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ABSTRACT 

The purpose of this study was to investigate children's 
comments on stories. Through a series of interviews the study 
sought to elicit comments from six 8 year old and six ll year 
old children on evaluating literature, both their own and 
others and an how they compose stories. A classification 
system was applied to these comments so as to represent them as 
set of propositions, constructs or concerns about evaluating 
and composing stories. The system of classification applied 
was derived from the children's comments rather than use 
pre-determined categories. Propositions for evaluation were 
represented as a list of 'traits' and those for composing as a 
list of 'facets of the composing process.' 

These propositions were then compared and contrasted by age and 
mode (evaluation of reading or writing and comments on 
composing). This analysis led to the identification of some 
common concerns and patterns of response as well as 
distinctions according to age and the topic discussed. 

Video taped writing episodes were used to investigate the 
composing process. The children were asked to comment whilst 
writing and this was replayed for them to invite further 
comment and explanation. All other interviews were recorded on 
audio tape. 

Finally consideration is given to further applications of the 
analysis and methodology to children's comments. 
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1 

CHAPTER l INTRODUCTION TO THE STUDY 

1.1 Introduction 

Andrea: 

Narelle: 

r was writing this story once. It was sort of 

funny and sort of serious. Mrs L made all these 

adjustments and put all these words in and it sort 

of changed it. With your friends you can explain 

it. 

Your friends have more idea of what you want to 

write. 

Oh how tantalizingt Andrea's and Narelle 1 s exchange during our 

first meeting couldn't have done a better job of invoking my 

curiosity. What was it that could be explained to one's 

friends but not to Mrs L? Could I grasp the idea? Certainly 

Andrea and Narelle felt the changes could be explained but you 

needed a receptive audience, one.who has an "idea of what you 

want to write.n How would the 'idea' be framed? What form 

would the explanation take? Would these 'ideas' translate to 

an appreciation of reading as well as writing? Such questions 

were central to my purpose in this study. 

Apart from invoking my curiosity, this exchange between Andrea 

and Narelle served to reinforce another central purpose in the 

study: to listen to the children's views. My main motivation 

in pursuing this study is a belief that what children say in 

response to an environment and a listener which accords these 
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views serious respect aught to be a more important source of 

data on schools, curriculum, teaching and learning. Certainly 

the importance of talk in learning and living can't be 

overstated. Joan Tough observes: 

It is the child's capacity for talking that should be used 

for extending his thinking, for developing ways of using 

language that will serve him well and that will provide him 

with- strategies for learning. (Tough, 1974:124) 

But will a child's capacity for talk extend to providing useful 

concepts for. studying learning, curriculum and so forth? 

Connie and Harold Rosen would perhaps assert that it could: 

It is all too easy to say that the language of young 

children is limited but in observing what they do not 

possess we· may forget a most vital aspect of it; that is, 

given a challenge which they cannot meet from their 

existing vocabulary they make efforts to use language 

creatively and inventively. The inventiveness is not just 

some touching aspect of young children's development that 

we may find pleasing and feel patronizing about. It is 

what we all have to do and go on doing in different ways 

all our lives. (Rosen, 1973:55) 

In this study I am concerned with what children say about 

literature, their own and others. The exchange between Andrea 

and Narelle quoted earlier suggests not only various questions 

about how they perceive the process of composition and the 

qualities of a story but also raises questions of how one gains 

access to the children's notions. 



3 

The aim of the study was to use various techniques to ascertain 

what propositions children will advance about their reading and 

writing. The techniques employed were: 

Evaluative Interviews. A series of interviews with 

individual children in which they were asked questions to 

elect an evaluative response about their reading and 

writing. 

Composing Aloud. Children were observed whilst writing 

and asked to comment aloud. 

Stimulated Recall. Children were shown video tape of 

themselves writing and invited to make further comments. 

The children's own stories read aloud were also used to 

elicit comments on the composing process. 

Having collected children's comments using these techniques the 

question posed was: 

Can these be construed as a set of propositions about 

literature? The response to literature in this case has 

three aspects: 

elements in the children's evaluation of their reading. 

elements in the children's evaluation of their own 

writing. 

elements in the children's comments during and about 

writing stories~ 

Thus there were two fundamental elements to the study, the 

methodology for collecting children's comments and the 

interpretation of those comments. These broad elements served 

several other purposes. First there was the intention of using 
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an interpretative approach in classifying children's responses. 

In this way the primary focus is on the meaning in the 

children's comments, in types of the types of constructs and 

propositions they use, rather than on the form of utterance. 

The function of classifying the children 1 s comments in terms of 

propositions is to provide a basis for comparing responses. 

This rests upon a principle of determining equivalences in 

meaning. That is that the same type of assertion or 

proposition can be couched in different terms. Britton 

(1978:16) discusses the difficulties with determining a 

writer's purpose and notes that a writer 1 s intentions may be 

devious or idiosyncratic. Brittan's answer is that the 

function of any piece of writing must be essentially related in 

some way to both what the writer intends by it and how readers 

are affected by it. So the context in which an utterance is 

made must be held to include recognition by reader and writer 

af the conventions which govern discourse. In the case of 

classifying children's comments· the reader C or listener) 

extends this 1 recognition' by generating equivalent terms which 

can be verified in terms of synonomy or near synonomy as 

indicated by the grouping of words in a thesaurus. So for 

instance a comment such as "It tells you about things" is 

equivalent to "You learn about things" and "biting your finger 

nails" is equivalent to "suspense." 

The major consideration is that the categorization of 

propositions if left open to the sorts of things the children 

say, and how they compare and contrast, rather than applying 

some pre-determined categories to the children's comments. 

During the classification process, however, such pre-determined 
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schemes were kept in mind, and these are discussed below, but 

they were not to be invoked unless the data fell into patterns 

which suggested their use. The key to the analysis then is the 

definition of propositions offered by the children. These ar~ 

used as a basis for comparing their responses in terms of: 

age 

the forms of discussion and 

whether the children are talking about their writing or 

their reading 

There are many potential ways of classifying children's 

responses to the literature they read or write. One focus is 

on the nature of narrative. Cathy Beavis (1981:25) has analysed 

stories in terms of their effectiveness focusing on three 

characteristics of narrative; time sequence and causality, the 

use of referencing to other points in the story and 

'decentering', the writer's ability to detach herself from the 

story to comment on it, set parallel events in motion and so 

on. Carozzi (1979: 4,5) suggests three features in the 

structure of narratives; setting the scene, relating the events 

with varying degrees of complication or elaboration and 

evaluating events by making their meaning or worth evident. 

Such descriptions as these focus on the writer's intentions and 

are founded on a theory of narrative structure. 

Freebody (1982:47) examined a range of attempts to characterize 

stories in terms of structure and content. and how these affect 

understanding and memory. Some of his models included an 

analogy to sentence grammars, psycho-syntactic headings or 

social/psychological descriptions of structural headings. He 
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notes that at one end of this continuum of characteristics lies 

the implication that understanding a story requires structural 

syntacti"c sensitivity and at the other end lies the implication 

that understanding a story is like understanding people's 

actions in everyday life. Freebody concludes Cp.48) that there 

are many gaps in our understanding of how stories are crafted, 

understood and enjoyed. Freebody is arguing the case for the 

use of analytical models to aid the study of story structure 

and content and this begs the question of whether children hold 

some model or at least a collection of constructs for 

construing stories. 

Clearly narrative form and structural characteristics are vast 

topics and any number of directions might be pursued, for 

example considering literary conventions such as rhythm or 

imagery, or in looking at patterns of story telling; 

Aristotlean exposition, Nordic sagas, biblical exegesis and so 

forth. John Dixon (1979:3) speaks of imaginative encounters 

with life when discussing how literature influences children. 

He asserts that children's use of language is extended in 

profoundly important ways by imaginative encounters with the 

stories people tell. As a starting point in gathering evidence 

he poses the question "What happens in your head when you're 

reading a book to yourself?~ In part his concern is with 

suitable kinds of imaginative encounters but this is developed 

in terms of what children say. In this context he considers 

three kinds of learning and these provide yet another way of 

examining the response to literature: 

learning about the inner life of other people 

influences on our perceptions and interpretations of the 
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narrative of life as we actually live through it 

and influences on the stories we in our turn tell about 

other people and ourselves. 

Whilst such ways of discussing literature provide a rich source 

of prior categories for classifying children's responses I have 

chosen to begin with what they say and delineate the grounds of 

their discussion by comparison and contrast of the various 

types of constructs, propositions and evaluations they offer. 

It may be that these concern form, intentions, influences and 

so forth but that is for the children to divulge. Dixon's 

third kind of learning leads to the third aspect of the 

children's response to literature in this study, the elements 

in their comments on the composing process. 

Research into composing is enjoying healthy growth and the work 

of the Writing Research Onit at the Oniversity of London and 

researchers such as James Britton, Donald Graves, Donald Murray 

and Janet Emig have provided a focus on the process of 

composing, as compared to analysis of written products. In 

relation to this study two issues can be pursued first in 

common with the description of literature and one's response to 

it. There is the issue of how the writer's efforts are to be 

investigated. Second there is the issue of how the writer's 

efforts are best described Odell, Cooper and Courts (1978> 

discuss a number of assumptions in discourse theory and raise a 

number of questions to be pursued in research. The case for 

studying the process of composition, in contrast to its 

products is often strongly stated: 

For several years we had realized that the study of 
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process is the most fruitful single approach to the 

teaching and learning of written expression. (Walshe, 

1981:6) 

Walter Petty (1978:74) traces the interest in researching 

composing processes and the use of the case-study approach. 

Petty poses the question of whether the meaning of the term 

comoosinq process as it is used in much of the literature is 

the same as the behavioural process engaged in by an individual 

as he or she writes - or even those behaviours observable in 

oral composition. He asserts that the focus of composition 

research should be upon the writer's behaviour rather than upon 

the product. 

Two researchers can serve as examples of such inquiry. The 

work of Donald Graves is now widely reported. Graves {1975) 

describes his inquiry into writing processes of 7 year old 

children using case-studies as surveying expeditions fallowed 

by large group data gathering activities. One feature of the 

study was the observation of the writing process where 

researchers recorded the children's writing behaviours by 

sitting directly in front of the child's desk or table. The 

method of investigation employed by Graves enabled him to 

identify certain characteristics of writers. Two of these will 

serve as examples. First Graves suggests three stages of 

writing: prewriting, composing and post writing. These may be 

compared with stages of the writing process suggested by other 

authors: Murray suggests prevision, vision and revision; Emig 

suggests prewriting, composing and reformulating and Britton 

suggests preparation, incubation and articulation. Second 
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Graves concluded that there appeared to be two distinct types 

of writers, identified as reactive and reflective. 

Reactive writers use erratic solving strategies: they talk to 

themselves, their writing reflects an action-reaction approacn~ 

they lack a sense of audience and they seldom contemplate what 

they have written. Reflective writers rehearse little before 

writing, periodically reread and show a growing sense of 

audience. Graves says that the characteristics of each type of 

writer exist in varying degrees in all of the children he 

studied. 

Janet Emig (1971) also used case studies to analyse the 

composing process. Emig (1971:91) identified two modes of 

composing, reflective and extensive characterized by processes 

of different lengths and with different clustering of 

components. The components Emig studied were context 

(community, family, school), nature of stimuli, rewriting and 

planning, starting, composing aloud, stopping, contemplating 

the product, reformulation and the seeming influence on writing 

by teachers of composition. Emig's description of the 

composing process differs from student's own accounts. She 

asserts that most of the criteria by which student's 

school-sponsored writing is evaluated concerns the ac.cidents 

rather than the essences of discourse - that is spelling, 

punctuation, penmanship and length rather than thematic 

development, rhetorical and syntactic sophistication and 

fulfilment of intent. 

If the process is to be described in these terms what is the 

most promising mode of investigation? If Brittan's view 
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(1978:24) that "shaping at the point of utterance" is a crucial 

aspect of the w~iting process in a great many kinds of writing, 

given his description of this as the writer developing an inner 

voice capable of dictating to him or her in the forms of the · 

written language, then research which focuses on the 

individual I s behaviour "at the point of utterance 1
' is 

implicated. If the writer also composes aloud this may offer 

some access to that '' inner voice." Indeed Emig C 1971: 96 > notes 

that the cha.racterization of behaviours involved in composing 

aloud is perhaps the most promising aspect of her study for 

further research and model construction. 

Certainly the study of process in composing is not without 

problems and constraints. Odell, Cooper and Courts (1978:7) 

note that the cognitive processes of composing are complex and 

not directly observable. They note Cp.6) that even highly 

competent professional writers have difficulty in articulating 

the basis on which they make decisions about_ what they say and 

how they say it. Furthermore they point to Emig's observation 

that writer's accounts of the compsoing process are likely to 

focus on the writers feelings or on the context in which the 

writing took place rather than an the decision and choices 

involved in the act of composing. 

Sondra Perl (1979:317) studied the composing processes of 

unskilled college writers using techniques of composing aloud 

and open-ended interview. Perl canvasses the body of research 

on composing processes and concludes that one limitation of 

this is methodological and that narrative descriptions of 

composing processes do not provide sufficiently graphic 
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evidence for the perception of underlying regularities and 

patterns. Perl's response was to render the composing proce'ss 

as a sequence of observable and scoreable behaviours. Such a 

solation however seems subject to Petty's warning cited earlie~ 

that composing processes do not necessarily equate to the 

behavioural process in writing or even the behaviours 

observable in oral composition. 

Notwithstanding these problems the case-study is still asserted 

by many researchers to be the most fruitful path for 

researching the composing process. If the value of the case 

study is one aspect to be drawn from this consideration of 

research on composing then a second is the value of children's 

comments. So far this has been seen in terms of composing 

aloud (for example Emig, 1971 and Perl, 1979) but Graves 

(1981:28) puts the case for a broader focus on what children 

can offer: 

Children will continually surprise us if we let them ... As 

the study has gone on, we have become more fascinated with 

the differences in children than in their similarities. 

This is what happens when we slow down,· listen and let the 

children lead. This is the joy of both research and 

teaching. 

In addition to Graves own research on the composing process two 

other studies illustrate the value of an approach which 

'listens' and 'lets the children lead.' Garth Boomer (1981) 

sought some insight into how one child composed stories by 

acting as a scribe for the child. He notes (1981:20) 

My experiment took up the strategy of 'writing aloud' t o a 

scribe/reader who is 'thinking aloud.' 



Boomer isolated 'ten interesting aspects' of the writer's work: 

1. Finding a way in. 

2. Dictating in appropriate clusters - pausation is rule 

governed, breaks do not occur in inappropriate places in 

sentences. 

3. controlling the poetics and aesthetics of composing. 

4. Providing corroborative detail - fiction is to present the 

illusion of life. 

5. Engineering - the composer is at various points a 

premediating puppeteer. 

6. Selecting language appropriate to the scenario. 

7. Prefiguring - the unfolding of the story. 

a. conducting inner dialogue. 

9. Sentence building - the dictator-scribe context encourages 

expansion of sentences. 

10. Editing - the writer's self correction. 

Boomer's work is interesting in that these aspects of the 

writer's behaviour are inferred after patiently listening to 

one child and in a context where the child determines the 

direction. 

If Boomer asserts that this child's story telling was rich 

enough to yield these inferences then the work of Frank Nolan 

(1979) supports this. Nolan studied the composing processes of 

Grade Six able writers using techniques of close observation of 

children writing, analysis of the writer's composing aloud and 

analysis of the writer's retrospective comment on his writing 

and analysis of finished products. This analysis of the 

composing aloud and retrospective comment enabled Nolan to 

infer 43 facets of the composing process representing the 
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concerns and stages in the composing of stories. Nolan's 
-

study (1979:29) led him to conclude that the richest sources of 

information regarding the writing process proved to be the 

writer's own verbalizations. 

Returning to the aim of the study: to ascertain what 

propositious childr~n will advance about their reading and 

writing,it is proper to consider how this discussion of 

research into narrative and the composing process is to inform 

the study. The processes chosen to pursue this aim rest on two 

considerations. _ First, which seem most likely to yield the 

information desired in the light of the experience of others 

and the critiques of others? From this point of view the value 

of the case-study and listening to and recording children's 

comments is asserted. The second consideration is perhaps one 

which is suggested less by the requirements of scholarship than 

by the personal needs and preferences of the researcher. My 

interest is in patiently listening to a child's views and as 

much as possible allowing the child to determine the nature of 

their responses to "ITr:f questions. Furthemore I value using an 

interpretative approach in seeking to identify the children's 

constructs, for this seems one way of preserving the force of a 

child's views. There is an assumption here that where 

constructs (propositions, facets, elements, aspects as they 

might be variously described) are provided they may not 

adequately preserve the child's view at all. 

Beveridge and Brierley ( 1982) asse·rt the value of an 

interpretative approach in trying to identify the way in which 

young children see class rooms. They acknowledge that the 
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1 soft 1 nature of the interpretative process evokes criticism of 

the value of such means of identifying characteristics but 

their answer lies in its relevance to the child: 

And so as far as children are concerned, none (systems of 

characterizing cognitive complexity) is applicable anyway, 

either because of the difficulty involved in eliciting 

constructs and the doubtful status of the constructs once 

elicited or because provided constructs do not get the 

child's view at all. (pl63) 

In looking at the meanings children attach to things (in this 

instance their classroom) Beveridge and Brierley claim that the 

difficult methodological problem is not collecting the data but 

in making some sense of it, on the assumption that it did make 

some overall sense ta the children. To adopt an interpretative 

approach to characterizing children's response to literature 

means that the rules or criteria for inferring propositions 

must be made explicit. 

dimension of the study. 

The transcribed comments are only one 

Another important dimension is the 

interactive nature of the research and the fact that the 

comments occured in a context of growing familiarity between 

myself and each child. This interaction cannot be reproduced 

but it is nevertheless an element in the interpretation of the 

responses. I doubt whether the rules or cirteria for 

identifying basic types of propositions can be made completely 

explicit as the listener inevitably makes a contribution as 

interpreter. It is therefore important to feature the 

children's comments prominently through the analyses and 

discussion to sustain a sense of the main thrust of their 

meaning, including their force and vitality. It therefore 
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seems appropriate to introduce the children before describing 

the organisation of the study. 

1.2 The Children in the Studv 

Table l 

School X 

School Y. 

