use it as & jumping-off point for a highly
personal narrative. When one compares her first rodeo story (Figure
VIII-2) to her bicycle s8afety atory (Figure VIII-25) it is obviousa that
she has come a long way in taking control of an asasigned topic.

Looking at measures of Elaine’a syntactic development provides
another perapective on her writing over this £firat year. Tablea
VIII-i, 2, 3, and 4 aummarize aspects of thias development; they are
moat meaningful when considered in light of what we have 8een about
Elaine’a writing procesas.

The length of Elaine’s atoriea in Year I ranged from 14 words for
her haiku to 128 worda £for the bicycle safety story, with a median of
49 worda and a mean of 56.8. Table VIII-1 showa that she wrote 3 very
long storiea at the beginning of the year, then gettled down to a
shorter length, and ageain wrote 3 long stories at the end of the year.
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Thinking back to our observationa of Elaine’a writing procesa, the
explanation that suggeata itself ias that these changes are related to
changea in how Elaine conceived of the writing procesa. At the
beginning of the atudy she waa very excited about being obaserved and
tried to please and impress the reaearchera by writing aa amuch as
poaaible. Aa she got more involved in the creation of wmeaning, her
etories got shorter aince they involved more thinking. Finally,
towarda the end of the year, her increased confidence and control made
it possible for her to concentrate enough to write a lot more in the
same length of time. It should also be noted that within the
long-short-long pattern for the year as a whole, there 1is atill a good
deal of individual variation between " stories, reflecting all the
contextual and peraonal influencea acting on the writer at any
particular time.

Tablea VIII-2 and VI1I-3 illuatrate the average worda per T-unit
and clauaea per T-unit for each of Elaine’s atories in Year I. Her
neans for the year are aa followa:

Table VIII-S - Syntactic Change - Elaine-Year I

Worda/T-Unit S5.93 S.68 5.8
Clauses per T-Unit 1.18 1.14 1.16

Theae figures are 1lower for Elaine than for any of our other 5
case atudy aubjectas. They are also lower than comparable figurea cited
in O0‘Donnell’a atudy (1967) for third-grade writera (7.67 worda per
T-unit and 1.18 ciaurea per T-unit). Both ratioa decresae alightly
from the firat to the aecond half of Elaine’s atoriea in Year 1. These
figurea confirm the reader’s genae that Elaine’s atoriea tend to
conaiat of ahort, relatively unaophiaticated atructurea which are more
typical of younger writera’ development. The grapha indicate that:
there 1s8 a fair amount of variation from atory to atory but no
particular general trend. Table VIII-4 gives a breakdown of the kinda
of ayntactic atructures Elaine uaed in Year I. (See Chapter IV for an
explanation of the terminology used.) The vaat majority of her T-units

.are "aimple" ones; that ia, sahe uaed dialogue only a few timea and no

queationsa or imperativea. Eighty-five percent of the clausea she uaed
were main clauaes, with about S5Sx each of adverbial, nominal and
conjoined clauaea. 0f the major phrase typea, she uses roughly equal
numbers of noun phrases and verb phrasea, but rarely modifiea verb
phrasea. The vaat majority of connectors Elaine uses are aimple
additive ones like AND; ahe alao uaea some diajunctive oneas like BUT
and adverbial phrasea 1like ONE DAY, but no WH- words or other typea of
connectora like THEN."
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® Table VIII-6 Percent Conventional Spelling: Elaine Year I !
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Table VIII-7 Percent Conventional Punctuation: Elaine Year 1
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Elaine’s orthographic development during Year 1 18 complex, as
Tablea VI1II-6 snd 7 suggest. Of 1103 worde Elaine wrote in Year I, 891,
or 80.78%, were conventionally apclied., 'In the first half of her
storiea, 88.38% were conventionally apelled as compared to only 73.19
in the aecond half. Table VIII~S ahowsa this downward trend as well as
the variation from atory to story (from 61 to 97% conventional apelling
-~ note that this includes 2 storiea that are recopyinga of edited
versiona.) It is, of courase, obvioua f£from all we have aseen of Elaine
over the year that thia trend ia not an indication that her apelling
ability has decreased but & reault - of contextual influencea and
conaciouf choicea on her part. KEarly in the year she put a lot of
effort into trying to apell every word correctly. By the end of the
year she had chosen tc concentrate on the creation of meaning; she
intentionally wrote what ahe knew were not stendard &pellinga. This is
one of the clearest poasaible examplea that children’s performance does
not alwaya reflect their underlying competence. Elaine’s apelling
performance is a result of not only her memory bank of gpellinga and
repertoire of spelling atrategies bui: her use of physicsl and human
resourcaa and her decisiona about the importance of spelling.

Looking at patterna for particular worda provides another
perspactive on FElaine’as apelling development. The 20 worde she uaes
mosi. frequently, as shown in Table VIII-8, ara for the mno&t part
apelled conventionally.

TABLE V1II-8 - High Frequency Worda - Elaine - Year I

Word Frequency Conventional Invented
the 95 95 0
and 9¢ 94 0
to 47 17 0
went. 47 47 0
he 43 43 0
I 39 39 0
a 33 33 0
was 30 30 0
ny 19 19 0
ve 19 19 0
rodeo 18 18 0 &
hone 17 £ 16 1
in 17 417 ¢
is 14 - 14 0
day 13 .13 0
had 13 M 0
there 13 11 2
they 13 10 3
ne 12 12 0
one 12 12 0
608 602 6

These 20 worda occur a total of 608 times, which is S6X of all
words used by Elaine in Year I. Only 6 invented apellings occur in
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these 608 worde. (One of them 1a SOONME for HOME on January 8, which we
diascuased earlier as probably being intended to represent asome other
word; the other S5 are S of the 26 observed apellings for THERE and
THEY. Elaine’a 207 nther ! vented speliinga in Year I occur on the 216

other words, use . : zal ot 472 timea, which make up the other 44x of
her writing. Tt :qhe 3t the'’year we have aseen examplea of the kinds of
invented apelli. ategies Elaine uaea. Looking at the variety of

apelling for aome individual worda can further illuastrate aome of theae
patterns. Table VIII-9 showa, for three words, the nunber of
conventional apellinga and the variety of invented ones, liated
alphabetically.

TABLE VIII~-9 - Selected Inventad Spellinga -~ Elaine - Year I

Conventional Invented

e e - - m -

people S5 7 papagole
peole(2)
peopol(2)
poleo
poleopl

started 1 S5 atarid
atartd
atde
aterd
athedre

brreakfaat (¢} 2 befxitat
diftact

0f Elaine’as 7 invented apellinga of PEOPLE, one of them ia the
unuaual apelling PAPAGOLE which waa diacuased earlier. The other 6 all
involve permutationa of the four lettera, P, E, 0, and L, which are
thoae occuring in PEOPLE. A apelling 1like PEOPOL ia a cloaer match
phoneticaliy than one like POLEOPL, but the orthographic strategy of
knowing whai lettera are in the word ia atrong in both. In STARTED,
the intereating element 1a tue treatment of the -ed worpheme, which
Liaine generally doea not control very much in her writing in Year 1I.
Thease apellings all have a D in them, but not neceaaary at the end or
preceded by an E. Une dgeta the senae that each apeiling 18 to aome -
extent a re-inventlon (witn phonetic aps letter-permuctation atrategiea
a8 major conaiderationsa) and that ahe 14 not at thia point operating
with a conceptualization 0f a conaiatently apelled paat-tenae mnorpheme.
Her two apellinga for BREAKFAST, which occurred a week apart, are
typical ei many of her placeholder apellinga. The beginning nnd final
conaonants tend to be correct (the D of DILFTSCT ia 1likely to be a
reveraal) and there are other conaonantel common pointa (f and a, and
possibly x, which 1a phonetically /ka/), but there are alao aome
anomalous conaonanta and the voweis are unpredictable.