Names of Children in the Study 

8 year old 

Ben 

Cameron 

Camille 

Daniel 

Melissa 

Monica* 

11 year old 

Angie 

Nicky 

Richard 

Andrea 

Luke 

Narelle 

* Monica was to leave the school in August 

The method of selection of children for the study is described 

later. It should be noted that the first point of reference in 

each case was the child. Each teacher asked the children 

chosen whether they would be willing to participate in the 

study having simply told them that it involved talking with a 

visitor about their reading and writing on a number 

<unspecified) of occasions. Teachers were not asked to provide 

a detailed profile on each child. I wished to establish a 

relationship with each child where if possible the children 
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would not necessarily feel that my impression of them was based 

on or closely associated with that of their teacher. I hoped 

(admittedly tenuously) that this might leave open the 

possibility of children commenting on their own teacher's 

influence in an unrestrained way. As might be expected this 

effect varied for each child. The following comments on each 

child do not in any sense constitute a comprehensive impression 

of each child. Rather they give an indication of some of the 

characteristics I percei~ed in my short time with each. 

Ben - 8 year old , School X 

Ben had little hesitation in discussing his reading and writing 

with me. It was evident that he possessed a positive 

self-image and this was especially so for his view of his 

writing ability. Ben was always eager to discuss his recent 

work and generally gave lengthy and well-expressed comments. 

At times he took considerable care to explain exactly what he 

meant~ Ben had a particular interest in motor vehicles. His 

family owned a four wheel drive vehicle and some of his 

stories, including his longest 'Off Road' were inspired by 

family excursions. Be also enjoyed reading magazines about 

off-road vehicles and motor racing. Ben said he often attended 

car and motor-cycle races with his father. Often in our 

interviews Ben gave a lengthy report on a race or an excursion 

he had enjoyed the previous weekend. Ben seemed to be a 

prolific writer. He was especially proud that his were some of 

the longest stories in the class and that several had been 

accepted for publication at school. Ben enjoyed the idea and 

accomplishment of working alone for a considerable time on a 
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story. He had no difficulty in maintaining his collection of 

current writing. 

Cameron - 8 year old, School X 

Cameron was certainly fairly tentative about talking with me at 

the beginning of the study. Hie teacher had expressed concern 

that this might be the case, but requested his inclusion in the 

study as she felt it might encourage him. My judgement would 

be that this proved to be so, but he still displayed some 

reluctance to comment freely even at the end of the study. 

Cameron's parents were recently separated and the fact that he 

felt able to mention this after 3 or so interviews seems to 

indicate a degree of relaxation about the interviews. Cameron 

sometimes mentioned his family situation in the context of 

discussing a story, so for example he read things in a book at 

his mother's house or saw things on television at his father's 

house. Cameron often liked to give details not included in his 

story. Much of this amounted to spontaneous story telling, so 

for instance whilst discussing his story about earthquakes he 

gave explanations of events in the story such as why he wasn't 

aware there was going to be an earthquake. When working on a 

story in the class Cameron tended to be a noisy worker. He 

needed to move about and talk quite a bit, but his comments 

show that in doing this he was aware of what others were doing 

and sometimes found ideas and details for his stories. Cameron 

noted that he enjoyed watching lot of television, especially 

programmes with action and adventure. He nominated space, war 

and car or motor-bike racing as some favourite topics for 

viewing, reading and writing. Cameron found the video taping 
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sessions fascinating, however for my purpose this proved 

somewhat counter productive as his chief interest was the 

equipment rather than his story. I tried to allow Cameron as 

much access to the equipment as possible to satisfy his 

curiosity. 

Camille - 8 year old, School X 

Camille was certainly the most mature of all the 8 year olds in 

the study. on our first encounter she seemed to me to be 

rather reserved, shy and I wondered how long it would take 

until a relaxed relationship was established. On my second 

visit she was reluctant to show me any of her writing from her 

folder. She seemed willing to talk about them, but clutched 

them on her lap as she did so. In the next visit it emerged 

that her apprehension stemmed from a misconception of my 

purpose. She had felt that I wished to judge, perhaps mark, 

her stories. When I assured her that I was most interested in 

what she thought of her stories she seemed more than relieved 

and indeed keen to share her opinion. Camille was a prolific 

writer and at the time was enjoying a new interest in writing 

poetry. Like Ben she was proud to have had sOrtle of this 

published at the school and read to the class. Camille showed 

a real interest in nature. She said she enjoyed reading and 

writing about animals. 'Dot and the Kangaroo' was her 

favourite story and this was mentioned often. It was also 

clear that natural things, bees, pine forests provided some 

inspiration for her writing. Camille was well liked in the 

class and seemed to enjoy (and take advantage of) her friends 

assessments of and assistance with her stories. Camille loved 
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drawing. Most of her stories were illustrated and she spent 

much of the video· taped sessions illustrating her story. 

Daniel - 8 vear old, School Y 

Daniel seemed to feel somewhat embarrassed at his inclusion in 

the study. He certainly seemed to feel awkward when he left the 

classroom, feeling the necessity to joke with his friends and 

blushing slightly. It soon became evident that the principal 

cause of this was that he didn't regard himself as an 

especially good writer. I thought it best at this stage t a 

leave that issue in abeyance and some time was spent discussion 

his interest - the principal one being football, Australi an 

Rules and Soccer. This provided a means to discuss his reading, 

which was largely about football and when he felt more rel axed 

about these discussions we moved onto writing. Throughout the 

study Daniel rarely gave extensive comments, but he did come to 

be more relaxed in discussing his stories. He enjoyed working 

co-operatively and many of bis stories were joint efforts. He 

did seem to find it difficult to keep track of his writing and 

his writing folder was generally incomplete. Daniel seemed to 

find the video taping sessions most difficult, his earlier 

embarrassment was again evident. Daniel had a number of 

absences during the study which compounded the problem of his 

comparatively fewer comments. Daniel indicated that he watched 

a lot of television, especially cartoons and that he often used 

these as ideas for stories. 
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Melissa - 8 year old, School Y 

Melissa enjoyed the idea of discussing her reading and writing 

from the start. However she did find the actual discussion at ' 

times difficult. Melissa was very serious about her writing 

and it seemed that rather than convey a wrong impression or 

give an inadequate explanation she would rather give little 

comment. This was especially so for her comments on reading. 

Melissa maintained her collection of writing diligently. Like 

Daniel she enjoyed working co-operatively and she felt that 

some of her best stories and poems were written as joint 

efforts. Melissa indicated a special interest in writing 

poetry. She did seem to rely on topics provided by the teacher 

and rarely discussed stories in terms of her own interests and 

experiences. Like Daniel she found the video taping sessions 

embarrassing at first. 

Monica - 8 year old School Y 

Regrettably Monica's family moved from Canberra during the 

study so data was gathered only over four sessions. Monica had 

also been absent from illness on two visits. Monica was very 

willing to discuss reading and writing with me and we began 

enthusiastically with her discussing one story of which she was 

very proud because it had been placed in the school library. 

Monica did tend however often to discuss things concerned with 

her stories rather than the stories themselves. For instance a 

discussion of her story about her dog soon moved to a 

discussion of her dog. I was reluctant to stifle or restrict 

her discussion at this early stage, given the expectation that 

sufficient time existed to pursue specific· topics. 
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Angie - ll year old , School X 

Angie and Nicky were close friends and possibly because both 

were included in the study each felt quite positive about the.tr 

involvement. Angie indicated that she was an avid reader, 

enjoying a variety of material including mystery and adventure 

novels and love stories. Angie responded well to all aspects 

of the interviews and indicated that she felt she took her 

reading and writing more seriously than other children in the 

group and so it was more appropriate for her to be interviewed. 

It emerged that Angie's interest in literature was shared by 

her whole family and she referred to assistance they gave her 

with her writing. She also talked about reading her mother's ' 

Mills and Boon' novels and talking with her mother about these. 

Angie also indicated that her friend's advice was also 

important to her in this regard.· Angie maintained a collection 

of her current work and most interviews were spent sticking to 

the topic, in contrast to Nicky who enjoyed discussing her 

impressions of the class and their activities. 

Nicky - ll year old, School X 

Nicky seemed a little embarrassed at first at the attention, 

but this did not persist beyond the first visit. Nicky's sense 

of humour made many of the interviews quite entertaining. She 

was always willing to engage in discussion, though often this 

was as much about events and children in the classroom as about 

literature. Nicky was also a prolific writer but unlike Angie 

her collection of work was hard to track down. Nicky and Angie 

spent quite a lot of time discussing each others stories and 
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sharing reading matter. Other friends in the class also 

participated. Both Nicky and Angie suggested independently 

that their friendship was an important factor in helping each 

other with their stories. The essence of this it appears was .··' 

'knowing how the other person thinks'. Nicky shared Angie's 

interests in mystery and adventure novels, but also mentioned 

poetry and mythology as interests. Nicky seemed most aware of 

her pre-adolescent age and this was reflected in her reading 

and writing, for example her story about the girl with pimples. 

Richard - 11 year old, School X 

Richard like Angie considered it quite proper that he should 

have been asked to discuss his reading and writing. Richard 

held a very positive opinion of his ability as a writer and 

pointed to marks awarded by teachers and his entry in story 

competitions as evidence of this. Richard adopted a serious 

attitude to the interviews, in contrast to Nicky's manner. 

Richard seemed to enjoy explaining his choices, but this 

sometimes amounted to an assertion that it was an 'easy' or a 

'good' choice. Richard was an avid reader of historical and 

adventure fiction and delighted in displaying his knowledge of 

works and authors. His references to the way some authors 

approached their novels suggests that he has adopted them 

somewhat as models. Despite the serious regard he has for his 

writing Richard found some difficulty in maintaining a 

collection of his works and material was frequently left at 

home or unable to be located. Richard acknowledged that he 

aspired to being a writer and that he felt encouraged by the 

assessment of his friends, including Nicky and Angie, and his 

teacher. 
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Andrea - 11 vear old, School Y 

Andrea and Narelle were perhaps the most socially mature 

children in the study. Like Nicky and Angie, Andrea and 

Narelle were close friends and also enjoyed assisting each 

other. Andrea too ·was a prolific writer and took her 

participation in the study seri·ously. Andrea and Narelle were 

certainly the most inrormative children interviewed. Andrea 

enjoyed recounting her stories and two such instances of story 

re-telling were re.corded. When I asked her to reflect on how 

her writing had developed Andrea remarked that she really 

enjoyed this kind of question because it involved recalling 

experiences of the past and relating them to the way she is 

now. Indeed Andrea was always ready with an answer. Her 

responces suggested serious consideration of the questions and 

if she could not or did not wish to give an immediate response 

she would invariably raise the issue at the next interview. 

Andrea suggested she read widely but enjoyed most of all the 

particular adventure books which were popular with her peers. 

She remarked that her friends' advice and assistance was 

important to her in writing stories. 

Luke - 11 year old , School Y 

Luke was the least socially mature of all the 11 year olds in 

the study. He too was slightly embarrassed at his inclusion in 

the study, but this did not persist. Luke acknowledged that he 

was a slow worker, usually taking much longer than others to 

complete a story to his satisfaction, but he felt his ideas 

were good. Luke's responses and comments tended to be short 
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and I sensed that he perhaps held the view that a small amount 

of certain detail is preferable to appearing uncertain. Luke 

said that he read quite a lot but that the bulk of this was 

science-fiction. Certainly the stories, books and television,'. 

programmes he discussed were all science-fiction, so this is 

clearly a very strong interest. Like Cameron, Luke was very 

interested in the video equipment and once again this proved to 

be a distraction. Luke also seemed to often find difficulty in 

expressing his thoughts and long pauses in his comments were 

usual. Luke gave the impression that he liked to work on his 

stories without recourse to discussing them in detail with 

others, but he was not reluctant to seek help on a detail, for 

example the name of something. 

Narelle ~ 11 year old, School Y 

Narelle was certainly the one with whom discussion was the 

easiest. She had an engaging sense of humour and was most 

articulate. She evidently found much pleasure in writing and 

was enthusiastic about sharing her enjoyment. Like Andrea this 

was reflected in her re-telling of stories she had written and 

also in discussing her development as a writer. Narelle felt 

that for her reading and writing were ways of reflecting an 

experience and on two occasions the discussion of a detail led 

to a wider discussion of the issue. In one case this arose 

from her poem about a soldier and in the other case it 

concerned a murder story she was writing. 
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1.3 Data Collection 

Children chosen for the study were those described by their 

teachers as able writers and fluent and willing speakers. 

Individuals were selected on the teacher's recommendation. The 

teacher of the eight year old group at one school felt that one 

boy was not perhaps a fluent and willing speaker but requested 

he be included in· the study to enhance his self-esteem and 

encourage his writing. It became apparent during the study 

that all the children selected had reasonably positive views 

about their writing competence. 

1.3.l Data Collection 

The decision to choose able readers and writers rested on the 

assumption that they might have more experience from which to 

draw thei.r comments and responses and be able to articulate 

these without a great deal of difficulty. Given the amount of 

time available to interview each child this seemed a desirable 

condition to elicit maximum comment. 

The different age groups were chosen first for the obvious 

purpose of comparison. The specific ages chosen represent in 

the 11 year olds a group at the end of their primary schooling, 

where it is perhaps natural to reflect upon one's achievements. 

The younger group could have been 6, 7 or 8 year olds, but the 

8 year olds were considered most suitable for two reasons. 

First there seemed a sufficient chronological gap between 8 and 

11 for developmental changes to be evident. Second the 8 year 

olds being in their third year of school, have had two year of 
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schooling from which to draw their comments. There is an 

assumption here that in the first year of school the 

socialization of the child into the school environment is such 

a powerful factor that this would influence the child's 

capacity to discuss any element of their school experience in 

isolation. It is further assumed that whilst this continues to 

be so ·to some extent for all their primary schooling, its 

effect is most pronounced in the first year of school. 

The decision on the number of children to be studied was a 

difficult one. Given the intention tf) interview each child 

over two school terms, the necessity for establishing a 

comfortable relationship, the use of recording equipment 

involving setting up and dismantling each session, the 

transcription of the recorded sessions and the part-time nature 

of the study if was felt impossible to survey a large sample, 

even one large enough to enable rigorous statistical analysis 

of the data. However given that the principal intention of the 

study was not to prove that the comments ma.de by the children 

were necessarily representative of their age but to determine 

what the methodology would reveal it was felt that a 

combination of case study and limited survey was acceptable. 

so the primary factor in deciding the number of children became 

the number which could be adequately interviewed in the time 

available. To begin with I relied on intuition about the 

optimal length of time for a satisfactory interview. The time 

of three hours for each session at a school was fixed. I 

decided that in this time six children could be satisfactorily 

interviewed allowing for time lost in moving about. This 

proved in the course of time, to be a reasonable arrangement. 



27 

The study was conducted during terms two and three (May to 

December) of 1982. Each school was visited once per fortnight, 

except for the last six weeks of the study when this was once 

per week. School X was visited on Tuesdays, School Yon 

Thursdays, this arrangement being made to suit the schools. 

Visits to school X were from 9.30 am to 12.30 pm and to school 

y from 11 am to 1 pm. These times co-incided with 'language' 

or writing sessions. As some of this time was a matter of 

choice for 11 year olds at school X, I requested that where 

possible they use my visits as their chosen writing time. The 

children all agreed to this request. Each school was visited 

eighteen times and most children were interviewed on fifteen 

occasions. Monica left school Yin August and so data from her 

is incomplete. 

On my arrival at the school for each session a short time (up 

to 10 minutes) was spent in the first classroom to be visited 

before withdrawing to a teacher's office or small withdrawl 

room to conduct the interviews. This was· repeated for the 

second class visited. Most interviews were with one child and 

lasted between fifteen and thirty minutes. In the early part 

of the study a longer time was spent in the classroom and 

interviews tended to be shorter; though this situation was 

reversed as the study proceeded. Early interviews were spent 

in relaxed discussion about the child's interests, feelings 

about school or whatever the children raised, the intention 

being to allow children to feel relaxed in this situation. 

Predictably some children took longer to relax than others. 

The exact conditions of the interviews varied considerably. 

Given the intention to encourage children to put their views, 
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it was considered imperative to maintain some flexibility in 

discussion topics. This was not possible however in the use of 

the video-recording equipment, as its limited availability 

demanded optimum use. The specific conduct of interviews 

including questions asked is discussed in Chapters one and 

four. Table 2 gives a summary of the interview topics. Those 

for Reading and Writing - Evaluation relate to the discussion 

in Chapters two and three, those for Writing 

to the discussion in Chapters four and five. 

Table 2 - Summary of Survey Topics 

READING 

- evaluation 

WRITING 

- evaluation 

WRITING 

- process 

favourite literature 

choice of literature 

favourite topics 

best stories 

good story 

good beginning 

good ending 

story re-telling 

stimulated recall - video 

- text 

easy and difficult tasks 

learning to write 

perceived changes 

* for some children only. 

Process relate 

group l 

group 2 

group 3 

group 4* 
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All interviews were recorded either on audio tape or video 

tape. A portable cassette tape recorder with directional 

microphone was used for .audio recording. Notes were made 

during interviews with the audio tape recorder when it was felt 

that a description of the child's behaviour would assist 

transcription. Each interview was transcribed prior to the 

subsequent interview with the same child, so that a reference 

to previous discussions was readily available. How this 

material was then used is discussed in the following section. 

In video recording sessions the child was asked to work on a 

story and comment aloud on the work. These were followed up 

with sessions where the video tape was replayed for the child 

who was invited to make further comment. Other sessions 

involved either the child or myself reading aloud a recent 

sotry and the child was once again invited to comment on the 

process of composition .. 

l.4 Data Analysis 

The interviews with the children enabled a set of comments from 

each child on a variet of topics to be compiled. These were 

separated into four sets of comments for each child, shown as 

groups one to four in Table 2. Groups one to three were 

surveyed for all children <excepting Monica> and group four 

were questions asked towards the end of the study, but not for 

all children. Once the comments had been separated into groups 

(including additional notes made during interviews) these were 

termed Reading, Writing and Process comments respectively. 

These comments are given in Appendix A accompanied by notes 
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an their organization. Because the interviews contained 

discussions on a range of topics in addition to those being 

studied, entire interviews were not transcribed but rather the 

portions relating to the topics in the study. The transcripts 

then do not appear as a continuous record of discussion and my 

comments and questions are included in the notes accompanying 

each comment. 

The children's comments thus divided provided the basis for 

further analysis. Chapter two details how the children's 

comments on their reading and writing are separated into 

various evaluative propositions. The question posed here is: 

how will children represent their views on 'good' writing, both 

their own and others? Chapter three examines this range of 

propositions in terms of_whether there are common or prominent 

concerns. So far the focus is on what the children say, 

Chapter three also discusses how they say this. In Chapter 

four the comments made by children in the process of writing 

and using stimulated recall of this process are discussed. 

Once again the question posed is: how will children represent 

their views on what they are doing? The children's Process 

comments are once again represented as a range of propositions 

and a comparison is drawn between this set of Process 

propositions and those concerned with evaluation. Chapter five 

discusses additional comments ma.de by some children on various 

topics related to the writing process such as learning to write 

or tasks considered easy or difficult. Chapter six contains 

further discussion and conclusions. 
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1.5 Description of the Schools and Classes 

The study involved children from two Canberra schools, 

hereinafter referred to as schools X and Y. School Xis a 

large (approximately 800 pupils) government school and school Y 

is a parish Catholic school of similar size. The factors 

affecting choice of school were: 

Proximity to my place of employment. The study was 

undertaken part-time and leave was taken from my own 

school for approximately three hours each visit, so quick 

access to the schools was imperative. 

Previous contact with teache.rs at these schools. Both 

schools were participants in a publishing project in which 

I was also involved. 

Support from the schools for a study to take place. This 

constituted support and approval from the principals and 

some teachers and was clearly linked to their school's 

particular interest in this curriculum area. 

The schools organized the obtaining of parental permission for 

children to participate in the study. In each case this was a 

letter to the child's parents from the school's principal 

giving a brief outline of the study and indicating the school's 

support and approval. Parents were asked to indicate their 

approval in writing. This was obtained for all children 

selected. The three children chosen from each age group were 

from the same class group. Both classes at school Y were 

single teacher classes working in single classrooms. The 

teacher for the 11 year old group was designated the Language 

Arts Co-ordinator for the school, thus assuming responsibility 

for overall curriculum design and staff development in this 
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area. Both teachers at school Y were termed Senior Teachers, 

denoting some supervisory role for senior and junior school 

respectively. Class groups at school worked in large 

classrooms with two or three other groups of the same age 

(open-area). In each case however one teacher had primary 

responsibility for each group. As for school Y both teachers 

were experienced. All teachers were asked to provide a 

statement (either written or tape recorded) about their 

approach to children's writing. Both teachers at school X 

provided statements (see Appendix B) but neither from school Y. 

The teacher of the 11 year old group mentioned the following 

elements: choice of topics, stimulus material, time provided 

for writing, how children plan stories correction by child and 

teacher, revising stories, conferencing (after Graves, 1981), 

publishing and tbe changes noted in children's writing. The 

teacher of the 8 year old group at school X provided a lengthy 

account of the development and application of her ideas on 

children•s writing, elements mentioned included: time spent 

writing, spelling and the role of guessing, the amount of 

writing produced, choice of topics, conferencing, publishing, 

purpose in writing and the various forms of writing, revising, 

stimulus material and the importance of the reader. Because my 

time spent in each school was fragmented this only allowed 

limited opportunity to observe how the groups functioned. 

Furthermore much of this time was spent away from the group 

interviewing the children, so it would not be appropriate to 

give a personal evaluation of the curriculum approaches of t he 

various teachers. Clearly this is a significant factor but the 

focus in this study is on the children's views. 
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Most classes in the study nominated particular times each week 

for children's writing or 'language' work. The organization 

for each class is described briefly, but it should be noted 

that in no case was this an inflexible organization, so the 

description should be considered as typical. Where possible my 

visits were timed to occur during these writing or 'language' 

times. 

The 8 year old group at school X spent most mornings in 

discussion or writing. Each day typically began with news 

sharing and informal chat, then children would commence writing 

their current stories, poems, letters or whatever. Some 

stimulus material was available and some children were directed 

to this. During the writing sessions children were able to 

talk and move about within reason and the teacher used this 

time to talk to individual children about their writing. This 

writing time usually lasted one hour. 

The 11 year old group at school X used both timetabled and 

un-timetabled writing sessions. Children were required to 

organize some writing sessions for themselves during the week, 

during which they could write or discuss their writing with 

other children. No formal length of time or frequency was set 

down for this and the teacher determined what was reasonable 

for each child. Two formal sessions were set aside each week 

to faciliatate sharing of ideas, discussions or a teacher 

directed session. So the exact nature of these sessions varied 

somewhat. 

The 8 year old group at school Y used a writing time in the 
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middle session of each day, generally lasting between 45 and 60 

minutes. Most of these sessions were of two parts. The first 

part, fifteen to twenty minutes, was teacher led and included 

(in different sessions observed) discussion on planning 

stories, development of a topic, explanation of a writing 

exercise, comments on the children's stories and suggestions 

for writing topics. The remainder of the session was spent 
. 

with children writing, during which time the teacher would talk 

with individual children about their writing. Children were 

able to talk and move about within reason. This class seemed 

to make the greatest use of set topics and commercial and 

teacher prepared stimulus material. 

The 11 year old group at school Y used four formal writing 

sessions each week, though children were expected and 

encouraged to write outside these times.- The sessions were in 

the middle session of each day lasting approximately one hour. 

Whilst most of the writing during this time was termed 

•creative' by the children, some of the time was spent writing 

'social studies' reports or 'book reviews'. Most children 

spent these sessions writing quietly. Some talk was permitted 

but the use of the session as a quiet writing time was 

encouraged. 

In each class except the 8 year old group at school Y children 

were encouraged to choose their own topics for writing and 

certainly the children in this study seemed to make limited use 

of stimulus material provided by the school. 



35 

CHAPTER 2 - EVALUATIVE COMMENTS AS PROPOSITIONS 

2.1 Purpose 

Chapter one described the scope of topics surveyed in the study 

(see Table 2)~ In this chapter attention is focusi:-ed upon 

comments made by children from interviews in which their own 

reading and writing were discussed. In the discussion the 

terms 'comment' and 'response' are used interchangedbly; all 

comments were i.n effect responding to the interview situation 

though not necessarily to a direct question. This duplication 

then is a stylistic device. The questions asked the children 

to provide an evaluation of this literature by having them 

nominate works of quality and explain why they made this 

assessment, the intention being to record what they say and 

determine whether this might be divided into propositions about 

quality in literature. It is important here to distinguish 

these comments on writing from those discussed in Chapter four. 

Chapter four focuses on comments made either during or soon 

after the writing process and questions are directed 

specifically to the process, decisions and behaviour concerned. 

Chapter two discusses comments on writing where firstly the 

children choose which writing they will discuss, secondly there 

is much less probing for specific detail and thirdly most 

comments refer to either completed works or generalized notions 

of say 1 good 1 writing. During the interviews there was a firm 

intention to impose as little as possible on the nature of t he 

children's responses. Of course children were asked to focus 

upon works 
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(actual or no~ional) they considered 'good', 1 favourite 1 or 

'best' and to advance reasons for their choice but beyond this 

there was little attempt to structure their responses. So, for 
_. -: 

instance, children were not asked: "How did you write this 

story to make it so popular?" or ffWhat do you think the author 

did which made this book so appealing to you'? 11 Such questions 

would direct children 1 s responses to processes and one 

intention of the study was to determine whether they might do 

this of their own accord. Thus it was hoped there would be 

considerable scope for different sorts of response. For 

instance responses to the questions: "What is your favourite 

book at the moment? 0 and "Why do you like it?" might have 

ranged from a re-telling of the story (with possibly the 

assumption on the child's part that the appeal will be made 

obvious to the listener in the re-telling) or unelaborated 

assertions (Oh its just good', 'It was really enjoyable 1
) to a 

detailed explanation of the reader's impressions and the 

attributes of the work which gave rise to these impressions. 

As a contrast to the questions about specific literature (or 

classes of literature) nominated by the children, some 

questions were asked which focussed on generalized notions of 

quality. So for example children were asked: "What do you 

think makes a good story?" or "What makes a good story 

beginning/ending?" The same concerns about avoiding the 

imposition of criteria and allowing for a variety of responses 

apply here. These alternatives were given partly to provide 

variety for the evaluative discussions, partly to assist 

children who had difficulty nominating particular literature 

and partly to ascertain whether children would respond to this 
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generalized question in addition t_o question with a more 

specific focus. Having provided a structure for collecting 

evaluative comments which hopefully offered reasonable scope 

for the form of the response the intention was to impose a 

classification on those responses which would highlight the 

sorts of propositions, issues or qualities which the children 

nominated. Terminology is somewhat of a concern here and the 

labelling of these characteristics must offer considerable 

scope for inclusion of different types. Thus it was decided to 

refer to the classified characteristics as 'traits' and these 

were to be regarded as distinct (that is the researcher assumes 

the child would differentiate between the traits) propositions 

about literature. A term such as 'qualities' might impose 

limitations on the classification for one would need for 

instance to determine whether this referred to a quality of the 

work or a quality of the response or quality as a comparative 

measure of worth. Chapter three defines the use of 'Qualities' 

with respect to the traits. Given this approach to examining 

the children's responses what then were the specific 

methodological steps first in collecting the data and second in 

classifying it? 

2.2 Data Collection 

The organization of interviews and video taping sessions has 

been described in Chapter one. Some· interviews focu~ed on a 

specific topic, others covered serveral topics. It was 

considered necessary to maintain some flexibility in discussion 

topics so that, whilst there was a clear range of topics which 
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was covered in the interviews, there was some latitude in the 

order or length of time of discussion. 

As the taped interviews were transcribed the range of topics 

discussed and extent of discussion on each topic was monitored. 

Maintaining controls on this proved to be a difficult task. 

Because the research was undertaken part-time there was limited 
. 

flexibility in the times for visiting schools, also the schools 

requested regularity in these visits so if children were absent 

for a visit this meant contact was monthly rather than 

fortnightly. In such cases longer sessions were possible with 

those children present followed by a shorter session for those 

same children on the following visit to allow for a longer 

session for the child who had been absent. In order to balance 

the number of interviews schools were visited once a week for 

the last six weeks of the study and the children interviewed 

and the discussion topics chosen attempted to maintain a 

balance across the whole group for interview times and topics 

covered. 

Where topics other than the evaluation of reading and writing 

were discussed the form of the interview will be detailed in 

the relevant chapter. The questions asked for the evaluation 

fo reading and writing covered six main topics. Note that 

these were not the only questions concerning reading and 

writing but that they all presuppose an evaluative response. 

Topics covered were: favourite literature, favourite topics 

<for writing) the child's best stories and the child's notion 

of good stories, good story beginnings and good story endings. 

Questions were of the type given below. Note that there was 
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some variety in the formulation of the questions, some 

concessions being made to age or just for variety in the 

interviews. All children were given each alternative. 

Favourite What book or books are your favourites at the 

Literature: moment? 

Favourite 

Topics: 

'Best' 

Story: 

'Good' 

Story: 

'Good' 

Story 

Beginning: 

1 Good' 

Story 

Ending: 

Why do you like this? or What do you like about it? 

(Appendix c gives a summary of their favourite 

literature). 

What do you like most to write about? or 

What are your favourite topics for writing or What 

do you enjoy writing about most? 

What is the best story you 1 ve written recently? 

Why do you like it? or Why do you think it is your 

best? 

What makes a good story? 

What makes a good story beginning? 

What makes a good story ending? 

At no time did any child ask for clarification of any of the 

questions, so it is assumed that they readily attached a 

meaning to each. The purpose,af the interviews and subsequent 
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classification of responses was to ascertain those meanings. 

All comments were tape recorded and transcribed prior to the 

subsequent interview. This was done to assist monitoring the 

interviews. Note that it was not always possible or desirable · 

to pre-determine a topic, especially for example if one was to 

take advantage of a story being written at the time of a visit. 

These transcriptions were at first sorted according to the six 

topics previously outlined. Upon completion of all interviews 

the task was to sort the responses into discrete propositions. 

2.3 Principles of Classification 

When the interviews commenced an exciting sense of anticipation 

surrounded the question: What sort of meanings will thes-e 

children attach to the evaluation of their literary 

experiences? A first and intuitive reaction to their responses 

was that they contained many issues and emphases and yet also 

many similarities. In formulating these as traits there seemed 

ta be important principles to apply. First in order to take 

advantage of the ·scope which it is assumed the form of 

questioning provided one needs a classificatory system which 

allows the individaulity of the children's responses to prevail 

as much as is possible given that classifying may mean imposing 

a description in that it is a different way of representing 

what the child has to say. So there must be an attempt to 

identify subtleties of meaning. Constraining this need however 

will be an additional need to provide classifications which 

form a reasonable basis for contrast and comparison. It is 

asserted that this reasonable basis rests on careful 
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identification of the criteria upon which traits are 

distinguished. 

The third principle actually underlies the other two and it is 

that meaning is the key. So that whenever judgements are 

made about particular comments say where one is attempting to 

reconcile a possible confusion in classification surrounding 

how a child has formulated the response (in this sense a 

stylistic notion of form> and whether this does or does not 

compare to other responses the classification should be in 

terms of which description does most justice to the thought 

and feeling of the child. That is to say that the 

interpretation of the child's meanings ought not to be 

constrained by conventional notions of attributes of 

literature, especially where this represents a predominantly 

cognitive appraisal of the work. Equal attention is given to 

the cognitive and the affective,- the objective and the 

subjective . 

Given some principles then for defining traits the first task 

must be to separate distinct propositions. Several 

possibilities exist founded on two approaches, a syntactic 

division of the comments or a subjective, interpretative 

separation. Problems were encountered with syntactic 

separation. Whichever screening unit was chosen seemed not to 

regularly co-incide with discrete propositions Cor traits}. So 

for instance using sentences, T-unit Cl), phrase or clause as 

units a problem was encountered with lists of attributes. The 

l. Bunt, (1965) defines a T-unit as one main clause expanded 
at ~ny of many different points bf structures that are 
modifiers or complements or substitutes for words in the 
main clause. 



42 

assumption is made that if a child lists attributes then they 

are considered as discrete elements. So for instance Richard's 

sentence: 

I think it is better than the other because it is long, 

interesting, accurate, exciting and well-worked out. 

( Richard W3) 

could be said to contain five distinct propositions about why 

"it is better than the other. 11 So several propositions may be 

contained in one sentence or one proposition may be developed 

over more than one sentence consider Monica's remark: 

Miss Jones (the teacher-Liberarian> liked it. Lots of 

people who read it liked it and that made me pretty proud. 

{Monica, W2) 

How is the point Monica makes in the first sentence different 

from that made in the second sentence? The difference is the 

story's audience. Yet it seems the substantial point Monica 

wishes to make concerns her pride. The first sentence leads 

into this point so it is argued that both sentences relate to a 

single proposition about why Monica regards her story 'The 

Runaway Fairy' as good. 

Sometimes sentences will not function as evaluative 

propositions and may set the stage for a comment or perhpas 

re-state the question: Consider 

I used to read adventures and mysteries all the time. Now 

I've changed just as long as they're interesting. (Angie 

RS) 

The evaluative proposition concerns the stories being 

interestingand is contained in the second sentence. 
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It's better than the others. I'm going to start doing more 

writing than pictures •... (Cameron W4) 

In cases such as these the words which place the comment in 

context are considered to be attached to the trait which 

follows them. 

To circumvent the difficulties associated with the syntactic 

separation of propositions it was decided to adopt an 

interpretation based on the principles detailed earlier. The 

classification process then was to separate the responses for 

each question (identifying the context, 1 best story' and so 

on), mark off those portions of the response representing 

discrete propositions (traits) and record the traits in the 

order in which they occurred in the response. All these 

comments and their classif.ications are contained in Appendix A. 

Where some explanation or amplification was deemed necessary 

this was made adjacent to the relevant passage. 

As classification proceeded each additional trait served as a 

model for subsequent classifications so that delineation of all 

traits was achieved after all comments had been examined. 

This meant that the process of definition of traits was 

deductive and cumulative, conducted by determining whether 

successive propositions resembled previous ones and could hence 

be classified as the same trait. 

Table 3 gives a list of the traits identified and their 

corresponding symbols. The manner of grouping the traits in 

the table is discussed in Chapter three. 
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Table 3 - List of T.rai ts, T.rai t Groups and 
COrresponding Symbols 

Hew Is It :cone? What Is It Like? 

l?rcx::esses Qualities 

Strategies Tactics Generalized Specific 

A B C D 

Finished FIN Characterization al Action AC? Specific SPEC 
Incident 

Planning/ PL Dialogue DIA Adventurous MN T~ic or 
structure Character 

Appeal 

Length L Illustration IL credible CRE 

Nmber of Cc:mpel.ling CCMPEr., 
Characters N.CH COnplexity CCM Synopsis, Er; 

Rhyme RHY Descriptive DES Quotation 
or ~le 
Given 

Use of Literary LIT Em:itional EM) 

Convention CON Appeal 

Use of Exciting ~ 
Structural ST. Fiction/ FAN 
convention CON Fantasy 

Toaginative ~ 

Infolltla.tive IN!? 

Interesting INr 

Logical r.ro 

Novel or NOV 
Un::onventianal 

Peer/Audience FOP 
Pcpularity or 
Ai;:proval 

Provocative PEOV' 

Resolved RES 

Serial SER 

Style STY 

Suspense sos 
Unique CJNIQ 
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Three distinct sorts of traits can be identified using the 

porcess described. First there are those traits which adopt 

the same or very similar terms as used by the children. Such 

traits are: 

Action 

Adventurous (the word 'adventure' is also used by the 

children) 

Descriptive (the word 'descriptive' is used by the 

children) 

Dialogue 

Exciting 

Finished 

Illustrations (the words 'picture' or 1 drawing 1 are used by 

the children) 

Imaginative (the word 'imagination• is used by the 

children> 

Interesting 

Length 

Logical 

Number of character (the children refer to 'a lot' or 'lots 

of' characters) 

Rhyme 

Serial 

Unique 

The remaining traits then have descriptions less dependent on 

the children's terminology. 

The second group of traits are those where the trait title 

provides an abbreviated version of the children's propositions. 

So one or two words are used to encapsulate the issue. The 
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principle employed here for naming traits is to provide a title 

synonymous or nearly so with the child's description, so that 

these descriptions may be regarded as belonging to the same 

genus in the manner of a Thesaurus. For example when Ben (R3 ) .. ; 

mentioned 11 
••• biting your finger nails" this was classified as 

Suspense. 

Traits in this group are: 

Characterization Informative 

Compelling Novel or Unconventional 

Complexity Provocative 

Credible Resolved 

Emotional Appeal Style 

Fiction/ Suspense 

Fantasy Vocabulary 

These first two trait groups focus upon propositions which 

might be said to address single issues, the third group of 

traits concerns propositions which may cover a variety of forms 

but which nevertheless are considered to focus on the same 

issue. The principle for naming the second group of traits was 

synonomy or near synonomy. This also applies to the third 

group except here the title refers to a group of propositions. 

So for example when children provide a synopsis or give 

instances of a story these are of the same general type of 

response but the exact nature of each will differ. In each 

case the evaluative proposition is that an example is 

considered appropriate. So the third group of traits 

represents summaries of several forms which nevertheless 

represent a single evaluative proposition. Such traits are: 
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Example, Synopsis or Quotation 

Literary convention 

Planning /Structure 

Popularity or Approval 

Specific Incident, Topic or Character Appeal 

Structural Convention. 