Ve have already seen in detail how Elaine conceptualized
punctuation. Table VIII-6 above 1lluatratea the varying extent to
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which her atoriea were punctuated conventionally. The percentage of
conventional punctuation for each satory ranges from O to 67%; the
percentage across all atories is 21.1%. ‘Table VIII-9 illustrates that
in most cases this involved periods.

Elaine used some periods conventionally but inserted and omitted.
many wmore. Conmmzs und quotation marks were virtually alwaye omitted.
It is interasting to look at the few atories where Elaine used
punctuation more conventionally. Fifteen of her stories had
punctuation uased conventionall; from 0 to 33X of the tire, but 4
atories ranged from %6 to 67X correct. Two of these are recopyings of
edited vergions where the teacher had emended the punctuation, but the
other 2 are not. One of them is the story about the bird named Paul
from February 295; the other ia the circus atory from March 9. Our
field notes from these t.nriea do not give any indications that Elaine
got any help from anyone on punctuation; indeed, they are both stories
whare ghe waa atrongly involved with the task and had 1little
interaction at all. One is tenpted to hypothesize that Elaine does
have some taci: sense of how sentence-boundary punctuation works, and
that when ahe is involved 1in creating meaning (rather than thinking
about her rule that periods go with capitals) this taoit knowledde i»s
freed up and allowed to operate. At the very least, the evidence of
theame 2 atoriea auggeat an underlying competence beyond what Elaine’s
usual performance reflects.

- .. - -

Writing Procesa: November and December

Aa mentioned eerlier, we began Year II thinking we had loat Elaing
as a a8ubject because her mother had enrolled her in a private
"hack~to-baaies" achool. However, early in November she returned to
the public school, where she was placed in the same pre-fourth-grade
class as three of our other subjects, where she remained £for the rest
of the achool Yyear. She was very happy to find out that we’d be
working with her for another yesr.

The firat of Elaine’s stories from Year Il was written on the day
we firat discovered Elaine back 1in the elementary sacheol. She was
excited to see us and to work with ua, which she expressec by :including
the reaearcher who waa working with her (Sandra Wilde) as ajpharacter
in her story. In Ma. Caldwell’s classroom, writing waa fWirtually
always unassigned, creating a very different context for " Elaine’s
stories in Year 1II. On this firast occasion, 8she haa no trouble
deciding what to write about and plunges right in very eagerly. Ag in
Ms. Howard’s claaaroom, students in Ma. Caldwell’s room sit in small
groups as they write. Elaine interacted to some extent  with other
children in her group during the writing of this satory, mainly
socializing rather then asking for spellings or other help. Although
she socializes a lot, she alsc stays very invelved :n the continuity of
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Figure V111-27 - tlaine’sa Text 1172782
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| went to the fun house .

i got scared .

Tnen I started to cry .

I was 3 ygnost .

My friend was a ghost too .

We scared everyboyuy at the nospital .
Cheri was a Jitch o

Sne was a3 real witcn .

wWwe were real gnosts .

e nad 3 PUNPKin pile .

We ate it .

It was Joo11 .

Me and Ms. silde went to go out to eat .
Then we went to yo watch a movie .

€ bought a POP and some popcoOrn .

we watched " Annic o " 4

Then we went home . o

Then we went to the carnival o

fhe next morning we went to the carn|Vai Iin ASe ditae’s Car o
My mom dio not letl .ne use our €ar 10 4O .

her atory, aa evidenced by her frequent re-reading and stopping to
think, both of which auggeat ghe 1as concentrating on the development of
the atory aas a whole. She chose to uase 1invented apellinga in thia
story; the only time she used a reasource to spell a word was when,
writing CORVLFAROV (carnival) the second time, she looked back to asee
how ahe’d written it the firat time. Her four reviasiona are all to
erase or correct a single letter she had juat written, suggesting that
she 18 choosing to change only 1immediate "“alipa of the pen.” The
length of thisa story also suggeata her eagerness about being observed
writing again; at 114 words it is longer than all but one ot her Year 1
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storiesa and will be the second longeat of Year 11.

Two weeks later, on Novemrer 16, we obaserved Elaine and Ms.
Caldwall working with this story in an editing aeassion, as preparation
for making it into & book. Elaine hnd chosen this story as ona of her
favoritea, and bagan by reading it t»n Ma, Caldwell, who askas her if she
usad any Halloween words and then helpa her find GHOST and WITCH on the
Halloween chart. Ma. Caldwall then +oes through the firat aentence
with her and helpa her to see where it ends (so she can add a period)
and to insert "“went“, which ia needad to produce acceptable syntax.
She then aeks Elaina to show her where the sacond sentence atarts and
aska her what a asaentence starta with: Elaine responds ‘“a capital,"
Ms.Caldwell helpa Elaine correct the apelling of “atarted" by liatening
to the sounds, picking up the AR pattern from CAR, and recognizing the
ED endings. Ms. Caldwell doesn’t insist that all sepellings be
corrected but focuses on selected onea. At thia point the researcher
aska Elaine to tell Ma. Caldwell why she had put periods after "I (her
old rule about perioda and capitala going together). Ma. Caldwell
explainas to Elaine why they aren’t needed and talks about the role of
periods generally. The word "santence" is never formally defined but
is used in context, Ma. Caldwell talks about where it makes senae to
atop. During Elaine‘s interview about this group of satories, wvhich
took place after she had made this one into a book, she surprisingly
picked it as her leaat favorite of four, Although ahe had 1liked it a
lot at first, by the time of the interview ahe felt "it waa funner
befora to write it but now it isn’t"; she was a little sick of it.

Figure VII1-28 slaine’s Text 11/9/82

ue_rﬂ‘_Ea_'F hecarsivalzfo de
tbe._rouod-,u p_whan_L ‘Eap_.ﬁ

Qne day 1 went to the Rodeo » oy e !
1 was in tne Rodeo « R&w “was™ ,S'*Uf“}' \nq .

I was the Rodeo Queen .

I went to the carnival .

I rode the rounn=up « i

when It stopped I went to tne Rodeo and roae the naorse »

and the Rodeo was starting o

On November 9 Elaine wrote about the rodeo, which was a suggeated
topic for writing that day (since November is the time of thé annual
commuhity rodeo and carnival.) She is involved in a great deal of
social interaction during thie atory; our notea describe her as taking
part in conversations with other children about video games, the rodeo,
apelling, atepfathers, and Papago identity. She has decided to aim :or
conventional apelling in this atory;: when asked why, she says it’a
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because Ms. Caldwell prefers her to, and that 8he alao likes (it
herselt. She doea not, however, aak other people how to spell words as
much aa ahe did in Year I; instead, 8he refers to & liast of rodeo worda
on the board, usea the dictionary, and thinka out apellings for
herself. The reaearcher aaks her how she decided to use resourcea of
this type rather than asking people for apellinga; she replies that she
“just figured it out." Some of her interactiona Wwith the reaearcher
alao reveal her increasing range of resources for apelling. After
writing CARNIVAL conventionally, ahe asks 1f it is spelled right. The
reaearcher aska how she knew how to spell 1t at this point when ghe
didn’t the weelt before. She repliea that ahe had seen another c¢hild
write it the day before and remerbered. After writing RODE
conventionally, she eraases it and asks the researcher how to apell it,
When asked to try herself, she saya R-0-D-E and realizes she waa right
in the firat place. She aaks how to spell HAMHER, which 1& the name of
one of the rides at the carnival. The researcher amka how ahe could
find 1t; s8he looks on the 1list of rodzo words liated on a chart and
when ahe can’t find it decides to write ROUND-UP inatead. She aaka how
to spell WHEN, wanting to know if the vowel in it ia an A or an E. (ln-
her own pronunciation, ahort e often soundas 1like short a, which 1is
probably a Papago dialect influence.) When asked how she could find
out, she gets a dictionary, skims through the W‘a and recognizes WHEN
when she apota 1it,. Although theae interactions all reveal an attempt
to rely on the researcher for spelling help, if that help 18 not
forthconing she has a variety of other reaources to fall back on.

Figure VIII-29 Elaine’s Text 11/16/82
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dne day ] wanteq to rice the roung=-up .

[ got scared ,

After | rode tne round~up I was not scares anymoOre .«

I got the nang of it .

I kept riding it .

Then [ rode with my cousin .

She said , " How come you didn’t ride with us on the first tyme 7 "
I said , " Because | was scared « "

Me andg my brother went home .

I missed the carnival .

The End
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Elaine’s story from November 15 waa written largely non-stop and
silently. She waa sitting alone with the researcher since har small
group was working on something other than writing and the teacher had
said we could remove her from the group in order to collect a atory
that day; ahe therefore had little chance for aocial interaction. In
this atory she returns to choosing to use invented apellinga. When
"agked why, her anawer is not very articulate, but it seema to be from a
combination of having a lot to asay and of writing just for the
researcher rather than the teacher.

Figure VIII-30 Elaine’s Text 12/2/82
Duc. 2 . R
One.. doy . . L. went to o 'hr'\ﬁ*‘ma*‘ .

erbf “we. Hed Yo prwg Cseme. .

Party)

g(ﬁs. Yo _the .PA\.Q'\\/_A_I,__A'/’OJ'K.&.T_..

cakes wedrils _sene pgas. 1t s
time 4o een ther gifth. Toged
Fome . GUM._ X0 ;.d oW\ i wass
fivrve_ Cor . et _go- home: Fhen .

my rowm  Came Nome. | sad hit
she 5ad  hi. to 'rne'I“s‘oA"wu«*s"mfe;_‘

\.Ve. L\\\(\\; ‘she ‘sad’ 30Me~me’\¥:,__-
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Dne day I went to 4 Christmas party .
We had to bring some gifts to the party .
I took cakes o

We drank some punch .

It was time to open the gitts .

I got some gum and a doll . .

It was time for me to go home o

Then my mom came home .

I safd » " Hi « "

She said » " Hi » " to me &

I said » " What are we eating 7

She said » "™ Some meat . "

I said » " I love meat . "

I love meat too

The End

On December 2, the satudents were asked tOo write either a
Thankagiving or a Christmas story. Elaine wrote her atory atraight
through, with virtually no interaction or other recorded behavior. Her
few reviaiona were immediate onas on the single-letter level. She
appeara to be following an invented-apelling strategy here since ahe
does not use any resources oOr ask for help. Although many worda are
spellad conventionally, they are mostly easy ones she uaually controls. '
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Figure VI1l-31 cleine’as Text 12/7/82

. . N 3o (1‘1‘\:.1 s
(ine Chirpetras day v went..

[y len to aalchd a neve a Fawn,

ve whlhed Charlie Brown. it was qdy,.uan : ﬁ]ad;'tdn% o U7 e
fin, we aet. sme . popcorca Then ael

W oeas over ?ﬁcﬁuﬁdédiﬁhméf”v'”:»’  The Cadl ST T
jf&cn 1 Aq nufy Hn{FVﬁQ: &hn Lxéﬁf

Jo gate  soee alhs For . fh._maht,

Then we qave  Hee qills out I

One Ck.istmas day we went to town to watch a4 movie 4t town .
Wwe watched Charlie Brown o

It was fun .

We ate some popcorn o

fhen It was over .

Then we went home .
Tnen the Nex mornind we went to yet some giftts for toniyght .

Then we gave the yifts out o '
1 got some shoes and an E.T shirt .
The End

On December 7, Elaine ia# aomewhat restless as she writea. Her
interactiona and jinterruptiona tend to laat longer than usual and to be
sorewhat whimaical in nature. She waa continuing with a atory she had
started on an earlier cccaaion, which may explain her difficulty 1n
getting involved in it. Near the beginning of the aeasaion, she atarta
talking with the researcher about the obaervation proceas and why we
only work with e few children. When told that we are trying f£for
in-depth knowledge, she aska, "Do you know 4 1ot about me?" Examples
of her other behavior during this =sesasion inciude! whistling: teasing
the researcher and telling a seatmate about it; looking for but tfailing
to find a pair of acisaors after a aseatmate haa aaked to borrow somre;
singing “"Babe, I love you," and asking the reaearcher about her house

ana car.,

A Concepts of Wrlting interview waa conductea wlth Eizine on
Novesber 1, . - 1a very verbal in thia 1nterview and haa extenalive
anawers to amcat queationa. although they often focua on external
conatraints and suggeat a tacyt deficit model abcut her own writing.
She definea a8 good writer as aokeone who writes a lot; intereatingly,
the person she picka a3 & good writer is a child who 1ia extremely
inhibited snd unadept as & writer. Elaine identifies him aa a good
writer because "1 alwsys see him writing." She does, however, say that
to be a good writer one needs to know "what to write and <when to> put
perioda and qﬁestion marka' and to have good handwriting, aa opposed to
bad writers, who “write s8loppy.” Wwhen aaked how she could recognize a
atory of hera without her name on it, she s8ays the absence of periods
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or recugnizing mistakes shae’d made would help her.