These three groups of traits concern the way in which the 

traits are classified each with successive groups moving 

further from the children's own terminology. Of course there 

are many other ways the traits may have been grouped, using for 

example conventional literary issues such as plot, style, 

characterization and so on or they may have been grouped 

according to the frequency of use. Other methods of grouping 

the traits will be discussed towards the conclusion of this 

chapter. For the present the examination of the traits will 

proceed according to the th:ree groups described. The 

examination of the traits focuses upon the content of these 

propositions as distinct from the form in which the 

propositions are advanced. Although some remarks on form do 

accompany the discussion of some traits, a fuller discussion of 

the form of the responses is given in Chapter three. 

2.4 Trait Definitions 

The traits are defined in the order of groups previously 

detailed. The first group of traits adopts the children's 

terminology (or very nearly) so the definition is in most cases 
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'as it is applied by the children'. That is, I have not 

attempted to apply a definition of the trait in terms of an 

elaborated meaning. The trait Action for instance is · 

recorded when children use that word. In cases where the trai:,t 

terminology differs from the exact word or words used by the 

children the connection will be explained. So for most cases 

in this group examples of the children's comments serve as the 

definitions. For each trait an example is given for each child 

who has been recorded as using that trait. Code numbers with 

the child's name locate the comment in Appendix A. 

Action 

In each case the word 'action' was used . 

•.. and lots of action ••. (Richard, W2) 

A lot of action. (Ben, R3) 

•.. and its also got a bit of action in it. (Ben, W2) 

Oh, put a lot of action into it. (Ben, WlO) 

Adventurous 

Words used were 'adventurous', 'adventures' and 'adventure 

stories'. 

Its adventurous. (Luke, Rl) 

the way the story is wrote to be adventurous. 

(Melissa, R2). 

(the underlined portion is classified as the trait Adventurous, 

the previous portion is classfied as Style.) 

I like .•• and adventure stories. (Nicky, W7) 

••. and I think of those type of things (adventures, etc, 

etc) most. (Luke Wl) 

It is argued that in each case the notion of 1 adventure' is 

central to the evaluation. 
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Finished 

The word 'fin1shed' is used in each case. 

Its the only story I've finished. <luke, W4) 

Its the first good one I've finished because I gave up all' 

the others. (Angie, WS) 

Note that Angie's remark about giving up serves to emphasize 

the importance of finishing. 

Descriptive 

Richard and Cameron only used this trait. 

I like them to have •.. and lots of description. (Richard, 

W2) 

Richard gave this as part of a list C?ntaining 'history', 

'action' and 'good characters', so its integrity is preserved. 

{It's) a good description. (Cameron, W6) 

Cameron's remark is in the context of 'good words'. His remark 

on a 'good description' seems then to include 'good words 1 as a 

characteristic. 

Dialogue 

Angie was the only one to refer to dialogue. There were no 

other references in other forms such as 'what characters said' 

or 'the characters talked.' 

I always use dialogue. (Angie, W6) 

Exciting 

Actual words used were 'exciting', excitement' and 

'excitingly. 1 

•.• they're a lot more exciting ..• (Ben, Wl) 

I like it because it's exciting in some parts. (Camille R2) 
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They're quite good, exciting. (Camille, Wl) 

I like it because its long, yet interesting, exciting. 

(Angie W3) (only the underlined portion is the trait EXC) 

The excitement and .... (Richard, Rl) 

Oh the interest and excitement. (Richard, Wl) 

Something that finishes off the story excitingly. (Richard, 

W7) 

Illustrations 

Actual words used were 'drawings', 'pictures', 'illustrated' 

and 'illustrations'. 

I like the pictures and the drawings. <Melissa, R2) 

•.. as long as they've got lots of pictures ••. (Cameron, Rl) 

I liked the way it was illustrated .. {Monica, Rl) 

I liked the illustrations. (Monica, R2) 

In the following response from Melissa the reference to 

illustrations is inferred. She was- pointing to the 

illustrations on her story . 

•.. and the way we did it, it looked real •.. (Melissa, W4) 

Imagination 

Two distinct forms cas an adjective and noun) are evident. 

Imaginative descriptions, •.• (Richard, W4) 

Wel1 in 'Wildfire' you have to use your imagination. 

<Andrea, Rl) 

Clearly the role of the imagination is central to both comments 

though Richard's applies to writing descritpions and Andrea's 

to reading them. 
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Interesting 

In each case the word 1 interesting 1 was used. The use of the 

term was generally an assertion, as if 1 interesting' was an 

obvious quality or attribute of a piece of prose in the way 

that say length or presence of dialogue is evident. Really 

Angie was the only one to make explicit h£! the work was 

interesting, though Melissa does give an example of something 

which is~ intere5ting.~ Camille (WS), Melissa (W2) and. 

Nicky (W3) each used the expression 11 and its interesting.n to 

conclude sentences. Other assertions were: 

It 1 s interesting sometimes. (Camille, Rl) 

It was interesting. (Monica, R3) 

They•re quite interesting. (Cameron, RS) 

Melissa (W6) gives an example of a story and adds 

and that's not very interesting. 

Angie CW6) links 'interesting with 'dialogue': 

I always have dialogue. It makes it more interesting. 

and also CW9) to description detail: 

•.• but it is interesting in other areas, for example tell 

the characters, surroundings and other vital information. 

Length 

There were a variety of ways of referring to the length of a 

story but in each case it was clear that quantity was the 

primary concern. 

They ' re got a lot of pages • { Ben , W4) 

I get up to eight pages. (Ben, Wl0> 

Its that thick! (Cameron, R4) 

You can write more about it. (Cameron, W7) 

••• other ones are quite short. (Camille, W2) 

Its longer, ... (Angie, WS) 
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Logical 

Angie is the only one to use this trait. 

They 1 re very logical really. (Angie, R4J 

Number of Characters 

There are three references only. 

There's a lot of different characters from Disneyland. 

(Melissa, R3) 

I think its good. I made up lots of characters. (Melissa, 

W2) 

It had a lot of characters. I liked that. (Angie, W6) 

Rhyme 

There are two references only. 

'The Sun' is good because we made lots of things to rhyme 

with it. (Melissa, W4) 

I like to write poetry because it rhymes. (Nicky,· W3) 

Serial 

Luke is the only one to use this trait. 

It continues, you know, a serial. (Luke, Rl) 

Onigue 

Andrea is the only person accorded this trait. 

Because when you do write about facts someone's already 

written about it, but when you write about it yourself you 

can feel its unique and no one else has ever written it. 

(Andrea, W2) 

The second group' of traits used titles synonymous or nearly so 
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with the children's descriptions. Many of the comments in the 

first group provided one word which characterized the central 

proposition in the comment. This is not necessarily the case 

with this group of traits. 

Characterization 

In each case the concern is for providing details about the 

characters or how they were developed . 

•.• What to do about animals and people. (Camille, W6) 

All the characters had a different personality. 

You can tell what personality the characters had. (Angie, 

W6) 

•.. and good characters, people you can expand on. (Richard, 

W2) 

•.. likeable characters. (Richard, W4) 

I think if you can tell who the fellow is and what he's 

doing. (Richard, W6l 

Compelling 

In each case the proposition is that the story is written in 

such a way as to encourage the reader to keep reading. This 

trait is distinguished from suspense, which is compelling by 

virtue of anticipating the unknown. In the following cases the 

reason for continuing to read is non-specific . 

•.. and looking forward to what comes next. (Ben, W7) 

I like love stories because 

••• the one's that I read never get boring. (Angie, R2) 

I've read lots of good ones. They don't get boring. (Angie, 

R3) 
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Complexity 

This trait is attributed only to Angie. 

There's a story in it, its not just nothing. 

They're full of not just one story. <Angie, R3) 

It is argued that the assertions "it's not just nothing" and 

being nfull of not just one story" are primarily concerned with 

complexity in the plot. 

Credible 

The concern for stories being 'true', 'accurate', sensible or 

believable is summarized as a central concern with the 

credibility of the content, either because it is true or 

feasible. All comments classified CRE are listed. 

It made a lot of sense. (Ben, W6) 

Some are impossible, but always based on something. (Luke, 

R4) 

••. realistic ones (characters), ones who would have been 

real. (Richard, W2) 

I think it is better than the other because it is long, 

interesting, accurate, exciting and well-worked out. 

(Richard, W3) 

It is evident from other discussions with Richard that by 

'accurate' he means 'historically accurate.' Perhaps this 

could be a separate trait, though this is the only example. 

~because its true. <Ben, WS} 

I think its good because it's not a make believe one. 

{Camille, W4) 

Try to make it a bit true, something you could believe. 

(Ben, WlO) 
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Emotional Appeal 

Five out of the six children in each age group gave responses 

recorded as Emotional appeal. The trait. concerns the feelings. 

The children made reference to a range of emotions but 'funny'.; 

'happy' and 'sad 1 were most prominent, especially for the 8 

year olds. Nicky's (Wll) comment serves to assert this view: 

Well sometimes a sad ending and it makes you cry and 

sometimes happy endings and it makes you happy. Some 

stories can teach people lessons like the one I've just 

done. 

Others covering these qualities include: 

••• and a few funny bits in them. (Ben, W4l 

There are some funny bits in the story and sometimes, 

sometime some sad things can happen and some happy things, 

<Camille, R2) 

Starting off normal. Well like any other story, some are 

· happy, some are sad. (Daniel, W4) 

Lots of funny things happen and good things. (Melissa, Wl) 

••. and it was funny. (Monica, R2} 

A good ending can be happy or sad. (Angie, Wll) 

They're funny. {Luke, R4) 

Several children made reference to qualities other than 

'funny 1
, 'happy' or 'sad' but these were still considered to be 

principally concerned with feelings. 

It's so boring. (Andrea, W2) 

It could never come true, but I wish it could. (Andrea, WS) 

I like it, some parts are funny, other parts are a bit 

mischief. (Camille, W3) 
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Fiction/Fantasv 

All these responses refer to the fictional nature of the 

conten-t • 

.•• and you can tell a lot of fairy tales in it. (Ben, Wl) 

Well in 1 Wildfire 1 you have to use your imagination to 

picture happenings/that you know won't come real. (Andrea, 

Rl) 

... because you can't make it up out of your own mind. 

(Andrea, WS) 

Note that Andrea is offering this as-criticism of essay topics 

with a factual emphasis . 

... any sort of fiction, like the books that I read, that's 

what I use as a base. (Andrea, WS) 

..• they're not true. (Luke, RS> 

Compare this with Ben's CWS) comment or Camille's (W4) comment. 

These serve to emphasise the distinction between the traits 

Credible and Fiction/Fantasy. 

Informative 

In these responses the central concern is with information 

contained in the text or illustrations. 

I like looking at how to draw the pictures about fighting. 

(Cameron, Rll 

I've got 16 encyclopaedias because they tell you lots of 

stories. (Cameron, R4) 

It's got lots of good things in it, lots of information. 

(Daniel, Rl) 

I found out things. (Monica, R3} 

I like the way they explain things like how there's Jupiter 

that drives the sun chariot and there's the sun. {Angie, 

R4) 
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I think it's superior because I include lots of 

information. {Andrea, W3) 

Novel or CJnconve.ntional 

In these responses there is an emphasis on difference and 

change. Fiction isn't noted as a condition for novelty. The 

central proposition is that the stories are better for being 

novel or unconventional. 

I like unreal Cl> things that I've never seen before. (Ben, 

R2) 

I haven't usually written about animals so its a good 

change to write, ah read, about them. (Camille, Rl) 

You•ve been writing about people for a while so its a good 

change to write about animals. (Camille, WSl 

Definitely not living happily ever after. (Andrea, W9l 

.•. and you wouldn't know the brains would come down to 

earth somehow. (This was preceded by a description of the 

story. Luke, W3) 

.•. and it has a difference. (Narelle, W2. She goes on to 

explain the novelty of the plot.) 

Provocative 

This is not in the sense of provoking anger or rage, but rather 

'thought - provoking.' All these responses were for Writing 

and in each case the concern is with the reader's response to 

i. This response resembles those classified as 
Fiction/Fantasy, however it ·is evident from Ben's use of 
'unreal' in other (unrecorded) contexts that his meaning is 
closer to •astounding' than say 'fictional', so it is 
asserted that is major concern here is with events beyond 
his experience. 
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cause the reader to ponder possibilities. To some extent the 

traits Provocative, Compelling and Suspense have common 

characteristics. Each is concerned with the reader's reaction, 

to the story. The responses for Provocative focus upon the 

reader's thoughts upon completion of the story. Responses for 

suspense and Compelling focus upon the reader's reactions 

during the story. Suspense responses focus upon the effect of 

making the reader anticipate the unknown. Compelling responses 

are less specific and simply direct attention to sustaining 

interest, but not necessarily with suspense. 

Some stories can teach people like the one I 1 ve just done. 

(Nicky, Wll) 

Some stories sound good with an ending that gets you 

thinking what will happen next. (Andrea, W9) 

I sort of like endings that lead you onto something else. 

<Narelle, W7) 

Resolved 

These responses focus upon a solution. In each case they 

concern Writing with particular reference to plot. 

Well if its war the side that you want to win, wins or if 

you were lost in a sub(marine) and it comes up to shore and 

they find you were still alive. (Cameron, Wl0) 

••. and it turned out O.K. (Angie, W6) 

A good ending is one that doesn't leave you hanging in 

mid-air. {Andrea, W8} (1) 

1. Compare this with Andrea's W9 eomment discussed under the 
trait 'Provocative 1

• 
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Eight of the twelve children gave responses classified as 

Style. Some references made direct reference to the word 

'style.' In other cases phrases and expressions such as 'how I 

put it 1
, 'tear-jerker', 'a way with words' and the •way' are 

inferred to concern 'style', being the author's distinctive 

expression • 

..• but I like a lot of different styles at different times. 

(Angie, Rl) 

I just found out my own writing style. My own ideas for 

once. {Narelle, Wl) 

The style is just different from other authors. <Richard, 

Rl) 

Oh instead of writing it in a long way, trying to fit in a 

short way of writing it. (Ben, R3) 

I like •.. the way the story is wrote. CM<elissa, R2) 

It's Ca) really good story the way they describe it. 

(Monica, R4) 

Monica 1 s use of the word 'describe' is not classified as the 

trait Description. Her emphasis seems to be on 'the way' 

rather than the content of the description. Hence it is 

asserted that her principal concern is with style. 

They have a way with words. (Angie, R3) 

I like how I put it in some pieces. (Cameron, W6) 

It wasn't a tear-jerker or anything. <Angie, W6} 

When the writer comes on softly at the beginning makes a 

good beginning. (Andrea, W7) 
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Susoense 

Andrea is the only one to use the word 'suspense'. Ben and 

Melissa actually make reference to excitement however it is 

inferred that their elaboration in terms of 'biting finger 

nails' and not knowing 'what's going to happen' is indicative 

of suspense. 

In 'Nancy Drew' the suspense keeps you reading. (Andrea, 

R2) 

Oh lots of excitement., you know biting your finger nails. 

(Ben, R3) 

••• but the other one says 'until' and sounds exciting 

because you don't know what's going to happen. (Melissa, 

W6) 

Vocabulary 

Two concerns emerge here. First is the notion of 'good' words • 

... and a lot of good words. (Ben, W4) 

Lots of different sorts of words. (Ben, R3) 

I got some good words in there •.. there's a whole page of 

good ones. (Cameron, W6) 

Second there is a concern with comprehension. 

It's good to know lots of words, so you can read it all 

through without stopping. {Daniel, W2) 

You can understand most of the language they use. (Angie, 

R3) 

The third group of traits still concerns single issues, but 

these may be defined differently from the first two groups of 

traits. In this group the propositions are of the same general 

type but by virtue of their generalized nature will admit a 

wider variety of forms that the first two groups of traits. 
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Synoosis, Quotation or Examole Given 

This trait was used universally by the group. In each case the 

child considered this form of elaboration appropriate to their 

evaluation. Daniel and Nicky were the only children to offer .· 

this trait alone as one response (See Daniel, Wl and Nicky, 

WS). Responses include all three forms: example, synopsis and 

quotation, though examples <making reference to part of a 

story) are most prevalent. Examples may be reasona-bly 

specific: 

It's gotta start like. 'I was sleeping and I heard some 

howling down the road.' (Ben, Wll) 

If you start off a war you should say, 1 0ne day someone 

stole something from another country and a big war 

started.' {Cameron, W8) 

I like the one where the door opened and the eye came out. 

(Luke, W4) 

Some examples are less specific. 

It was sort of like the Enid Blyton mysteries, cos I've 

read a lot of them. (Angie, W6) 

Note the word 'like' is often used as a marker for example: 

I prefer something that could never, ever be true/like 

something so good it could never happen to a person. 

(Andrea, W2) 

The first part of Andrea's comment is classified as 

Fiction/Fantasy. 

Some children provided a snyopsis of a story: 

•.• like in ~A Wrinkle in Time' and the same in 1 The Flame 

Takers'. They're both about families. The two girls in 

both have special things to fight with like a poem or her 

faults. (Nicky, R3) 
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Oh 'Graffitti', its a story about two boys who get up in 

the middle of the night and get up to mischief. They get 

caught while they're doing it by a policeman. (Nicky, WS) 

It was about a group of children who were on BMX's and they 

were fighting with the cops. People stacked and the 

policemen crashed and stuff like that. (Luke, W2) 

Ben (Wlla>, Cameron (W8), Daniel (Wl) and Melissa CW6) each 

include some quotation (actual or exemplary> in their examples. 

Ose of Literary Convention 

The two instances of this trait both occur in the context of 

examples, however because they represent a conventional 

beginning and ending they are preserved as separate traits. 

You might say, Once upon a time there lived a very happy 

family until ..• (Melissa, W6) 

The words actually classified are underlined. 

They all lived hapoily ever after. They found a home to 

live in. All sorts of happy things. (Camille, W8) 

Camille is not referring to an actual story, but giving her 

idea of a 'good story ending.' 

Planning/Structure 

This trait was used by all children, for Writing only. The 

principal concern here is how one sets about writing a story. 

Two types of comment emerge. The first is concerned with the 

need to plan, rather than giving details of the actual process. 

The second type of comment gives some of these details. 

Comments on the need to plan or prerequisites for planning: 



63 

Oh a lot of thinking and you've just got to think it up 

before you wrlte it. {Ben, W9) 

You have to think before you write it. (Melissa, WS) 

I wrote that while I was in that sort of mood but the next.

time I came up I thought what a stupid story, so I just 

screwed it up. (Angie, W7) 

Let's say you ·can 1 t think of anything to write you can 

write a short· one and if you really want to work you can 

write a long one. (Nicky, W2) 

I think confidence and effort as well as a free choice of 

topic make a good story. (Andrea, W6) 

I find it hard to write about facts unless it's in a 

project. {Luke, Wl) 

I was sick of copying other people's and wanted to try my 

own and see how it came out. (Narelle, Wl) 

Whilst some of these comments contain some indication of how to 

plan others were more specific: 

It's better than the others. I'm going to start doing more 

writing than pictures, a lot more detail than I usually 

have in the writing, and not so much in the pictures. 