Her comments about spelling reveal an interesting constellation of
attitudes. When asked how 8she figures out how to spell a word she
doean’t know, she says she will "juat spell it any way and then the
teachers will correct it"; "they tell us how to apell it." When
preassed, however, ashe admita that she slso uaea the dictionary and word
liata to help her apell, and that ahe can often tell when worda she haa
written are apelled wrong. When aaked why apelling is important, ahe
says that "they’re going to aask you to apeli“something when you go to
high achool...and you’re not going to know what it is and they’re going

to get mad."” It’s important for adults to apell correctly because
“everybody’s going to think that you <didn’t> go to achool and your
mother doesn’t care." We can only apeculate ss to whether these

attitudes are rmlated to the back-to-basica school that she had left
only a week before this interview. There was also aome discuasasion of
spelling in her periodic interview a month later, where ahe reveals a
more relaxed attitude. She &ays +‘hen that she decidea to apell
conventionally sometimes because "they think it’s special and they want
to read it," but that it iesn’t important “when you don’t want to"
unleaa "your boas tells you to apell the words right.” She feels that
a atory doesn’t need correct spelling to be good. She does, howaver,
say in the same interview that her teacher would prefer a story with
good spelling to a more intereating one with invented spelling.

Storiea: November and December, Year I1I

The major theme that atanda out in these five atoriea is that they
all involve very personal content. Freed  from the previous year’a
conatraints of writing shout topics which were not alweys relevant to
her life, Elaine is able %0 move 1into concentrating wholly on the kind
of partly-true, partly-fictional atories she had written in Year I as
she turned storiea about Saturn and bicycle aafety into personal
narratives. In cuaparigson to laat year, Elaine’s compositions have
begun to ahow a much stronger sense of story. All five of the storiea
from this firat part of Year II have a clear chronological order;
although a story may move episodically from one topic to another (e.g.
the movement from a Christmas party to eating meat for aupper on
December 2)} the eventa aeem at least temporarily connected rather than
disjointed. :

The change in Elaine’s story sense atands out very clearly when
comparing this year’s rodeo story (see Figure VIII-28) with one of laat
year’s (See Figure VIII-2). In the earlier story, all that happena (in
101 worda) is that various people go to the rodeo, go home, go to
achool, and get mad. In the more recent story, in 42 words ahe aticks
to one character (her~elf) and haa a clear series of variad eventa.
(She stated in an interview, however, that Ma. Caldwell wouldn’t like
this story very much because "I keep going back and forth.") This
etory ia also a nice illustration of the seamlesa blend of reality and
fantasy that i.a typical of her atorieas. She slmoat certainly did go to
the rodeo and carnival and ride the round-up, but was not the rodeo
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queen or a rider in the rodeo. In moat casea, only knowledge of
Elaine’a life, not the atory itaelf, leta the reader know how much of a
atory 1as true. Intereatingly, her one atory that is entirely baaed on
her real life, the one from November 16 about being acared to ride the
round-up, ia the most unified, perhapa becauase ita acope is defined by
the logic of the incident rather than the range of her imagination.
Elaine alao atated in her interview aealing with thia group ot atoriea
that thia one waa her favorite bpecauase "it’a true...It’as not fun if
they’re not true." She mentioned that it waa the firat true atory
she’d written. (She alao aaid, in the aame interview, that ahe 1liked
the December 2 atory about the Chriastimaa party because it’s NOT true.)

Na. Caldwell, 1in diacusaing thia group of atories, conaidered
thene from November 2, December 2, and D: :ember 7 aas being roughly
egu.valent 1in quality. She felt that they all *“followed an {idea
through" and were "conaiatent in a time asequence." She recognized them
aa atoriea that "could be imaginary but...could be based on real life,"
rather than being obviouas fantasy or '"a real dramatic .atory." She like
the story about being afraid to ride the round-up a little leas then
theae three, largely becauase it ia aimpler and leaa involved.

Syntactically, Elaine’s sentencea are not particularly long in
thia group of stoeviea, with her nuamber of worda per T-unit hovering
around aix. While 16 of her 19 atoriea for Year 1 had between 1.0 and
1.3 clauasea per T-unit, thia group of S atories haa a mean T-unit
iength of 1.3, indicating that ahe haas begun to uae aubordinate clauaes
nore otten. (Hunt’a data (1965) ahowa mean T-unit length tor fourth
graders aa 8.6 worda and 1.3 clauaesa.)

The moat obvious pattern in Elaine’a apellin) in thia group of
stort=a ia the choice ashe makea to invent apellinga in aome atoriea but
not 1n othera. The apelling 1in the atory about riditi¢ the round-up 1ia
only 63% conventional, while that :n the atory about being in the rodeo
ia 95x% conventional. The November 2 astory haas 38 invented apellinga
which don’t follow any one particular pattern, although moat of then
are phonetically ana’/or graphically logical rather than  being
placeholder apellinga (with the exception of corviiarov/carniv%ﬁ and
palyean/purpkin). When aaked why ahe wrote M.S the way ahe dia, with a
perioa 1n the middle, &ahe asaid 1t’a because ‘''they aiways do.” On
November 9, the only two 1nvented apeilings are 8 dialect-related one
{8LOop I0Or atoppea’ and one involving apacing (rodeoqueen’. On November
16, she also haa two 1invented apellinga involving apacing; ANYMGRE ana
BECAUSE were each written aa two worda. She alao had some interesting
spellinga related to the -ED morpheme. She wuaually omitted or aitered
ED wrere it should have been preaent:

riat/miaased
acaredy/acared
wandt/wanted
4 aiso inaerted it where it does not occur:

asféd/af:er

PAGE VI11-42
Q ‘ 284 '

[P SN AP PR U UL NP SR UO A NIUPU IR VS SIS BV P} WON |



aned more/anymore
roed/ride or rode

The researcher discusaod two of the 1nvented apellings in this atory
with her. When (0T for TO was pointed out to her, she recognized the
reverasal 1mmediately and said that she hadn’t noticed it before but
that 1t waas funny. When aaked about the apoatrophe in Caina‘’a/cousinsa,
she aaid that it’as an *“apoastrophe 8" which ig used with people worda
with an S on the end. 0On December 2, saveral of Elaine’s invented
spellings involve the use of a aingle vowel in place of a vowel digraph
or vice veraa.

ening/eating
mett/neat
poas/punch
sad/said
toke/took

(Note that neither SAID nor TOOK is pronounced with the “long vowel®
that is usually associated with digraphsa.)

Elaine’s punctuation in these stories follows the erratic pattern
we saw to often in Year I; she omita but not alwayas aasociated with
capitala, and uses aome conventionally. The only punctuation marks she

uses are periods. On November 2, she does not uae quotation marks or
underlining for the movie title ANNIE, but interestingly does set it
off with periods, before and after. The researcher diacusaed

punctuation with Elaine regularly during Year II in order to probe her
knowledge of it. 0On November 2, ahe said she uses periods when there’s
a capital letter, including one after PILLY (pie) because it has a
capitol in the middle, as indeed it appeara to. She said that capitals
are used at the atart of a story. Although she has five periods
associated with capitals in the story, she alao has two worda with
capitals but no perioda nearby and three perioda with no capitala, two
of which occur at the endas of sentences (as doea thi one after PILLY),
and ona at ti:2 end of a line. She 18 therefore far from consiatent in
applying her rulea and indeed was 5ot able to defend her logic very
well when pushed to do so, T

On November 9, Elaine was asked to explain hcow she Knew where to
put the five periods i1n the story where ane did. (Siee Figure VIII-28.)
Her reasoning was asa fcollowa: The tirat one 1a because 1t was the ena
of the firat part. The seconad and third ones go with capitaia. The
fourtt one 18 because the word is Rodeo (which was the word prece 1ing
the fi:8t period - she said the asecond occurrence of Rodeo didn’t need
a period because there already was one on that liane.) The fifth period
was because it was the end of the atory. The researcher got the aenae
that these explanations were somewhat ad hoc and would not have held up
well under probing.

On December 2, when asked about perioda she says firat "it has to
be capitais," but realizes after more queastioning that this largely
faila to explain her use of perioda in this atory. She eventually says
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that periods are needed to breai the atory up, 4and hat it matters
where they go put tpat ahe isn‘t sure where they go, which may be her
beat anaver vet 1in terma of p.upointing her actual Knowledge ot the
aystem, 0On December 7 ahe saia again that ane put perioda where ahe
dird "becauap there’a a capital'; when Enna and the reaearcher looked at
the atory together, however, on.y aome perioda were foliowed by a
capital, ao ahe decided to change lower-caae lettera to capitala atter
perioda, which ahe did in aome but not all placea i1n the atory. Note
that in doing a0 ahe waa following a alightly different 1rule, that
capitala go after perioda; ahe dia not chooae tO inaert nerioda before
exiating capitala. We will continue to follow the cour..e of Elaine’a
development in puncruation over the reat of Year I[I.

Elaine had a total of titty-tour capitalization problema during
theae f1.2 atoriea. Thirty-aeven of them were failurea to capitalize
where ahe had alao failed to use & required period Or quotation mark,
ao that thea:. were 8entence boundary rather than real capitalization
problenra.

Writing Proceaa: January and February, Year Il

In the 4 atories ane wrote 1n January ana repruary, kEtiaine
experimented with 4 ditferent genrea.

Fiqure VIII-32 Picture Stimulus and £laine’a ‘Text 1/20/43
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The Day the >ioux Lame to Town ;
One day the Sioux came to town bdtause tney were gancing tor tne

people .
She had feathers and a stick anc oesign rinys ano a feuatner in ner
hair »

and she was 4 Joog dancer .

They live way out in the desert .

They llve in tepees .

They put designs on the tepees .

They always Wear ogresses .

The men wear moccasins anao the bottom of a dress and hold 4 sticx .

Feathers , too .

He wears bells , too » ano paints his arms , and wears sticks of nis nNeau
and a black thing over his head » and ribbons on Nis_darms .

They are red and white .

And he wears feathers on his moccasins anc vtells un tne top oi the dress .

And he puts a star on his stomach

and he wears a belt , too .

The belt has beills » too »

and the dress has leather hanglny from the dress .«

He paints tne thing on his head and has feathers on tae riboons
.

The End
PAGE VYIII-45
Q Q;H: Y ‘EQST E
ERIC 287

Aruitoxt provided by Eic:

Y AVRULABLE

CE:}



-

In January, Ma. Caldwell’s (laas woent Lime On 4 unit about Nat.ivn
people. Although they were not 1lequired to write on thia topic, many
of the atudenta chose to, ang there were related atory-atarter
materlala available in the room. Elaine began working on thia atory by
choosing a picture of a Native man and wOR&n in traditional #Plaina
costumne (aee Figure VIII-31). She waa very excited about the plcture
and about writing a story based on it. She refera conatantly to the
picture aas she writes, particuiarly at pointa where she neads new
intormation to write about. She 18 extremely involved in her writing
and has few interactlond with other children during the atory. At one
point she braga to Molly about how long her atory ia going to be, bat o
few minutes later she rejects an attempt by another child to interuct
with her. She <hows no concern with having correct apelling, and never
d8K8 tor & apeliing or use8 a dictionary,

Figure VI11-33 Elaine’a Text 1/27/83
h e e o R L L F I
()nr.'. (,L\\/; ,.T fuuw\' _ed‘o\ o Cane,

.{L‘. ‘,',u'\\ W’\\l‘\ (SN J0G .. 4’\0 'm()‘
: sead Lo advy b kI ‘Hw.
abth, Recowse  the kWl wy o sishor,
One day I went 'eetol cave o
He sala what are you doiny . N
] said I am going toO ki1l the witch o Because she Kill my sister

On January 27, the class wasa continuing Wlth the unit on Native
Americana end had bee¢r. reading Papago legends. LLike many o0t the
children, Elaine choae to write about Ee’toi, the Papago culture hero.
Other children in her group were looking at legend booka aa a&ne wrote,
anq anhe 8pent aome tlRe talking with aeatmatea about the books and
looking in one to fina the apelling of a wora. Une reaaon for this
atory peing 80 ahort isa that Elaine choae to apend a Lot of tike
looking tor worda in the dictionary. She uaea two aitterent
dictionarles at one polnt or another, an eaay Dr. Seuaa picture
dictionary and a aomewhat more advanced Weekly Reader one. An exampic
ot her dictionary use wtll give an ldea 0t her Aatrategiea. Etaine
writea STERIS on the back of her paper aa an attempt at SISTER  then
decidea to loox in the dictionary for 1it. She atarts reading ali the 5
worda, then aettlea down to acanning them, pauaina on poasible onea
1ike SCISSORS and SERIES, which ahe attempta to read Lo see 1% they’re
1t. After going through about 10 pagea sne tinally tinds S1STEK. it
can be aeen from thia that her dictionary atrat :iea are not at sall
efficlient yet. She operatea mostly from an 1nitial-letter strateaqy,
aithough when aaked 1f there’a a ahorcut ahe may thinx of coming up
with a aecond letter. W¥hen looking +for the word WENT ahe decides 1t
atarta with WA: when ahe can’t find it there she ia unabie to dgenerate
any alternative spellinga. It should be noted that althougnh her
dictionary atrategies are not highly deveioped, Eiaine cCieariy enioys
using the dictionary to find words; her akill will develop aa ghe
continues this Kina of self-initiated practice.
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F1gure VIIL-34 hielne a Text 2/10/83
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The Entity
.. Dnhe day we went to wdtch = The Entity . : ISRy = PN
It was scary because a man-was trying to rell 8 woman s

But. her son was trying to get him
.. 'but he broke his wrist o,
At nlght .ner room began to’ shake
and the doors siammea real harq .
But she was not scared .
dut on tne first ‘part she got popped in the mouth »
and all the plood was in her mouth .

On February .10, the claas waa-working on a research writing unit,

but Elaine chose inatead to write about a movie that she’d aeen. (The
children always had thig option of free-choice writing )~ She uesea the -
dictionary several times, but three of those times she decidea partway

through that she elready knowa how to apell the word and juat writea
1t, one time conventionally (WOMAN) and twice not (SLAM for SLAMMED and
POPEP for POPPED). When ueing the dictionary to find BROKE, ahe aaska
the Treasearcher .if 1t haa a BR and then reada every word in the

dictioriary atarting with BR in order to find it. bhe alao uses her.

knowledge of the alpnabet to heip her with dictionary use; at one point
she singa A,B,C,D - and at another point she looka at the elphebet chart

on the board to help.her with alphabetical order, These examples .

suggest that Elaine ia beginnxng to 1ntegrete ‘her strategies for
_figuring out how to aspell words. ‘

!
\

v, L
On the.afternoon of February 10, Elaine J%ote her one-peraonal
narrative of this group of storiea, though it ia epprepiebly longer

" than her previous nerfatiVea and ia, 1n fact, her longest story of the’l
2-year period. In the early part of the atory, she uaea the dictionary ’

four timea to look for worda. Her atrategies continue to be more
time~-conauning.than. neceasary,- ‘often involving reading. all words
beginning with a particualr letter. When using the Cat in the Het
dictionary to look for WINDOW, although all worda are 1llustrated by
pictures ahe reads all the wcrds from the beginning rather than looking.
for a picture of a window. Later on 1in the story ane dec1des not to
take the time to focua on apelling and doesn’t uae the dictionaries
anymore. She also uasea a reaource to help her with letter £ornetion-

she had written BIG with a D, but then: looked at the alphabet chart’ on: '

‘~~ the wall to see.if it waa reversed and fixed it. (She did, however,
leave reversed "lettera in BEALL (doll). and GOQD-DY. (goodbye).