(Cameron, W4) 

..• and I like some words, about seven or eight sentences on 

a page. {Daniel, W3) 

A sound background, good knowledge. Ronald Welch spends at 

least a year researching his novels. (Richard, W4) 

Writing about a set serious topic on a set date. (Andrea, 

W3) 

I like them when they introduce the person/not do all their 

background, just a little bit so you don't get lost at the 

start. 
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Pooularity or Approval Peer/Audience 

The evaluative proposition here concerns the audience reaction 

to the work. Two types of comments emerge. The first is 

concerned with the extent of the audience and the second with 

approval. 

The whole class has just about read it now. (Narelle, R4) 

..• and everybody's reading it. (Ben, W7) 

I like it because lots of people when they read it then it 

became popular. (Melissa, W3) 

Lots of girls in our class have read them. (Andrea, R3) 

~or 

. ' ~ , 

The following comments focus mo.re on the appeal of the work. l3) 

Miss Jones (the teacher-librarian) liked it, lots of people 1r 

who read it liked it and that made me pretty proud. 

(Monica, W2) 

Everyone who read it liked it. (Angie, W4) 

Topics should be interesting so people read them. (Nicky, 

Wl) 

It has to interest the reader. (Nicky, W6) 

You feel like making the reader feel like that. (Andrea, 

WS) cy, 

I wrote a few good ones last year. I remember I was very 

proud of them. I got an A plus for a few of them and 

that's what made me happy. (_Angie, W4) 

Specific Incident, Topic or Character Appeal 

This trait was cited by all children. This trait may be 

distinguished from synopsis, Quotation or Example Given by 

asserting that comments for this trait are not given as 

examples of what is considered good but are assertions of worth 

in their own 

:::-d, 
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right. An example generally follows the assertion of what is 

worthwhile. For this trait the presence of a particular 

incident, topic or character in the story is sufficient to 

confer worth. 

I like reading about car crashes and creatures from 

outer-space. (Ben, Rl) 

Note the use of the word 'like' in both this trait and EG. For 

SPEC 'like' is generally used in the sense of 'find agreeable', 

whereas for EG the predominant meaning is 'similar to'. 

I like Kangaroos. (Cameron, R3) 

I like it because the cow talks in the poem ..• (Camille, R3) 

I play soccer. It shows you what positions, it's got four 

games and 'Draw a Picture' and it shows the moves. It 

shows all the /Scceroos team. (Daniel, R2) 

Mickey Mouse is my favourite Disneyland character. 

(Melissa, R3) 

I like the story·, especially where Pottle Pig goes to 

school. (Monica, RS} 

Right now I like love stories. (Angie, Rl) 

I like the one where .•. because it sounds revolting. {Nicky, 

W4) 

I like them to have some sort of base in history. (Richard, 

W2) 

They're like 'Star Wars.' (Luke, R2) 

I've always wanted to own a horse. I like mysteries. 

(Narelle, RJ > 

I just liked the idea of people reversing their jobs. CI) 

liked the way the family changed around. (Narelle, W3) 
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Use of Structural Convention 

These responses are closely linked with those classified as 

Planning/Structure. Both concern decisions made by the writer. 

This group may be distinguished from the Planning/Structure 

comments in that these are offered as rules or conventions 

which provide a basis for planning. The use of such markers as 

'you've got to ••• 1 , 'you should-... ', 'I think •... ', 'It has 

to ••. 1 , and 'you need •.• ' provides the basis for the assertion 

that these are seen as structural conventions. In each case 

the focus is upon the structure the work should assume. 

Oh, at the beginning you've got to have it at the start and 

not half way as the start. (Ben, Wll) 

If you start off a war you should say ••• (Cameron, W8) 

I think the best stories have ..• an interesting lead up 

and are really good when the climax comes. <Angie, W8) 

.It has to be a good ending. (Nicky, W7) 

I think if you can tell who the fellow is and what he's 

doing/and make way for the middle which will have the main 

story. (Richard, W6) 

Something that sets the stage for the story. I think the 

most important part of the story are Csic> the first 

paragraphs. {Richard, WS) 

You need a good ending and a good beginning and proper 

sequencing throughout. (Narelle, WS> 
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2.5 Review of Classification 

Earlier in the chapter the question was posed: What sort of 

meanings will these children attach to the evaluation of theiz:· 

literary experiences? One intention of the study was to 

determine whether a methodology could be derived from the 

children's responses to help clarify those meanings. Thus far 

it is argued that the children's responses are sufficiently 

clearly articulated to enable them to be regarded and thence 

classified as a set of propositions about literature and their 

response to it. It was argued that these propositions could be 

defined acording to three principles. First maintain 

individuality by identifying subtleties in meaning. Second 

identify the criteria for describing each proposition and third 

consider that the meaning attached to propositions give equal 

scope to the cognitive and affective, the subjective and 

objective. 

The application of the first of these principles is best 

demonstrated by the use of synonomy or near synonomy in naming 

traits. It would be possible to combine certain of the 

classified traits into larger groups with more generalized 

headings. Consider the traits Exciting, Interesting, Action, 

Adventurous, Compelling, Suspense and Emotional Appeal, perhaps 

they could all have been defined a~ Emotional Appeal or 

Subjective Response but to do so would have eliminated the 

variety of. ways in which children describe their response, 

nevertheless using the principle of synonomy or near synonomy 

it is evident that within this variety of response children do 

share certain propositions about the worth of literature. 



The application of the second principle is greatly assisted by 

the core of common terminology used by the children. So it is 

clear that all of the traits in the first group (14 out of the 

total of 34 traits) and many in the second group are formed 

around similar words or expressions. There is however an 

enormously important qualification to be made here and that is 

that though words and expressions are held in common unless 

each child gives a thorough definition of these one cannot 

ascertain the exact meaning which each child holds. This may 

be more important for some traits than others. Consider the 

trait Credible. The assumption that making •sense', being 

'based on something', being 'accurate,' being 'true' or being 

believable mean much the same thing to each child is perhaps 

somewhat unwarranted. Each child might indeed distinguish 

among all of these. However it is unlikely exact meaning will 

be determined in every case so it is argued that whatever the 

precise meaning a child attaches to the terminology there is 

within the one trait a similarity in concern. So for example 

when cnildren refer to length of a story as a quality of worth, 

each no doubt has a different length in mind but it is the 

concern with length which is shared. Similarly it is the 

concern with stories being 'interesting 1 or 1 exciting 1 which is 

shared rather than the notion of what actually is of interest 

or is exciting. 

It was asserted that the third principle must underlie these 

first two. The application of this principle preserves, for 

instance, the integrity of traits such as Dialogue. Ose of 

Literary Convention, Compelling, Provocative and Suspense which 

are mentioned by few children. With the exception of Dialogue 



the naming of these traits did not derive from actual terms 

used by the children, so a ready definition of· the term- by its 

application was not the case. To preserve distinctions then, 

for example between Compelling and Suspense, it was necessary 

to set forth the criteria upon which definition rests. In this 

way there is an attempt to preserve the distinction between 

feelings concerned for example with 'biting finger-nails_' and 

'looking forward to what comes next.' 

The application of a system of classification to the children's 

responses however ought not to confound the view that each 

child's expression of a proposition is of worth. There is no 

implication that the most prevalent propositions are more 

powerful than those less prevalent. Indeed it is argued that 

it is worthwhile to develop systems of classification which 

preserve as much as possible the individual nature of the 

child's response ta literature based on the proposition that 

comprehensive understanding is partially dependent upon 

comprehensive description, whilst accepting that the process of 

observing and describing is both selective and subjective. 

It is possible to take the traits already defined and group 

them in other ways. As suggested earlier a number of traits 

might be grouped according to the dominance of subjective or 

objective response. So for example Completion, Length, 

Dialogue, Illustration, Fiction/Fantasy, Serial or Example may 

rest largely on an objective response. Similarly the traits 

Complexity, Credible, Logical, Novel or Unconventional and 

Unpredictable may be argued to be concerned with the nature of 

the plot whereas Compelling, Interesting, Exciting, Suspense 
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might have a central concern with style. The objective of the 

system of classification however was not to fit responses into 

predetermined categories. In Chapter three the question of 

grouping the traits is further explored. Table 3 listed the 

traits previously defined, but not in their previously 

discussed groups. This new grouping is discussed in Chapter 

three. This chapter has attempted to identify and define the 

children 1 s e~aluative propositions and this is presented as a 

list of traits. Osing this classification as a basis it is 

possible to compare and contrast responses. This can be done 

according to the children's age whether they are discussing 

their reading or writing and also to distinguish between the 

content of their propositions and the manner in which they 

advance them. 
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CHAPTER 3 ANALYSIS OF EVALUATIVE COMMENTS 

This section also focuses on the children's responses to 

questions in interviews about reading and writing. In these 

interviews children were asked to make evaluative comments on 

literature read or written by them. Henceforth Reading and 

Writing (with first letters capitalized) refer to their 

treatment in these interviews. Their responses are compared 

and contrasted by age and mode (Reading and Writing) and a 

distinction is drawn between the form of the response and the 

content of the response. The discussion of form considers the 

manner in which the children discuss Reading and Writing. The 

discussion of content considers the 'traits' as propositions 

about Reading and Writing and groups of traits as major 

concerns and seeks to identify prominent .and common concerns. 

3.1 Oniversals 

The manner in which the children's comments were classified as 

traits has been discussed in the previous chapter. Some 

features emerge as universal to 8 year olds and 11 year olds 

for both Reading and Writing. First the traits can be seen as 

falling into two groups each reflecting a different way of 

considering literature. These have been designated. What is it 

like? and How is it done? (See Table 3) Traits which are 

included in the What is it like? group reflect a concern with 
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the qualities of the literature which rely on a personal 

response. By contrast traits included in the 'How is it done?' 

group reflect a concern with the author's process. For certain 

responses the distinction may be ambiguous. Some of the 8 yeaf. 

old's concern with the length of stories presented difficulties 

in deciding whether length was regarded as a way in which a 

favourable effect had been achieved (say in the sense of 

allowing for a complicated story or sustained suspense) or 

whether it was regarded as a quality in the same way that a 

story can be interesting. Consider as examples Melissa's 

statement: 

I think it's good. I made up lots of characters. That's 

the longest story I've wrote and it's interesting. 

(Melissa, W2> 

or Camille's: 

I think 1 The Kangaroo' is the best one. It's the longest 

one too. It's got a lot of pages in it and some of them are 

very exciting. I like the story because the other ones are 

quite short. (Camille, W2) 

A similar problem exists with the 8 year old's comments on 

illustrations. Monica's comment 'I Like the illustrations and 

it was funny.' for example leaves open the question as to 

whether the illustrations are valued for their contribution to 

a total 1 funny 1 effect or whether they are appreciated as a 

separate quality. 

Daniel's comment on the 'Aussie Rules Football Book' and the 

'Socceroos Book' has a similar ambiguity. 
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It's got lots of good things in it. Lots of information, 

scores, got all the players pictures. I play soccer. It 

(the Socceroos Book) shows you what positions. It's got 

four games and draw a picture and it shows the moves. It 

shows all the Socceroos team. (Daniel, Rl,2) 

He mentions the illustrations twice. In the first instance 

'all the players pictures' it seems he is including this with 

•information. 1 In the second instance he has used the ter~ 

'shows' suggesting he is focussing on what the authors have 

chosen to present. Hence the first mention of illustrations 

would be included in the trait. Specific Incident, Topic or 

Character, Appeal which is his expansion of information and the 

second mention of illustrations is classified as Illustration 

in the trait group Processes - Tactics. 

Within each of the trait groups What is it like? and How is it 

done? two further groups of traits are distinguished. (See 

Table 3). These groups can be determined according to the 

'scale' of concern. For the trait group What is it like? 

(hereinafter termed Qualities) there are those responses which 

are general in nature giving a broad assessment and those 

responses which have a specific reference generally to a 

character on a particular topic. These two trait groups are 

termed Generalized Qualities and Specific Qualities 

(respectively> Angie's and Monica's comments for example are 

classed as Generalized Qualities: 

I think the best stories have an interesting lead up and 

are really good when the climax com.es. Something you don't 

want to stop reading. (Angie, W8) 

It was interesting. I found out things. {Monica, R3) 
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Narelle 1 s and Ben's comments about favourite books are classed 

as Specific Qualities: 

They're so like what I've always wanted to do at school, 

um cause a shambles. In the end she turns out to be a 

goody goody monitor and she tries to stop kids from doing 

what she used to do. (Narelle, R2) 

and 

I've always wanted to awn a horse. (Narelle, R2) 

I like reading about car crashes and creatures from outer 

space. (Ben, Rl> 

This distinction is reflected in the trait groups How is it 

done? (hereinafter termed Process} as traits which refer to 

large scale processes, termed Strategies and traits which refer 

to smaller scale processes, termed Tactics. The following 

comments for example as classed as Processes - Strategies: 

I 1 m going to start doing more writing than pictures, a lot 

more detail than I usually have in the writing and not so 

much detail in the pictures. I'm going to write longer 

stories. (Cameron, W4) 

You need a good ending and a good beginning and pro~er 

sequencing throughout. (Narelle, WS) 

Often comments make more specific reference to the elements of 

the process such as: 

It had a lot of characters. I liked that •.. (Angie, W6) 

'The Sun' is good because we made lots of things to rhyme 

with it and the way we did it (she means the illustration) 

it looked real. (Melissa, W4) 

These are examples of responses classified Process-Tactics. 
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Responses then for all the children can be described as 

representing two main concerns What is it like? (Qualities) and 

How is it done? (Process) and within each of these groups two 

sub-groups are distinguished reflecting generalized remarks an~ 

more specific remarks (See Table 3). All children for Reading 

and Writing gave responses classed as Generalized Qualities and 

Specific Qualities. Process traits for Reading we.re almost 

exclusively mentioned by 8 year olds but all children gave 

responses classed as Process traits for Writing. Table 4 below 

gives a summary of the number of children responding for each 

trait group. 

Table 4 - Number of Children Responding 

for Each Trait Group 

8 year old 

11 year old 

A 

l 

Reading 

B 

4 

l 

C 

6 

6 

D 

6 

6 

A 

6 

6 

Writing 

B 

5 

4 

C 

6 

6 

D 

5 

6 

Especially for Writing then, there is evidence that the 

children discussed their literature both in terms of the 

qualities they feel they have attained and the means by which 

they have achieved this. The references to Process are often 
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not comprehensive (and this will be discussed later) but these 

children appear conscious of the nexus between the qualities 

they ascribed to their works and their actions to achieve this. 

This connection is probed in Chapter four. It is clear from 

Table 4 that the same connection does not appear for Reading 

comments. For Reading the concern seems less with the author's 

process than upon the reader 1 s subjective response. This is 

not to say that the children are not capable of discussing the 

author's craft but rather that this is not the way they tended 

to discuss their reading. 

3.2 Form of Response - 1 

The classification of children's responses into distinct traits 

and broader areas of concern suggests the 8 year olds and 11 

year olds are addressing similar issues at a broad level, how 

then does the way in which they address these (self-nominated) 

issues compare? Three ways of examining the form of the 

children 1 s responses are used. The first, based on the Arthur 

Applebee 1 s <1978) work on children's concepts of stories, 

considers some developmental markers for the ways in which 

children evaluate and discuss stories. The second is based on 

the SOLO (Structure of the Observed Learning Outcome) taxonomy 

of Colliss and Biggs (1982) and considers the complexity of 

structure of the children's responses. The third is based on 

the work of Graham Little (1981) and considers the linguistic 

formulation of the responses. 
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Arthur Applebee {1978) has applied a Piagetian mode of analysis 

to children's responses to the spectator role (See Britton, 

1970) as reflected -in ·telling, listening to or reading stories. 

Several aspects of Applebee' s evidence are useful in comparin~-" 

the responses of 8 and 11 year olds. Three are considered: 

evaluation as a class attribute, integration of subjective and 

objective response and literalism. 

As children become aware of their responses to a story, 

they begin to classify them into categories with clearly 

marked attributes. It is these categories which seem to be 

evaluated, rather than the specific detail of the story 

itself. When they describe their subjective response, we 

find children claiming that a book is 'interesting', 

'dreary', or 'just plain funny. 1 Such characteristics seem 

to be attributed directly to the book though in fact they 

are descriptions of the way the book has affected the 

particular reader. The evaluation of a story is often 

closely associated with this description of the subjective 

response, but it is not identical with it. Children do not 

find it repetitive to say, for example, 'Sometimes stories 

are dull and I don't like them' <Laura B, 9 yr llmo> 

Objective responses are similarly treated as belonging to 

classes with relatively clear-cut attributes. The 

selection of attributes sometimes seems 'analytic.' 

focusing on parts of a work such as its 'rhyme' or 

'rhythm', but these are used to define a class {of 'works 

that have rhyme' or 'works that have rhythm') rather than 

as a means of exploring the structure of a particular work. 

Other attributes which children select tend to be 
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situational; content is treated literally rather than as 

embodying a point or message of a wider.generality. 

Stories are enjoyed because they are about 'cowboys' or 

'families' or 'trains,' not because they are bout 'how 

families work' or 'problems of good and evil. 1 

At this level there is little spontaneous attempt to relate 

objective and subjective responses to one another, though 

some children notice that they occur together. <Applebee, 

1978:101) 

A selection of responses far Reading and Writing from 8 and 11 

year olds shows the presence of the types of responses Applebee 

describes. Responses for Reading show the integration of 

subjective and objective response: 

Well in ET it's really sad and in the James Herriot books 

James always gets interesting jobs and I want to be a vet. 

{Nicky, Rl} 

I like it because it's exciting in some parts. There are 

some funny bits in the story and sometimes some sad things 

can happen and some happy things. (Camille, R2) 

Things like escapes in war time make good reading. They're 

exciting. (Richard, R2) 

In the above instances the children have asserted that the 

literature is 1 exciting 1 or 'interesting' and these are in fact 

descriptions of their subjective response yet they raise these 

categories as though they were characteristic of the book. 

He was a baby and he wanted to stay in his mother's paunch. 

I like kangaroos. (Cameron, R3) 

I like it because the cow talks in the poem and some funny 
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bits there like the cow slides down the bannisters. 

<Camille, R3) 

Cameron's and Camille's remarks show literal treatment of the 

content and evaluation by selection of attributes but there do 

not explore the story's structure. 