¢
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Fiqure VIII—BSI riaine’a Text 2/10/838
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Me and My Frienags ]
s : Qne day | went to my friend's house .
Then she said , “ what do you want ? "
I said , » Can you play 72 *

. . She said., " Yes . " .
\ Then we Went to my house .. a
: we playea .dolls ~ A
. and we built a dolinhouse .- L
it had a door Wingow anc flowers arouno it .
1t was a big house ; .
. and we even played - in it , )
~ . and all the kids came in it » too .
And sa all the kias orquanht tneir golls » too «
Then my friends went home . ’
) N The next morning tney came over tc my housSe .
4 They wanted.ta play in my*aoclinouse »
' ) “. .o we all Wwent in the dolihouse .
Then we started 'to play .
Then my mom came outside . )
’ She said to.me , ™ Come in» Enna .
It's time to come in’, C )
We have to eat adinner o -
1 saild to the kids~» "1 have to go tn and eat . "
So the kids had to.-go home , i’
‘1 said to the «ids » " Good-by .« " o .
) . - -The kids said to me K ¥ Goodby to you , tnna , "
. _ The Eno/ : s
‘ Stories:- January and February Year L.
The tour atdries are very different from each other, and incluae
(goodbye) @’ deacriptive piece, a legend, a, movie plot summary, and . a
' personal narrative., The Januery 20 plece deacribing the Sioux dancera
- was an occaaion where Elaine used a pilcture to creatz meaning. She
began it as a-a atory but waas very quickly caught up-i1n the ‘excitement
of trying to deacribe the picture 1in aa detayied a manner as possiple,
" Because she 1is attelptlng thla genre for the firat time, there are some
cohesaion probiems ‘reauniting from- exophoric reference and . the piece
: doean’t -have any particular internal logic, sinca ahe wrote about
agpects of the picture aa they struck her eye. Thia is nexr fFavorite
~atory 1n a group of +five she compared. it with, and poasibly her.
' favorite atory of the whoie yzar - after ahe wés finished writing, the
. researcher made her a photocopy . ot the picture; and tour amonths later
-her mother mentioned that she stiil had it hanging in ner room. Her .
v : PAGE VII1l-Aa8 -
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astrong feelings abouél this siofy are di;ectly reiated to her own
identity ¢a a Native person; she said she liked this story because it‘a

- about “the Papage people, the tribe.” Interestingly, Ma. Caldwell
. choae thia atory as the leaat auccessful 1in & group of - 8. Her commenta’
incfude: “"She didn’? folliow & sequence...she more or less described the
~picture but not in &ny certain .order...I think the picture really

distracted her."” She does, however,';ealize ‘how excited Elvine was
about it, and realized that it would be a good prospect for editing.

The contrast betwgen Elaine’s feelings ebouc this story and an. adult
‘reader’s reactions auggests that periods of intense .growth for a writer
‘ pay, not always be reflected immediately in a superior product; new

processes need to be explored before they can be integrated.

The January 27 legehd is really just a beginning rather than a
full  story, ' largely because Elaine spent ao 'much time with the
dictionary. Neither Elaine nor Ms. Celdwell.likéq it particularly; Ms.
Caldwell <really wishes she’d done more with it ‘“because most of the
other <atoriea> have been life situations...<but thia> seemed to be a

- Iittle bit more fantasy or creat:ve."

.Elaine’s reteliing of. the: nov1e ”The Entity"” is not partlcularly
effective as a movie summary pecause - she is reportlng on the incidents

_that struck her most rather than trying to .give a Louplete account of

the story. It ia Elsine’s second favorite story for this group: she
iikes it primarily becsuse she - liked the movie, and feels' it’s
basically a funny atory rather than 8 serious one. Ma..Caldwell wasn’t
sure how to evaiuate this piece since it doesn’t have a standard story
line, but she doea feel 1it’as an effective movie review since it

‘convinces her she wouldn’t want to see "The Entity"!

Elaine‘s story about ME-AND MY FRIENDS ia reminiscent, in ita

epiaodic atructure and iimited variety of action, of many of her

earlier atoriea. The action .of the atory conaists mostly of going to”
pegple’s houses and home again, and piaying. Interestingiy, Eiaine and

her teacher again had different reactions. Elaine liked thia story the-

least of the group of five, apparently. because it’ 8 just about. playing.
By contrsst, it 18 Ms. Caldwell”a favarite of eight. She comments!:
“This " one I thought  hung together ' pretty logically and.

consistently....It has a good story 1line...She kind of stuck by a

thene, " g ‘ ' Lo

Syntactically,. these four stories show a fair degreé ‘of

. sophistication. All xour have more clauses per T-unit than the _average

for VYear II., and all but the last one have more ‘words per T-unit than
the average. - (The piece about the Sioux has the highest words per
T-unit of any story by Elaine in both years.) It is intereating that
she was able to achieve this level of syntactic complexity even while
she waa exper\mentiug with new genreg. ‘ o o '
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Except for the atory about the Sicux. the atories 1n Lhig . group -
have more conventional spellings than ths average for Year II, which 13 -
not surprising considering the extenaive use qhe made of the dictionary .
in atl but the Sioux atory.  That story is a ‘treasure-trove of invented N "
apellings, since she waa using many new and unfamiliar words and had » ’
chosen to write quickly wWwith lattle concern for atandard apelling.:

c Some of the apelling patterns observed are: o

failure to begin with the correct inftial letter (which is very

rare in any of the children’s writing): . : S o R
‘ouac/always (related phonetically to ought) D
rum, roms/arms (use of letter naring strategy) ' ¢
toacmc/atomach : '

_placeholder apellings: (with occasional aound/letter
- correspondences) .’ - , , o . - P
e . dinzd/deaign . @ . T ? : o ’
‘mosteanc/moccasing .
penicea/paints (a' peraonal favorite of this reaearcher!)
¢
.. reversala:’ . ,
- _ ~ becues/becayse . o ' R C . p
' . .batl/belt ' o R - |
- bumt/botton : s : ,
auiox/Sioux
tnow/touwn

The shert story' about Ee’f.si’s cave ‘has - only two anentéd‘
. spellings, both related to -morphological , features (erto1r/Ee’toi’s:
kill/killed). ‘ ' T -