The 11 year olds also show evidence of literal treatment of 

content and the selection of attributes being used to define a 

class of works rather than as a means of exploring the 

structure. Nicky is explaining her preference for mystery 

books: 

Oh where you get a special thing to fight with like a 

feeling, like in 'A Wrinkle in Time' and the same in 'Flame 

Takers.' They're both about families. The two girls both 

have speoial things to fight with like a poem on her 

faults. (Nicky, R3) 

Siumilarly Angies' comment: 

I like love stories because the ones that I read never get 

boring. <Angie, R2) 

The children's response for writing also show these 

characteristics. Narelle has both subjective and objeotive 

response in her remark: 

The story I am doing at the moment is my best work because 

it shows imagination and it has a difference. (Narelle, W2l 

So does Nicky: 

I like to write poetry because it rhymes and it's 

interesting. 

Commenting on her I best story,' Nicky says: 

On Graff i tti., it's a story about two boys who get up in 



and 

80 

the middle of the night and get up to mischief. They get 

caught while they're doing it by a policeman. (Nicky. WS> 

I like the one where the door opened and the eye came out .. .. 

because it sounds revolting. {Nicky, W4) 

In Nicky 1 s comments the literal treatment of content is also 

evident as is evaluation as a class attribute through her use 

of 'rhymes' and 'interesting' as attributes of the work. 

8 year old comments for Writing show these same 

characteristics: 

I like how I put it in some pieces. I got some good words 

in there. There's a whole page of good ones (he reads}. 

It's a good description. (Cameron, W6) 

I think 'The Kangaroo' is the best one. It's the longest 

one too. It's got a lot of pages in it and some of them 

are very exciting. I like the story because the other ones 

are quite short. (Camille, W2) 

It's a good story because it's true and I thought it Chis 

trip> was great fun. Also I'm going to try and get to the 

end • C Ben , WS ) 

In each case both subjective and objective response is evident. 

A variety of attributes are presented for evaluation: 'good 

words', 'longest one 1 
, 

1 exciting' , 'true.' 

Given that Applebee's study of the response of the child is 

organized around a Piagetian model of development one might 

expect to find comments from some 11 year olds which represent 

a transitional response between the concrete operational 

thought of the pre-adolescent and the formal operational 
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thought of the adolescent. Applebee (1982:108) asserts that in 

adolescence there is a new concern with analyzing the parts of 

the story, and with forming generalizations about its meaning. 

The younger child will order the work into categories based on 

concrete attributes or characteristics whereas the adolescent 

tries to explain the reasons behind those characteristics. 

Angie's~comments for Reading is an example of a transitional 

response. She is discussing her enjoyment of books by L.M. 

Montgomery. 

I've read lots of good ones. They don 1 t get boring. You 

can understanding most of the language they use. There's a 

story in it. It's not just nothing. They have a way with 

words, it just makes them interesting. They're full of not 

just one story. Well there 1 s one character I like best and 

they're full of the whole life of the character, 

interesting parts, not dumb parts. {Angie, R3) 

Angie is clearly concerned with finding reasons for her 

enjoyment of this author. She attempts to separate out 

elements of vocabulary, style, characterization and plot. 

Richard also discusses a favourite author. Sis brief response 

covers fewer elements of structure than Angie's but the concern 

with making generalizations is evident. The author 1 s work is 

treated more as a statement of a point of view. 

I'm interested in history and it's the style of writing and 

the different periods it's set in. The style is just 

different from other authors. {Richard, Rl) 

Transitional responses are also evident in comments for 
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Writing~ Angie discusses one of her favourite stories: 

I thought is was pretty exciting. It had lots of 

characters. I liked that. All the characters had a 

different personality, made it more interesting. There wa? 

a plot and it turned out O.K. It wasn 1 t a tear jerker or 

anything. It was sort of like some of the Enid Blyton 

mysteries because I read quite a lot of. them. I always 

have dialogue. It makes it more interesting. You can tell 

what personality the character has by what they say instead 

of great long descriptions. (Angie, W6) 

Angie combines subjective and objective response but her 

classification of characteristics is clearly concerned with 

finding reasons behind those characteristics. She explores the 

1 interesting 1 and 'exciting' nature of the story through 

mention of plot, characterization, and dialogue. 

In summary responses for all the children for Reading and 

Writing exhibit certain characteristics of form concerning 

evaluation as a class attribute, integration of subjective and 

objective response and literal treatment of content. Some 

comments from 11 year olds Richard and Angie present a 

transition between the responses typical of concrete 

operational mode of thinking and those responses suggesting a 

formal operational (Stage I) mode of thinking. 

3.3 Form of Response - 2 

Applebee's analysis directs attention to particular 
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characteristics which are typically present at certain stages 

of development. This however does not provide a comprehensive 

basis for comparing the complexity of structure of individual 

responses. The work of John Biggs and Kevin Colliss provides a 

critique of orthodox structuralist views of development, 

including the Piagetian view. They make a clear distinction 

between development and learning. Their view is that there are 

endogenous limits to learning but these are not structural one 

in the Piagetian sense. Rather complexity of structrue is a 

measurable feature of a particular response, which is governed 

by general process factors residing in the learner, by 

motivation and by immediate contextual, _task-related factors. 

As distinct from Piagetian stages they have revised a taxonomy 

of levels of learning quality. Their overall term for 'the 

Structure of the Observed Learning Outcome' is SOLO and their 

levels of pre-structural, uni-structural, multi-structural, 

relational and operational are isomorphic to, but logically 

distinct from, the Piagetian stages of pre-operational early 

concrete, middle concrete, concrete generalization and formal 

operational, respectively. {Biggs and Colliss, 1982:31) Table 

5 shows a summary of their taxonomy. The organization of the 

model is as follows: 

At the extreme left is given the developmental base stage, 

whichmoypossibly set the upper limit to a SOLO level, 

together with the age levels at which they stage usually 

occurs. Next follows the name they have given to the SOLO 

level of the response that is isomorphic to, but not 

identical with, its corresponding developmental stage. The 

columns marked 1 through 3 describe certain crucial 

characteritics of each SOLO level in terms of the 
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dimensions of capacity, relating operation, and consistency 

and closure. Column 4 giv""es the di~grammatic 

representation of response structure. 

1. Capacity. This refers to the amount of working memory 

or attention span, that the different levels of SOLO 

require. 

2. Relating operation. This refers to the way in which 

the cue and the response interrelate. 

3. Consistency and closure. These r~fer to two opposing 

needs felt by the learner: One is the need to come to a 

conclusion of some kind Cto close); the other is to make 

consistent conclusions so that there is no contradiction 

either between the conclusion and the data, or between 

different possible conclusions. 

4. Structure. This is an attempt to represent these 

characteristics in diagrammatic form • 

. . • At the prestructural level there may -be an attempt to 

link the cue with the response by an irrelevant feature. 

The unistructural response takes one relevant datum or 

feature to link the cue and response; the multistructural 

response takes several. The relational response ties up 

the relevant data in a conceptual scheme. The extended 

abstract response takes up all the relevant data and their 

interrelations and subsumes them under a hypothetical 

abstract structure that can enable de·ductions to apply to 

instances or data which were not included in the original 

display. 
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Table 5 - SOLO 'l'axonany (Biggs and callis, 1982) 

Base Stage of Ccqnitive Develoanent and Resp:>n.se Desciotion. 
•· ·: . 

DeQelopnental SOLO 1 2 3 4 
base stage description capacity Relating Consistency Response 
with minina.l operation and closure Structure 

Cue e Resi;:ons 

Fornel Extended Maximtl: ale+ Deduction and Inconsistencies X 
Operations relevant induction.Can resolved. No ;( 
<16+ years} data generalize to felt need to X / 

interrelations situations not give closed 7 
+ hypotheses exp:rienced decisions - • ,I 

conclusions 

.f~-· held q;,en, or 
qualified to 
allow logically ~of possible 
alternatives o-....... 
(Rl, R2, or R3) 0 

Concrete Relational High cue+ Induction. can No .inconsist- 'I. 
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X 
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O == related and hypothetical, oot given. 
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How then do the responses of the 8 year olds and the 11 year 

olds compare? Will there be, as was the case with Applebee 1 s 

analysis, common characteristics for both age groups? The 

responses from 8 year olds for Reading and Writing are examine9 

first, followed by an examination of the 11 year old's 

responses for Reading and Writing. 

Uni-Structural Resoonses - Reading - 8 Year Olds 

Consider the following responses from 8 year olds for Reading; 

all are uni-structural taking one relevant datum or feature to 

link cue and response. In each case the cue (my question or 

the line of discussion) is the context for the comment. 

Camille discusses a favourite story: 

I like it because she shrinks to the size of a pepper pot 

and it happens in the most funny time when it's important. 

(Camille, R3) 

The single feature in Camille's comment is a content item. 

Cameron's comment explains his preference for 'war' books: 

As long as they've got lots of pictures about fighting I 

like looking at how to draw the pictures. (Cameron, Rl) 

Here the single feature is the illustration. Ben likes the 

Doctor Seuss books: 

It gives me something to do. I like reading. (Ben, RS) 
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Melissa likes the book 'Blinkey Bill': 

It's got lots of funny things. (Melissa, Rll 

The single featur~ is her emotional response. Monica comments 

on her favourite book: 

I like the way it was illustrated. (Monica, Rl) 

Transitional (Uni-to Multi-structural) 

Res ponses - Reading - 8 year olds 

As with the analysis of form using Applebee's model there are 

responses which represent a transition between levels, in the 

following example between uni-structural and multi-structural 

responses. Much of the distinction between uni-structural and 

transition from uni- to multi-structural responses rests on the 

interpretation of the response structure (including the 

decision on the relevance of features) and consistency and 

closure. Biggs and Colliss (1982:29) note that transitional 

responses occur when the student is feeling for the next level, 

but doesn't quite make it. Typically transitional responses 

carry more information than is usual in the level the student 

is emerging from. Generally the transitional responses between 

uni-structural and multi-structural have two relevant features 

but are less strongly linked to the overall interpretation <in 

most cases the notion of a 'good' or 'well-written' story} than 

is the case with responses classified as multi-structural. 

Consider these three comments from Ben for Reading. The first 

is uni-structural: 

I like reading about car crashes and creatures from outer 

space, interesting things and insects. (Ben, Rl) 
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The one relevant feature is a content item. Even though 

several are listed they constitute one feature of the 

literature. · 

I like it because it's got a lot of action in it and i t 

also rnake-s sense. (Ben, R4) 

In this transitional response (T-M) between uni-structural and 

multi-structural two features ( 1 action' and 'makes sense') are 

delineated. some confusion is evident however in the 

combination of these features. Ben would be unlikely to 

appreciate the action or indeed the story unless it made sense. 

so the statement is tantological; making sense is a 

pre-condition for appreciation. Ben's next comment is 

classified as multi-structural. Here he makes a more concerted 

effort to link the features (excitement, suspense, action, 

vocabulary, style). Markers such as 1 you know 1 and 'OK' in his 

comment suggest he is concerned with drawing the elements 

together for his listener. His comment concerns stories about 

speedway racing. 

Oh lots of excitement, you know biting your finger nails. 

A lot of action. Lots of different sorts of words. Oh 

instead of writing it in the long way trying to fit in a 

shorter way to write it. (Ben, R3) 

In addition to Ben three other 8 year olds made transitional 

(to multi-structural) comments. Camille lists the emotive 

qualities of her favourite book: 

I like it because its exciting in some parts. There are 

some funny bits in the story and sometimes some sad t hings 

can happen and some happy things. (Camille, R2) 
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Possibly the 'parts' and 'bits' Camille refers to here are her 

references to specific incidents in-the story so she is 

possibly making a list of her favourite content elements rather 

than extracting the essential qualities. Melissa's comment 

actually links the adventurous quality with the style of prose: 

I like the pictures and the drawings and the way the story 

is wrote to be adventurous. {Mel_issa, R2) 

Monica combines reference to a specific incident in the story 

with a more generalized assessment in her comment: 

I like the story especially where Pottle Pig goes to 

school. Its funny and exciting. {Monica, RS) 

These transitional responses then provide more than one 

relevant feature of evaluation (usually two) linked to the 

overall assessment which generally is their notion of a 'good' 

story or of 'enjoyment' of a story. 

Multi-structural Responses - Reading - 8 Year Olds 

Two 8 year olds provided comments for Reading classified as 

multi-structural (Ben's multi-structural comment was discussed 

earlier when considering transitional comments) Daniel's 

comments on two football books represent a comparatively 

extensive listing of the admirable features of these books. 

Note in each case he begins with a remark which provides a 

reference point for what is to follow, thus 'good things' are 

enumerated and it is established that his interest in soccer is 

as a player. 

It1 s got lots of good things in it. Lots of information, 

scores, got all the players picture. (for 'The Aussie Rules 
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Football Book') I play soccer. It shows what positions. 

Its got four games and 'draw-a-picture' and it shows the 

moves. It shows all the Socceroos team. (Daniel, Rl,2) 

Uni-structural Responses - Writing - 8 Year Olds 

Will the eight year old's comments for Writing reflect the form 

noted for Reading comments of predominantly uni-structural 

responses with some transitional responses and multi-structural 

responses? This proves to be the case, though it should_be 

noted that the small number of comments from some children 

renders any quantitative comparison ineffective, rather 

interest is focused on the range of SOLO responses. 

All 8 year olds provided uni-structural responses when 

discussing their Writing. The examples all concern stories 

which the children considered some of their best e-f forts. 

I like how I put it in some pieces. I got some good words 

in there. There's a whole page of good ones. (Cameron, W6) 

The relevant feature in Cameron's com.merit is vocabulary. 

I think it's good because it's not a make-believe one. 

(Camille, W4) 

The relevant feature is the class of work, non-fiction. 

I like it because lots of people when they read it ... then 

it became popular. (Melissa, W3) 

The relevant feature is peer-approval. 

Oh a lot of thinking, and you've just got to think it up 

before you write it. (Ben, W9) 

The relevant feature is planning. 
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'The Dragon that Lost it's Fire'. Well when it lost its 

fire this man came along in his big armour and said, 

1 What 1 s wrong? 1 and went to this witch. (Daniel, Wl) 

The relevant feature is re-telling. 

Miss Jones liked it. Lots of people who read it liked it 

and that made me pretty proud. (Monica,W2) 

The relevant feature is approval. 

Transitional (Uni-to Multi-Structural) Responses -

Writing - 8 Year Olds 

Transitional responses from all 8 year olds (between 

uni-structural and multi-structural are evident in Writing 

comments. 

Its better than the others. I'm going to start doing more 

writing than pictures, a lot more detail than I usually 

have in the writing and not so much detail in the pictures. 

I'm gonna write longer stories. (Cameron, W4) 

The two relevant features Cameron raises are the ratio of 

illustrations and text and the story length. Some confusion is 

evident when he says he is 'going to' make these changes for it 

is unclear whether he sees this story is better because of 

these features or whether these are intentions far future 

stories. 

I think 1 The Kangaroo• is the best one. It's the longest 

one too. It's got a lot of pages in it and some of them 

are very exciting .. I like the story because the other ones 

are quite short. (Camille, W2) 
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Camille raises the length of the story and her assessment of it 

as exciting as relevant features, but repetition is evident in 

her response so the features are not sufficiently delineated to 

render it a multi-structural response. 

It 1 s a good story because it's true and I thought it (the 

trip which the story concerns) was great fun. Also I'm 

gonna get to the end of it. (Ben, WS> 

Even though Ben raises three features, perhaps the relevance of 

his enjoyment of the trip and his intention to complete the 

story are only weakly linked to his assessment. 

Oh you need pictures and some, like 'The 'l'w'its' and that, 

coloured pictures and I like some words about seven or 

eight sentences on a page and a picture on it and something 

like that. (Daniel, W3l 

Daniel's two features really concern production strategies and 

are insufficiently developed to be deemed a multi-structural 

response. 

It's pretty exciting and it 1 s pretty interesting if you 

like those sorts of stories. I got the idea from thinking 

of wizards. (Monica, Wl> 

Monica's comment has two points relevant to an assessment of 

the story and a comment on the inspiration for the story. Her 

comment about the story being 'interesting if you like those 

sort of stories' resembles Ben's comment 1 I like it because 

it's got a lat of action in it and it also makes sense' in 

being self-evident. 

You might say 'Once upon a time these lived a very happy 

family until ... 'Well say if you just wrote the first part 
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of it. Some book go 'Once upon a time a dog lived at a 

house' and that's not very interesting but the other one 

says 1 until' and sounds exciting because you don't know 

what's going to happen. (Melissa, W6) 

Melissa is really dealing with one feature when she discusses 

her notion of a good beginning for a story, choosing a style 

which will make the reader curious about the story. Her 

elaboration of this one point by example suggests more than a 

uni-structural response, especially given the clarity of her 

example. 

Multi-structural Responses - Writing - 8 Year Olds 

As for Reading comments there are responses from two 8 year 

olds for Writing which can be regarded as multi-structural. 

Two comments from Ben: 

My best is 'Off-Road' and 1 Haunted House.' I like all my 

stories. They've got a lot of pages and a lot of good 

words and some good drawings and a few funny bits in them. 

(Ben, W4) 

Ben's comments on what constitutes a 'good story. 1 

A lot of different good words, a lot of excitement in it 

and looking forward to what comes next and a long story so 

you can have a bit of fun out of it and keep going. (Ben, 

W8) 

In both of these comments Ben presents a clear list of the 

characteristics of a good story. The sense of the contribution 

of each characteristic is clearer in these comments than in say 

some of the transitional responses CT-M) where confusion and 
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repetition is evident (See for example Camille W2, Ben Wll, lla 

or Cameron W9. Melissa's comment on her favourite story also 

cites three features and once again the characteristics are 

clearly linked to her evaluation: 

I think it's good. I made up lots of characters. That's 

about the longest story I've ever wrote anq it's 

interesting. (Melissa, wi> 

Table 6 {which follows the discussion of comments from ll year 

olds) shows a summary of the range of SOLO levels recorded for 

each child for Reading and far Writing. The pattern of 

distribution appears similar for Reading and Writing, that is 

uni-structural responses are most prominent, followed by 

transitional (to multi-structural) responses with relatively 

fewer multi-structural responses. Far fewer comments were 

recorded for Reading than for Writing. So perhaps had there 

been more comments for Reading there may have been a higher 

representation of transitional (to multi-structural) responses. 

It is evident that the length of a comment is not a reliable 

indicator of its structural complexity (at least in terms of 

SOLO levels). Several uni-structural comments are longer than 

some transitional comments. See for example the comments from 

Cameron (R4), Melissa {R3) and Camille CR4) all uni-structural 

compared with the transitional comments from Ben CR4), Melissa 

CR2) and Monica (R2, R3). 
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Uni-structural Responses - Reading - 11 Year Olds 

Having examined the comments from 8 year olds for the spread of 

SOLO responses the same procedure can be applied to comments ~· ... ' 

from the 11 year olds. Comments for Reading are examined 

first. All 11 year olds made some uni-structural comments for 

Reading. 