In the story .about the ' .“The . Entity,” there are " several
phoneticallyvbesed spellings: - o : o

frst/first ‘ ‘ ‘
_ gat/get (dialect infiuence) - ' ‘ :
o ‘rel/real = sy '
shak/shake o
slan/alammed (dialect influence;:
sun/eon; T

Elaine algo showed asome évidence of hev developing knowledge of
morphemic features. When ready to ‘write the word SCARY, she looks it
up in the dictionsry with her friend Kim. They find’ SCARE &nd Elaing
addé & Y for the endings, producing SCAREY, and says "Just take off the
Y and add . a D!" This is expacielly -interesting in light of how little:
control of the -ed morphema’she has.had up until now. ° S '

‘When Elaine had finished writing ME AND.MY FRIENDS, the researchar
diacussed some of her spelling with her. (This discussion was captured.
%n videotapel) When shown the sequence WANT DO YOU WANT (for “"What do -
you want?"), ahe realizes right away that the first: and last words are
_suppoaed to he.apaglled differently, and at first 'says that both are’
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wrong., She then writes both words (conventionally): on another sheet of
paper, and realizes that one was right after all. GShe finds the whole
episode very funny!- She also 'discussed her spelling strategies in
general; she states that when she has ‘chosen not to aim for totally
conventional apelling in a story, she will often decide with a word she
doesn’t know to "just write it down any way,” in’'other words, to use an
invented spelling intentionally., She points. out dealls/dolls and
dirrie/dinner as examples of words she decided not to lecok up and knows
aren’t right. This discussion certainly confirms our impressions of
the role that her ‘placeholder spellings play. It also .confirms -the

concluaion that her competence in spelling is greater than what her -

spallings viewed in isolation would suggest. She clearly knows ° ‘when
she  used an invented apelling intentionally and is often able to
recognize non-deliberate invented spellings. This knowledge, combined

with the evidence .from this and other stories that she is able to, use .
dictionaries and other resources, suggests that she ia likely" to have a’

fair degree of succass with editing for spelling on her own.
. ..
The most interesting aspect of Eleine 8 developnent during this
time period was the dramatic change in her understanding and use of
sentence boundary punctuation. \Q

¥

On January 20, the researcher had a discussion with Elaine about
where she had used periods in her story. <§In this story, some were at

ends of T-units or at least between clauses, but others, particularly’

. later. in the story, were at the  ends of lin e or before capitals ) 'The
field notes fron this discussion read: s

We talk about periods; she - says they come at the end of a
sentence. We look at her use of periods and capitals; she
doesn’t know (even after much discussion) why she didn’t
always use capitals when there are periods. - On being asked,
she’s pretty sure s capital is obligatory with a period, but
not entirely convinced. 1 read alosd part of her story and
ask her to tell where the sentences end., She knows that "She
had. . . . ‘good dancer” is all one sentence;:when I show her .
‘the extra periods in it, she knows immediately that they’re
wrong. She mentions that you can tell where sentences end
.because otherwise when someone reads a story it just runs on
. and -6n. ' . '

On.January 27, Elaine’s periods. are basically all in the right places,
‘except for one between clauses “Calthough one of them should have been a
guestion mark). She seenms confident about uhere they go; when asked
_about this new mastery, she says that she figured - it out herself, that
Ms. Caldwell 'didn’t teach her. (Fossibly the interaction yith ‘the
researcher the previous week was alao’ an influence.) Eleine 8- control

of ~punctuation continued on February 10, The atory about THE ENTITY haa

perioda at the end of every T-unit, plus one between clauses. In ME AND
MY FRIENDS, 21 of. 25 T-units end with periods and only oné period is
inserted elsewhere. Her overall percentage .of conventional pinctuatica
‘on "this story is. ‘low. (29%) only because a large number -of quotation
na;ks and acconpunylng ‘cCommas gre missing Our observations during the

am
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astory again suggest that she feels Vvery. much in control of
sentence boundary Punctuation. o
*

We also have data relstirg to how much Flaine is able to
articulate about punctuation. On Frbruary 10, the researcher asked her
to draw and describe any *"little marka” other than periods that she
khew. .She called the exclamation point s question mark and said it’s
used for a queation. She called the queation mark a ststeaent and said
it’s for "when it’s telling you sonething She could identify a comma
but didn’t know when '1t’s used. In the whole two years of the study,

Elaine uses 207 periods, 1 comna, and no other punctuation, 8o it isn’t

surprising that she can articulate only very limited information about
most punctuation marks. . '

‘However, her knowledg . about how to use periods ‘has changed

tremendously, as revesled in her jnterview of February 17. She doesn’t
know how she learned how to use them, and says that she !"just knew, "

' but she can explain where they go® “When the sentence is over...if you

don’t stop it’s just going to keep going.’ She ‘doesn’t have ¢ precise
rule like her old one about pericds and capltals going together; she is
able rather to draw on her tacit knowledge about sentence astructure and
to feel comfortable and confident about punctuating by ‘intuition.
Looklng back at earlier stories, shé knows where they should. have been

. punctuated snd realized that she’s learned girce then. Although she

says . that her. teacher didn’t teach her how to do this, our April 7
interview with Ms. Caldwell suggests that there was indeed some teacher

input. She deacribes what she did with Elaine on occasion: “<I would>

have her read it and find the natural pause...and try to see where the
period would go.*. It appears that at sore point a combination of
Elaine’s tacit knowlcdge of language, teacher input, and possibly
increasaed awareness due to interaction with the regearcher just
cllcked, because there is 8 dramatic cnange'after January 20 - she has
abandoned her "perlods go with capitals” rule and is operating out of
not a perfect but a clear sense of whete sentence boundarles are..

writing Process: April, Year II

., On Aprdil 7, Elaine wrote two storles based on drawings she’d done.
The children had nRade pictures. by tracing around ‘terplates of variousa

shapes: her first one showed a house, a cer, and the sun: Elaine writes

this story very qulckly, using a tiny penc1l that she had sharpened
down almost to non- existence. A fire drill occure fter she nad
written the <<irst line .of the story, but after the class comes badk
from it Elaine doesn’t  interact with other children at all but
concentrates on: getting her story written. She uses the dictionary

" _twice to find words, but’then chooses not to use it anymore because  she

gets tired. This 18, of course, related to the fact that dictionary
use is not a wvery efficient -proceas for her; she. -enjoys using the

dictionary but cen’t find words very quickly. One.of the words ' she

looks for in this story was BRIGHTING (an original coinage); she first

- looks at the alphabet chart on the wall to see which way B faces, then ..

started skimming throujh . the B’S. At BR she begins to read every word,

“and when she reaches BRING she says “That’s it." When asked how she

knew, the reply is "It has a Bg,and an ING."
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Figure VIII-36 Elaine;a Text 4/7/83
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One day the sun came ‘Up « - - ' .
Me and Monica were goiny to town. « ‘ :
Then the sun wWas UP o .
And it was brighting in our eyes ./-
Tnen we couldn't see
and we almost went off tne road .-
Then we started to cry . . A
‘dut we crashed o IR . o
: . ~ Then the police came . And the ambulance . .
L . ) And we got in tne hospital .. :
’ : So that's how It all happened .
"The End. . i ' Coe

o’

o
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' ‘ AFigure VIII-37 Elazne’s Text 4/7/83B
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The Day the 8ig Snake Came to the lnoians
One day the biy snake came to the Indians' itano .