I like love stories because the one's. that I read never get 

boring. (Angie, R2) 

The relevant feature in Angie's response is the continuing 

interest in 'love' stories. Note that this is a good 

illustration of Colliss's and Bigg's point about consistency 

and closure; little information is utilized a quick conclusion 

is reached an the statement tautological. It does however 

focus on a relevant feature so is not deemed pre-structural. 

Oh, like midnight feasts and they get up and sleep walk 

during the adventures. (Nicky, R4) 

The relevant feature is an example from the work. Note that 

although she cites 'midnight feasts' and 'sleep walk' as 

popular characteristics they are treated as one relevant 

feature. 

Things like escapes in war time make good reading. They're 

exciting. (Richard, R3) 

Well in 'Wildfire' you have to use your imagination to 

picture happenings that you know won't come real. (Andrea, 

Rl) 

Both Richard's and Andrea's comments choose incidents in the 

story as a relevant feature. 
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Narelle's single relevant feature is a generalization: 

I like a bit of everything I suppose. (Narelle, Rl) 

The good people don 1 t always win. Most books and shows the 

good people if they're in a bomb they just get out in time. 

Everything always goes right. (Luke, R3l 

Luke's single relevant feature is his preference for 

unpredictable or unconventional outcomes. This might have been 

classified as a transitional comment given his elaboration of 

his first point with an example, but the example is perhaps not 

as clearly stated as Melissa's comment W6. 

Transi ti anal ( from Uni-to Multi-structu.ral l Responses

Reading - 11 Year Olds 

Most eleven year olds gave transitional (ta multi-structural) 

responses for Reading. 

I like the way they explain things like how there's Jupiter 

that drives the sun chariot and there's the Sun. They're 

very logical really. Not it's Apollo that drives the Sun 

chariot. <Angie, R4) 

It is not readily evident whether 'the way they explain things' 

is a reference to the logic of the explanations or whether they 

are separate points. Probably they are separate points, the 

first referring to the ingenuity of the explanations. 

Well in E.T. it's really sad and in the ~am.es Herriot books 

James always gets interesting jobs and I want to be a vet. 

(Nicky, Rl) 
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Perhaps if the comment on E.T. was isolated it would be 

classified uni-structu-ral. Two features are delineated for the 

James Herriot books but ·early closure is evident in that the 

link between 'wanting to be a vet• and 'James Herriot• books is .. ... 

left for the listener to assume. 

I like the suspense, trying to guess and you felt you were 

older trying to read these books. (Andrea, R4) 

Two features are raised, suspense and maturity. As for Nicky's 

previous comment early closure has meant that the link between 

a feeling of maturity and the characteristics of the text which 

promote this have not been stated. 

They're so like what I've always wanted to do in school, 

cause a shambles. In the end she turns out to be a 

goody-goody monitor and she tries to stop kids doing what 

she used to do. (Narelle, R2) 

Narelle cites one relevant feature, theme and supports this 

with a briefly but successfully drawn synopsis. Were it not 

for the elaboration of the point this would have been a 

uni-structural response. 

It continues, you know, a serial. It's adventurous. (Luke, 

Rl) 

Luke notes two unrelated features. Once again early closure 

leaves unexplored the particular appeal of the serial or what 

contributes to the adventurous quality. 
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Multi-structural Responses - Reading - 11 Year Olds 

Eleven year olds Richard and Andrea gave responses for ~eading 

classified as multi-structural. In these comments several 

concrete points supportive of an assessment of the work as 

'good 1 or 'enjoyable 1 or 'popular' are made. No attempt at a 

framework for analysis is evident. 

Richard is making generalizations about the works of several 

authors in the following comment: 

The excitement and I also like history. I'm interested in 

history and it's the style of writing and the different 

periods it's set in. The style is just different from 

other authors. (Richard, Rl> 

Really Richard makes three main points concerning excitement, 

history and style. Richard, in particular, found discussing 

literature rather difficult. He would often take a long time to 

respond. He was much more at ease indeed at time's 

enthusiastic when discussing his own writing. He was the only 

child to give a pre-structural response. CR3 'They make better 

reading.•) and this was indicative of his reluctance to discuss 

the books or pursue the issue at the time. 

In 'Wildfire• they're stories about girls mostly my own 

age. Lots of girls in our class have read them. They're 

just kids your own age and what they get up to and you wish 

you could get up to it but you can't. (Andrea, R3) 

Andrea gives a good account of the particular personal appeal 

of these stories. The features of age relevance, popularity 

and appeal of the incidents in the stories and loosely linked 

but clearly supportive of the one interpretation. 
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Transitional (Multi-structural to Relational) 

Responses - Reading - 11 Year Olds 

One 11 year old, Angie, gave a response which may be classified 

as transitional from multi-structural to relational (T-R). As 

with the multi-structural responses a list of features is given 

but Angie makes some attempt to order these so that there is 

more internal relationship between her points. Her structure 

seems to be to raise an issue then amplify it, so the 

observation that the stories aren't boring is linked with the 

vocabulary and the appreciation of the substantial plot is 

linked with style, complexity and characterization. 

Characterization is further expanded to note that the 

characters appeal lies in the aspects of their lives which are 

treated. 

This classification, however may well be a marginal case. It 

seems that Angie pursues the issue of 'boredom' by reference to 

the 'words' in the section up to 'It first makes them 

interesting.' and the remainder of the comment is for larger 

scale facets like characterization or plot, so there are 

contrasting measures of scale but they are loosely ordered. 

I've read lots of good ones. They don't get boring you can 

understand most of the language they use. There's a story 

in it, it 1 s not just nothing. They have a way with words. 

It just makes them interesting. They're full of not just 

one story. Well there's one character I like best and 

they're full of the whole life of the character, 

interesting parts, not dumb parts. (Angie, R3) 
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For Reading comments then, uni-structural and transitional from 

uni- to multi-structural responses dominate. Two children gave 

respo~ses classified as multi-structural and one child gave a 

transitional response from multi-structural to relational. As 

with the 8 year olds the smaller number of Reading comments 

compared with Writing comments confounds comparison between 

Reading and Writing comments. The distribution of responses 

for Writing however does differ markedly from that for Reading 

and after the responses have been examined this difference will 

be discussed. 

Uni-structural Resoonses - Writing - 11 Year Olds 

All 11 year olds except Narelle gave uni-structural responses 

for Writing. The questions asked of the children called for 

them to either make an assessment of the-ir Writing and pe-rhaps 

discuss their criteria for this or to discuss a notion of 'good 

writing'. Relevancy with respect to the structure of the 

response is based on relating the points raised to their 

evaluation. The clear definition of elements in the evaluation 

and the use of appropriate examples also affects the complexi t y 

of the response. Richard's response to the question 'What do 

you find appealing in these books?' (for the science-fiction 

novels he had nominated): 

They make better reading. (Richard, R3> 

is classified as pre-structural given that as we were 

discussing his 'favourite' literature it might be reasonably 

assumed that this comment is a pre-condition for nominating it 

as 'favourite' literature. The statement is tautological and 
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fails to make any relevant points about the appeal of these 

books. Generally then uni-structural responses raise one 

relevant feature. Examples of such responses follow. 

I wrote a few good one• s last year. I remember I was very_,. 

proud of them. I got an A plus for a few of them and 

that's what made me happy. (Angie, W4) 

The relevant feature is approval. 

It has to be interesting so the reader likes the story 

right away. (Nicky, W8) 

The relevant feature is the trait Interesting. 

A good ending is one that doesn't leave you hanging i n 

mid-air. (Andrea, W8> 

The relevant feature is the trait Resolved. 

It's the only story I've finished. (Luke, W4) 

The relevant feature is the trait Completed. 

Transitional COni- to Multi-structural) Responses

Writing - 11 Year Olds 

Four 11 year olds gave (T-M) responses for Writing. These are 

either one feature slightly expanded usually by example or two 

features weakly linked. 

I like to write peotry because it rhymes and it's 

interesting. (Nicky, W3) 

Early closure prohibits further explanation of how it is 

'interesting. ' 
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Something that sets the stage for the story. I think the 

most important part of the story are (sic) the first 

paragraphs. (Richard, WS) 

The second sentence is not so much an explanation or 

elaboration of the first as an affirmation, nevertheless a 

distinction is evident but insufficiently developed to be 

classified as multi-structural. 

It was adventurous. It was about a group of children who 

were on BM.X's and they were fighting with the cops. People 

stacked and the policemen crashed and stuff like that. 

(Luke, W2) 

The relevant feature is the trait 'Adventurous', which is 

backed up by a synopsis of the story. No additional features 

are defined. 

The story I am doing at the moment is my best work because 

it shows imagination and it has a difference. (Narelle, W2) 

Two traits, Imaginative and Novel or Unconventional are raised. 

Perhaps if the notion of 1 difference 1 had been explained this 

could be classified as multi-structural. As it stands the two 

features are weakly linked and relatively undeveloped. 

Multi-structural Responses - Writing - ll Year Olds 

Five eleven year olds gave multi-structural responses for 

Writing. In contrast to a and T-M responses there is a feeling 

for consistency (not always achieved) and more aspects are 

introduced to form generalizations. Often the distinctions 
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between the levels are subtle or rather the judgements on these 

distinctions are subtle, sometimes hinging upon one word which 

suggests how the features are linked. Consider Angie's 

response about one of her stories: 

I liked it because it's long yet interesting, exciting. 

Everyone who read it liked it. (Angie, W3) 

Four features are raised, length, interest, excitement and 

audience approval. Angie's use of the-word 'yet' is 

interesting in that it establishes that she sees a link between 

the length of a story and its ability to excite the reader and 

sustain interest. 

I like sad stories and adventure stories. It has to be a 

good ending and it has to be interesting. (Nicky, W7) 

Nicky raises several features of a 'good story'. This is 

clearly a broader-b.ased generalization than say a previous 

comment for the same question: 

It has to interest the reader and it has to be interesting 

as well. (Nicky, W6) 

A sound background, good knowledge. Ronald Welch spends at 

least a year researching his novels. Imaginative 

descriptions, likeable characters. {Richard, W4) 

Richard's criteria for a 'good story' show the feeling f or 

consistency and several aspects being introduced to form a 

generalization typical of this response level. 

I think confidence and effort as well as free choice of 

topic make a good story. (Andrea, W6) 

These three features apply to the author rather than the prose 
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and as such this a a distinctive response for generally the 

'Qualities' referred to in the trait groups are qualities of 

the text. It.is also interesting to contrast this response 

with that of Angie CW2) who asserts the opposite with respect 

to choosing topics. 

I sort of like endings that lead you on to something else. 

They don't actually tell you.what happened to the person in 

the story. They let you have time to work out your own 

imagination. (Narelle, W7) 

Really one point only is raised but it is developed in three 

steps with a clear feeling for consistency and a reasonable 

explanation of the point. First is the desired feature, next 

the author's means of achieving it and finally the audience's 

anticipated response. 

Transitional (Multi-structural to Relational) 

Responses - Writing - 11 Year Olds 

Two 11 year olds gave responses classified T-R for Writing. As 

for the T-R responses for Reading these show an attempt to 

create an interpretative framework as opposed to a listing of 

features, which whilst they may refer to the one 'cue' are not 

strongly internally linked so that one point leads to or 

develops from another. Consider Andrea 1 s remarks about a 'good 

story ending.' 

Definitely not living happily ever after. (It) depends on 

the story. Some stories sound good with an edning that 

gets you thinking what will happen next. When they really 
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finish it off they don't sound too good either because you 

haven't got anything to think about after the story. 

<Andrea, W9) 

Clearly the elements of this response are all linked to t he cu7 

but there is the possibility the order could be altered wit hout 

affecting the contribution of each element.· The opening remark 

could be placed anywhere. Some confusion is evident between 

the second and last sentence. The use of 'same stories' 

suggests that the sense of anticipation is a necessary element 

for all well-finished stories, yet the final sentence suggests 

there should be a element of anticipation for a successful 

ending. 

Andrea's next comment where she discusses her favourite writing 

topics seems to show a different level of organization. She 

beings with a particular example, 1 sharks 1 and then expands 

this to 'facts someone's already written about.• Eier reasons 

are then given and then it is appropriate to move from what she 

dislikes and her reasons for this to her preferences. Two 

features seem evident in the structure of her response t he use 

of contrast, (likes and dislikes} and the use of general and 

particular examples (for example 'sharks' and 'facts someone's 

already written about 1 > So rather than list a variety of 

topics, and then discuss the qualities of those topics as have 

most of the other children Andrea has provided a framework from 

which one might determine how a given topic would appeal to 

her. If a child asserts that say science-fiction topics are 

'interesting' one can't make assumptions about their response 

to say 'history• topics. Andrea's response goes some of the 

way to clarifying how her preferences are formed. 

I hate writing about things like sharks. It's so boring 
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because you can't make it up out of your own mind. Because 

when you do write about facts someone's already written 

about it, but when you write about it yourself you can feel 

its unique and no one else has written it. I prefer _. ~· . 

something that could never, ever be true like something so 

good it could never happen to a person. (Andrea, W2) 

Narelle too provides a contrast to the other children in the 

way she discusses her favourite topics. Andrea remarks on what 

sort of topic she likes to begin with. Narelle however is 

concerned with how she develops a topic, though not in the way 

some other children have discussed the scope of particular 

topics (see for example Nicky, W2, Richard W2, Luke, Wl) but 

rather how her development as a writer has affected her 

attitude to what she writes about. Once again a different 

level of organization is evident. Narelle's response too shows 

the uses of contrast and general and particular examples. She 

contrasts her present and former approaches, she gives 

particular topics as examples ('holidays', 'murder'} and she 

gives generalized examples ('what I'd already done,' 'strange 

things'). Like Andrea, Narelle's points show a progressionr 

1 before' proceeds to 'now' and an explanation follows. 

All my stories are different before I used to write stories 

and poems about what I'd already done like holidays and 

that sort of thing or copied other people's stories and 

changed them a bit. Now I'm sort of writing strange things. 

I'm doing a murder now. I just found out my own writing 

style. My own ideas for once. I sort of like my own ideas 

for once. I was sick of copying other peoples and wanted 

to try my own and see how it came out. (Narelle, Wl) 
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The spread of SOLO levels for Writing comments from 11 year 

olds resembl·es that for their Reading comments. However more 

children (five compared with three) made multi-structural 

comments for Writing than for Reading. This may be due to the 

larger number of comments for Writing, however, Table 6 shows 

that these children also gave more multi-structural responses. 

It seems there is a trend towards higher SOLO levels for 

Writing comments. There is a decrease of the order of 15 per 

cent for uni-structural comments from Reading to Writing. It 

seems likely however that children might provide more complex 

responses for the literature they have created as well as 

appreciated than for literature others have created. Biggs and 

Colliss suggest motivation and task-related factors play a role 

in determining the complexity of the response. 

When the responses of the 8 year olds and 11 year olds are 

compared (see Table 6) a shift in the concentration of higher 

level responses with increasing age is evident. No 8 year olds 

gave T-R reponses and fewer 8 year olds gave M responses than 

11 year olds. Given the small group of children and.the narrow 

sample of comments from certain individuals little more can be 

made of a quantitative comparison between the age groups or 

between Reading and Writing. What is important however is to 

note that there is evidence of a common core of responses for 

both ages and for Reading and Writing comments. 
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Table 6 - Range and Number of SOLO Level 

Responses for Each Child 

Reading Writing 

p u T-M M T.._R 

Ben 3 1 l 

Cameron 5 

Camille 2 2 

Daniel 2 

Melissa 2 1 

Monica 2 3 

Angie 3 l 1 

Nicky 2 2 

Richard l 1 1 

Andrea 2 l 1 

Luke 2 1 l 

Narelle 1 3 

P pre-structural 

o uni-structural 

T-M transitional U to M 

p 

M 

T-R 

R 

0 

2 

7 

5 

3 

2 

l 

3 

6 

l 

5 

4 

T-M M T-R 

6 4 

3 

2 l 

1 

3 2 

1 

8 

4 1 

2 4 

3 1 

2 

4 2 1 

multi-structural 

transitional M to R 

relational 
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Except for 8 year olds Cameron and Monica all children gave 

responses across the levels U, T-M and M. Three 11 year olds 

also gave T-R responses. Recalling the earlier discussion of 

the children's comments using Applebee's model it was suggest~c 

that there existed a common core of characteristics for both 

ages for Reading and Writing comments and that some 11 year 

olds Cin this case Richard and Angie) gave comments which 

suggested a transition to a higher Piagetian level. This seems 

to reflect the situation depicted using SOLO levels~ a common 

core of response types with some of the older children 

exhibiting higher level responses. This comparison of methods 

of analysing form will be discussed further following the third 

and final consideration of the form of the responses. 

3.4 Form of Response - 3 

The analyses of Applebee and Biggs and Colliss give an insight 

into the thought processes underlying the responses. If these 

indicate how the form of the response is determined by learning 

and development should not the linguistic formulation of the 

responses reflect these characteristics? A model is required 

which links function and form in the use of language. The work 

of Graham Little provides such a model. The model of language 

use is summarized in the following figure. 
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Figure l - Language Ose 

(Little, 19831 

SITUATION LANGUAGE USE 

Person 

<I> 

Thought-------- Meaning ____., 
FUNCTION 

Feeling Wording ____., 
FORM 

SocialL.---Environment--• Physical 

(it) (you> 

The model of language use begins with: 

l. The Situation 

in which the thinking, feeling person is disposed to act 

verbally: for instance, the child in the science lesson 

trying to answer a question asked by the teacher. 
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The model then goes on to consider the relationship of 

language use to this Situation in terms of: 

2. Function and 

3 • Form 

The essential function of language is to express meaning 

- thought and feeling - which is to be interpreted in the 

light of the situation. 

Language serves its functions through selective use of its 

forms. The forms of language operate at two levels: 

(a) Wording: the selection and arrangement of 

words to serve meaning; involving skills such 

as choice of vocabulary and sentence structure. 

(b) Word Processing: the physical act of speaking, 

writing, listening to or reading the words; 

involving skills such as pronunciation or 

spelling. 

It can be misleading to treat forms (or skills) in 

isolation without taking function and situation into 

account. A person may show high levels of language on some 

subject with some presons in some situations , and low 

levels in other circumstances. It can be highly misleading 

to generalise too readily. 

The present analysis looks at language in use in context, 

by considering Situation, Function and Form in relation to 

one another. 
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The key to the analysis is meaning , because the exchange 

of meaning is the whole point and purpose of the use of 

language. The speaker/writer's efforts are governed by 

the attempt to express meaning, and the listener/reader's 

efforts are governed by the effort to interpret it. 

Without meaning in the central role, language use becomes 

unintelligible. 