A . The big snake ate all the people » except. one man . - <,

' Then the man bualt a fire to maKe the snake G0 awdy o . ) ‘

! Then the snhake went away o ‘ . o
| ", Then the man was safe . '

. . How aid the man get the snake away ?
! He built a fire « .

) How a9id the.snake come ? ‘

He -Wwiggled arouna . ) ) . o ¢

-]

.

That afternoon Elaine writes a story about a picture which showed - (
a tepee, a snake and the aun. :She is not very interested jin wrlting it '
land spenda a lot of time talklng with other chlldren, aonetlnes for up
’to S minutesa at a tiue. Twice as she writes, she runas out of xdeas, on
‘one of theae occasions a ‘seatmate reads. her story up to that. poxnt anc.
8ugqests the next sentence. On the other occasion, the researcher asks -

(
i S S ) o ] S
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a question that sparks an idea or two. . She finishes the atory with two
questions and answers; Ms. Caldwell had introduced into the
post-writing sharing time an opportunity for students to ask queations
about their atory to the class.

Figure VIII-38 Elaine’s Text 4/14/83

One day we ‘went-to tne University of Arizond .
We went to Miss Vauahan's house .

Then she showed us all around her house .

Then we went to Miss Kastents house .

Then we ate ,

Then we went to 9o swimming . ’

Then Wwe had to go back to Miss Vaughan's house .
. Then we had to go to sleep .

Then we got. up and went back to Sells

"The End- : ’

S

On April 14 Elaine and the other subjects of the study had just:
come back.from an overnight trip to Tucson with the researchers, which
provided an obvious writing topic. '~ The variety of resources that
Elajne has developed -for figuring out how to spell words ia much in
evidence.here. = She finde UNIVERSITY in the dictionary; spots ARIZONA e
on a poster;" uses the Dr. Seuau dictionary to find HOUSE (but withoug
using the picture); sings A,B,C,D to fxgure out where S would be in ‘th
. dict.ionary; and tries out spellings on acrap paper. _ \\

.

Figure VIII-39 Elaine’s Text 4/28/83
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The Day Some of Our Class Danced to the Aeroolcs

One oay we danced to the aerobics »

.And we are go'lng to- dance for the parents for- Hother's Vay

we march and clap ‘our *hanos , too . '

We clap » .jump » and turn ,. . :

14 kios come in at lunch . ' ' ' ' :
It takes our whole recess . The End - ' e

e
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On April 28, Elaine ian’‘t sure what to write about at first. The
researcher aska what she’s been doing that week that would be fun to
write about. She sayas "Aercbics.” The class haa been practicing an
aerobic dancing routine for a parent assembly, She spends a lot of
time interacting with other children and using the dictionary during
this atory. Her dictionary atrategies are continuing to increeae in
efficiency and sophistication; after looking up PARENT, she returns to

it to see how to apell MOTHER, which she’d read in the definition.:. She

alao mentiona that Ms. Caldwell has - taught her to use the first 3

letters when looking for a epelling, and uses that strategy.

consistently.

0

)

Storiea: April, Year II

Three of these stories are quita personal. The April 7 story
about ME AND MONICA. GOING TO TOWN is reminiscent in content of her
bicycle safety atory from Year I. She uses her very simple plcturé*.as
a starting point and quickly develops a strongly plotted story; her
sense of story structure is shown by her £final sentence, "So that’s how
it all happenad.” Elaine likea this atory least of a group of four,
but mostly baecause the subjact matter is sad. Her teacher likes it
best out of that same group; she feele it’s both creative and realistic

.and likes the use of detail; "If you live out here and you go ' to town

in the morning, that’s what happens. . The sun gets in your eyes.”

Elaine was interviewed twice during this period. In her periodic
interview on April 28, she continues to choose her favorite stories
based on what they’re about rather than on-any measure of quality as a
atory. When presased to discuss further why particular stories are
good, her comments include; "because I put the perioda and tapitsls

vhere they go"; "I spelled the wordes right"; "it’s about Indians and it

sounds good": "I liked how'I wrote it.” Although she feels that  her

teacher would also value stories according . to their content (e.g., like

a° happy one better than a sad one), she says that Ms. Caldwell would

- prefer a boring story with good: aspelling and handwriting to the

reverse, and thst the former would be a better story.

Her writing concepts interview of April 14 reflects “similar

attitudes. A good writer "can write atraight"...knows how to "put the

periods ard capitals where they .go...That’s all.” As in the two
previous interviews, she says that bad writers “write sloppy."” ° Her
discusaion of spelling 1is far more sophisticated than ever before,

reflecting her-°growing range of strategies and control of the proceas. :

Whenl asked how she figures out how to spell a word, she includes; "go
get a dictionary" and- look it up...ask someone...try to 8ound it

‘out...try to get it in Yyour mind...write it onh a 5iece of paper and you

write the words . that you think that goes in there."  ,Even more
importantly, her perception of the importance of spelling ~has changed
from & social approval one to a functional one: "because if somebody

tries to6 read your story they’re not going to know what it 'Beys <if the
spelling is unconventional>.” ' : '
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That afternoon, in 1riting about the snake, Elaine returred to one
of her earlier interesta - Native Amarican content. She enJoyed‘
writing the questions, one of which could be answpred. from the story
and one of which couldn’t. Ms. Caldwell commented thatl when Elaine read
the second question to the class, they “gave her all kinds of answers
and she said no tu all of them. And then £inally they s&aid, ’‘You
didn’t tell us?’”

. Both the April 14 and the April 28 stories are true personal
narrstives based on current events in Elaine’s life. The one sbout the
trip to the university is her favorite of this group, prinarily because

of what it’s about. Ms. Caldwell commented that this one is not

particularly successful as a story® because of trying to cram 80 many
events in. Elaine comes up with Jjust a list, with little enotional
content. Elaine has commented in interviews that she prefers imaginary
stories to true ones, but in both of these she stayed with true events
rather then moving into fantasy.

Elaine continues to use a variety of invented spellings. Some of

the types found in these stories are:

honophones rode/road
! are/our
: to/too
hole/whole

reversals ranoud/around -
eat/ate '
almots/almost
. twon/town , ,
buitl/built ' '

The class had spent some time studying hemographs and homophones
in April; this is uauelly done with the purpose of making childen aware

"of them so they won’t confuse them. Elaine was aware of what homophones

are but continued to use them as invented spellings. Another
interesting spelling in "this group is CON’T for COULDN’T in the first
April 7 story. This spelling is visually similar to CAN’T, but is also
perhaps closer to Elaine’s pronunciation than the standard spelling is,’
since speakers .of Papago English tend to replace some stops with

glottal stops.

On -April 14, when Elaine looks for the spelling of UNIVERSITY, she

comments that it starts with UN, ends with Y, and has a V in it. This .-

provides an interesting parallel to her placeholder spellings./
(discussed in the summary of VYear 1 above), where she tends to get/the'

first letter or two and the final letter correct, and to include one or

mnore of the other. consonants’ but in no particular 