The model applies to all uses of language, which need to 

be understood in terms of situation, function and form, 

with meaning as the essential connecting factor. (Little, 

1983:5-6) 

Little's model (1983:13) provides for analysis of function 

(espressing meaning) by examining four aspects: Content (What 

is being talked about), Sense of audience, Purpose (the 

immediate communicative intention) and Abstraction (the level 

of generality of meaning). Given that the children's comments 

are all in an interview context which called for evaluative and 

explanatory remarks it may be said that for the language being 

discussed much of the function was defined, certainly content 

and audience are defined by the interview situation. There is 

however more scope in the aspects of purpose and abstraction. 

Purpose considers immediate communicative purpose and really 

for all the children the overall purpose was to provide answers 

to the questions. The answers however could be given in a 

variety of ways. Little's scheme allows for the examination of 

subsidiary purposes in the communication as a whole (Little, 
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1983:19), so it is possible to focus on particular comments and 

note whether the child's response is principally in terms of 

providing information, such as with providing a synopsis or 

objective detail of a story or communicating their feelings or 

giving reasons for their assessments. Where the response is 

given as information the listener must assume that this 

information represents the essence of the appeal. So when for 

example ·cameron says of a favourite book ••rt's that thick!" 

(R2) one knows this piece of information is meant to be an 

explanation that the length of the text impresses him. 

Similarly Nicky's comment on favourite books CR4) 

Oh like midnight feasts and they get up and walk during 

the adventure. 

assumes that the listener understands the she finds the books 

appealing because of the appeal of particular events portrayed 

in the literature. In these examples the listener must assume 

the link between the objective information given and the 

child's notion of worth. So there may be room for ambiguity. 

Does Nicky's previous remark (R4l mean that she likes books 

about 'Midnight feasts' and 'Sleepwalking' or does she mean 

adventures of this kind? She hasn't made abundantly clear the 

nature of the appeal. So a rough criterion for distinguishing 

informational from evaluative purpose is that informational 

responses leave the listener to assume the link between the 

information and the child's notion of worth; explicitness is 

the key. Clearly many comments will embody all of the purposes 

of informational, interactional and expressive and in any case 

the overall purpose is evaluative, however it is valuable to 

examine distinctions between the responses. In addition t o the 

interview context providing scope for a variety 
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of purposes in the response it also provides scope for a 

variety of levels of abstration in the responses. So children 

may discuss particulars, generalizations or principles. The 

following analysis then discusses two aspects of meaning, 

purpose and abstraction and considers some aspects of form 

which serve these meanings. 

What then are some of the ways these children express meaning? 

Comments from children for Reading and Writing range across the 

aspects of purpose: expressive, interactive and informational. 

Since the children are discussing personal reactions in an 

interview, interactional and expressive purpose are inevitably 

intertwine. For example Angie's comment about a 'good story 

endings': 

I hate books that have a sad ending. I usually give it a 

good or happy ending and its not very good if you don't 

finish .it if it's left half-written. Like if you stop in 

the middle of a climax. (Angie, Wl2) 

has elements of persuasion, (that her view is reasonable) and 

self-expression (she decides the affective reference point). 

For this discussion interactional and expressive purposes are 

regarded as evaluative. Table 8 shows the distribution of 

comments for purpose and abstraction. 

In the following responses from 8 year olds the main thrust is 

towards giving information to be taken literally: 

It was a lot longer and everybody's reading it. (Ben, W7) 

It 1 s that thick. (Cameron, R2> 

They all lived happily ever after. They found a home to 



116 

live in. All sorts of happy things. (Camille, W8) 

I play soccer. It shows you what positions. It's got four 

games and 'Draw a Picture' and it shows the moves. It 

shows all the Socceroos team. (Daniel, R2) 

There's a lot of different characters from Disneyland. 

Mickey Mouse is my favourite Disneyland character. 

( Moni ca , R3 ) 

These responses were variously for assessments of favourite 

stories and books or 'best writing' and the essence of these 

replies is to give a piece of information about the literature 

in question, generally the content, except for Ben and Cameron. 

Three of the 11 year olds responded similarly: 

They're about horses and both of the girls go into shows 

and they win. (Nicky, R2) 

In 'Wildfire• they're stories about girls mostly my own 

age. Lots of girls in our class have read them. They're 

just kids your own age and what they get up to and you 

wish you could get up to it but you can't. (Andrea, RJ) 

It was adventurous. It was about a group of children who 

were on BMX's and they were fighting with the cops people 

stacked and the policemen crashed and stuff like that. 

(Luke, W2) 

She was sixteen and had a boyfriend and found an ad in the 

paper and he turned out to be twenty-seven and both lied 

about their ages. The idea appealed to me. The whale class 
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has just about read it now. (Narelle, R4) 

Four of these responses from 11 year olds provide a ~ummary or 

example of story content. 

Table 7 shows that all children made evaluative comments for 

Reading and Writing. Informational comments were made by five 

8 year olds and four 11 year olds. Recalling the discussion of 

how purpose was determined, explicitness was given as the key. 

Acknowledging that the small number of comments (especially for 

Reading) presents problems for quantitative comparisons it 

could however be asserted that there are proportionally fewer 

informational comments for Writing compared with Reading.Cl) 

It was noted in discussing the distribution of SOLO levels that 

more children gave multi-structural comments for Writing than 

for Reading (the general trend being towards higher SOLO levels 

for Writing comments). A similar distinction exists for purpose 

there being proportionally fewer informational comments for 

Writing than for Reading. For the most part this is so because 

the same comments feature prominently in both classifications 

(about 71% of all 'information' comments are uni-structural). 

This being so it could be predicted that a similar observation 

may be made for level of abstraction given that about 79% of 

all information comments were concrete in abstraction; a shift 

towards higher levels of abstraction in writing responses 

should be noted. Table 7 shows this to be the case. (2) So it 

1. The difference is of the order of 10% for 8 year olds and 
20% for ll year olds. 

2. For 8 year olds the increase in generalizations for 
Writing compared with Reading the difference is of the 
order of 15% and for ll year olds 10%. 11 year olds 
showed a decline in concrete comments from Reading to 
Writing of the order of 18%. 
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might be suggested that children are more inclined to make 

generalizations dealing with more features in an evaluative 

framework when discussing literature of their own creation. 

This point can be further discussed when the prominent traits 

raised for Reading and Writing are examined. 

Table 7 - Range and·Nwnber of Responses for 
Each Child for Function 

Ben 
Cameron 
Canu l le 
Daniel 
Me.l.L ssa 
Mom.ca 

Angie 
Nicky 
Richard 
Ane1rea 
Luk e 
Narel le 

Reading 

PURPOSE ABSTRACTION 

I 

2 

l 
l 

3 

1 
l 
l 

I -
E -
H .. 

E C G 
5 
3 
4 
l 
2 
4 

5 
1 
3 
3 
3 
3 

4 
4 1 
2 2 
2 
1 2 

5 

4 
1 3 
l 2 

4 
l 3 
3 1 

Informational 
Evaluative 
Abstract 

H 
1 

l 

PURPOSE 

I 
1 
1 
I 
1 

1 

C 
G 

E 
Tl 
9 
7 
3. 
7 
2 

12 
l D 
7 
9 
6 
7 

Writing 

ABSTRACTION 

C G 
T Tl 
5 5 
2 -6 
1 3 
2 4 
l. T 

l 9 
I I O 

-7 
8 

3 3 
4 

Concrete 
Generalized 

H 

1 

2 

l 

3 
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Function (meaning) may also be analysed as abstraction using 

Little's model. The level of abstraction is the level of 

generality of thought. Little distinguishes three levels: 

Concrete (concerned with particulars) 

Generalised (concerned with classes of particular) 

Abstract (concerned with principles) 

Table 8 gives a summary of the levels. 

Table 8 - Levels of Abstraction 

Process 

Identify: 
What is 
happening? 

Sequence: 
What 
happened? 

Categorise: 
What 
happens? 

Hypothesise: 
Why? 

Level 

Concrete 

Generalised 

Abstract 

Affective 
Discourse 

Expressive 
Interactional 

Evaluate 
who cares? 

Imaginary - Imagine 
Poetic What if? 

As for the examination ~f purpose an interpretation of 

abstraction relative to this discussion is necessary. On one 
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level children are asked to raise propositions about their 

reading and writing. A response in terms of explanatory 

principles is implicit in the questions asked. A story is 

'good', 'best 1 or 'favourite' because it possesses certain 

traits which the children advance. Even the 'concrete' 

phenomenon of length is ambiguous for really it is the 'worth' 

or 'significance' of the length which is raised and this may be 

explicitly stated <Ben wa, Camille W2, Melissa Wl) or implied 

(Cameron R2, Melissa W2). Classifications, then for level of 

abstraction are made on the following principles: 

Responses may be given as say: 

1. 

2. 

3 • 

a factural discription 

or 

a list of traits which all relate independently 

to the overall evaluation and whose order of 

treatment is flexible. 

or 

a list of traits which are interrelated and 

which are amplified so that a principle or 

explanation underlying the traits is made 

explicit. 

So where a question is answered or discussion pursued as an 

account by synopsis or identifying some -verifiable specific 

detail (for example the length of a text or a teacher's mark or 

the readership) the response is classified as Concrete level of 

abstraction. 

Where the response presents a list of traits which represent 
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the child's classification of contributing factors, but there 

is no·explication of these the response is classified as 

Generalized level of abstraction. 

Where the response presents traits and shows an attempt to 

explain the principles on which they are based the 

classification is given as Abstract (Hypothesising). Because 

these responses are incomplete and unsystematic they could be 

further classified as Hypothesising: Speculation. So a 

response which, for example, raises action and excitement as 

criteria for a 'good' story without further explanation would 

be classified as Generalizing. Whereas a response which· raised 

the same traits and then made explicit the child's criteria for 

action and excitement, possibly by reference to 

characterisation, plot or vocabulary would be classified as 

Hypothesizing, Speculation. Clearly there may be comments 

which function at several levels. That is children may give 

concrete facts together with generalizations and principles. 

Where the response is coherent it is classified at the highest 

level reached. Table 7 shows that all children generalized for 

Reading and Writing comments and this represented in each case 

over half the comments. As noted above Concrete comments are 

less prevalent for Writing. 

Caninents, classified as Concrete level of abstraction were 

given by all 8 year olds and five of the 11 year olds. {Andrea 

gave no Concrete responses). Although the following comments 

are all Concrete level of abstraction: they represent a variety 

of concerns. 
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I've got sixteen encyclopaedias because they tell you lots 

of stories. History often. I've got one great, great 

encyclopaedia my great, great, great grandfather wrote and 

I've still got it. It's two hundred and fifty years old. 

(Cameron, R4) 

Cameron's principal concern here seems the personal sgnificance 

of these books so his response is in terms of this specific 

detail. 

I like it because the cow talks in the poem and some funny 

bits there like the cow slides down the bannister. 

(Camille, R3) 

This comment of Camille's presents some of the ambiguity raised 

in the introductory comments to the discussion levels of 

abstraction. The markers 'because' and 'like' are perhaps 

deceptive for this response is essentially a list of details 

from the story. The description the story as funny is an 

assertion and not an arguement for this as the use of 'because' 

might imply. 

It was a lot longer and everybody's reading it. (Ben, W7). 

These are verifiable specific details. 

I wrote a few good ones last year. I remember I was very 

proud of them. I got an A plus for a few of them and 

that's what made me happy. (Angie, W4) 

Angie's comment is a good illustration of the point that the 

key to analysis is meaning. This response was given for her 

'best' writing and does not identify qualities within the work 

but rather her feelings about them. Her meaning focuses on 



'what happened' and doesn't seek to draw generalizations from 

this or provide explanations. 

They're about horses and both of the girls go into shows 

and they win. (Nicky, R2) 

These are verifiable specific details. 

It's the only story ~•ve finished <Luke, W4) 

A verifiable specific detail. 

I've always wanted to own a horse. I like mysteries. 

(Na.relle, R3) 

~arelle's response deals with particulars, rather than classes 

of particulars or principles. 

By definition Generalized comments list traits but do not 

explore inter-relationships of these traits or explain the 

principles upon which they are based. Some elaboration of the 

traits is evident however when children provide examples. 

Oh you need pictures and some, like 'The Twits' and that, 

and I like some words about seven or eight sentences on a 

page and a picture on it and something like that. (Daniel, 

W3) 

I liked it because it's long, yet interesting, exciting, 

Everyone who read it liked it. (Angie, W3) 

In both these comments a list of traits is given and some 

elaboration by reference to a book as an example in the first 

instance and to the approval of peers in the second instance. 
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In 'Wildfire' they're stories about girls mostly my own 

age. Lots of girls in our class have read them. They 1 re 

just kids your own age and what they get up to/and you 

: ' 
wish you could get up to it but you can't. (Andrea, R3} 

Andrea's comment has both Concrete and Generalized levels of 

abstraction, though the overall meaning is to Generalize. The 

specific information of the first two sentences and the first 

part of the third sentence (to/) all support the central 

meaning of identifying with the characters and their exploits, 

which is generalization about the book's appeal. 

Five children were able to provide some explanations for their 

generalizations. Clearly some of these are not well developed 

being possibly incomplete or unsystematic. However they have 

been classified as Hypothesizing to distinguish their 

speculative character. 

Oh lots of excitement. Yau know biting your fin~er nails. 

A lot of action. Lots of different sorts of words. Oh 

instead of writing it in a long way trying to fit in a 

shorter way to write it. (Ben,R3J 

Ben could have left his response as 'excitement' and 'action' 

however he seems to be developing his definition of 

1 excitement' for this group of books about car racing by citing 

action, vocabulary and style as its component features. 

Compare this with his comment: 

I like it because it's got a lot of action in it and it 

also makes sense. (R,4) 

The absence of explication is evident in the latter. 

I don't know when you write adventure stories you can 



125 

write a lot more because things happen and you can get 

into scarey stories. Lots of funny things happen and good 

things like if you were reading an adventure story you 

could try something like in a book except in scarey 

stories like a haunted house you couldn't really go to a 

haunted house. (Melissa, Wl) 

Melissa's comment is more than an assertion of length as an 

attribute of worth, she attempts to explain why in adventure 

stories 'you can write a lot more'. Her explanation however 

ranges from generalizations about 'adventure stories to a 

specific example. Given that the explanation - proceeds from 

general to particular and so provides a limited example of 

'things' which 'happen' this might be a marginal 

classification. Nevertheless Melissa is trying to establish 

the principles upon which length of a story depends. 

Angie's comments R3 and W6, Andrea's comment R2 and Narelle's 

comments Wl, W6 and W7 all follow the pattern of citing traits 

and explaining how these apply. So Angie provides a 

description of how and why a story is 'exciting' and why 

certain books 'don 1 t get boring'. Whereas Andrea explains why 

writing on certain topics can be 1 boring 1 and Narelle provides 

an explanation of how and why her stories are now 'different. 1 

Little defines Function as what the language is used for and 

Form as the way the language is used. Form has two aspects: 

Wording, the selection and arrangement of words to serve 

Meaning and Word Processing, the physical act of listening to, 

speaking, reading or writing the words. The discussion thus 

far of the Form of the Response is clearly closer to Little's 
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notion of Function, for it is largely the children's thoughts 

and feelings which have been discussed (see Figure 1, Model of 

Language Use). The first two analyses of Form of the Response 

focused upon descriptions of the responses in terms of the 

concepts of story which underpin evaluation (for Applebee's 

analysis) and their structural complexity (cognitive rather 

than linguistic), mostly in terms of the number of features 

discussed and the relationship between those features (for 

Biggs's and Colliss's analysis). Using Little 1 s analysis shows 

that to serve the concepts and structures described in the 

first two analyse the children mostly generalize (1) in an 

evaluative framework.{2) 

Little's model provides several points of focus for examining 

Wording and although it is not intended to pursue this aspect 

of Form of the Response in depth it may be noted that there is 

evidence that Form (in Little's terms) follows Function). Two 

examples, Melissa's response W6 and Andrea's response W9, serve 

to illustrate several of the features which Little notes most 

probably are associated with generalizing. In each case it is 

'som~ books' or •same stories' which are discussed as classes 

of entities. (These are Generalized noun phrases in Little's 

model). verbs used include timeless (if you wrote •.. or they 

don't sound .•. ) and modal (you might say .•• ). Sentences in 

these examples include complex sentence structures using 

conjunctions 'if 1
, 'but' and 'because'. 

1. Approximately 66% of all responses from 8 year olds and 
75% of all responses from ll year olds are Generalizing 
(See Table 7) 

2. Approximately 88% of all responses from 8 year olds and 
91% of all responses from 11 year olds are Evaluative (see 
Table 7). 
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The sentence sequencing in these examples proceeds by aspect 

Can order in point-form rather than narrative) as in Andrea's 

W9 response or logic as in Melissa's W6 comment which is of the 

'if ••• therefore' type. 

Table 7 gave a summary of the classifications for Function 

using Little's model. Recalling the discussion of the first 

two analyses of Form of the Response it was asserted that the 

comments showed a. core of characteristic common to both age 

groups and that some 11 year olds showed more advanced levels 

of those characteristics. This common core of characteristics 

represented in Applebee's terms evaluation as a class 

attribute, integration of subjective and objective response and 

the literal treatment of content and is SOLO terms a spread of 

levels from U to Mand a reduction in o from Reading to 

Writing. A similar observation about common characteristics 

can.be made for Function. This has been characterized earlier 

as generalizing in a evaluative framework. As with the 

previous cases some 11 year olds (Angie, Andrea, Narelle) show 

higher level responses, represented in this case by speculative 

comments (H). Note however that in this case these are not 

restricted to the 11 y~ar olds. 8 year olds Ben and Melissa 

gave one H response each. 

3.5 Form of Response - Review 

Throughout the interviews questions were asked in such a manner 

as to impose as little as possible on the form and content of 
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the child's answer. Questions about the children's own reading 

and writing were of two parts, the first identifying the work 

or works (What is your favourite book on story at the moment?) 

and the second seeking an explanation of its worth (Why do you_. 

like this? or What is it about this book that appeals?) Though 

this clearly directs the children to provide an explanation of 

their thoughts and feelings there is nevertheless a variety of 

ways in which the children may respond; including the 

tautological: 

They make better reading. (Richard, R3) 

the predominantly subjective: 

I like the story, especially where Pottle Pig goes to 

school. It's funny and exciting. (Monica, RS) 

or an analysis of subjective and ogjective response, for 

example Angie 1 s lengthy W6 comment. 

Of course any given response may contain all these elements, 

the point being however than some offer more powerful 

explanations than others. So the response given by these 

children should be considered in terms of the variety of 

possible responses. Perhaps the first point that should be 

made is that all these children provided a variety of 

responses; this variety has been described in each of the 

analyses of Form of the Response and also in terms of the 

traits as propositions. This is not surprising for one might 

expect answers to vary acording to all sorts of factors for 

example: Was the answer provided at the beginning of the study 

before a relationship had been established? What was the 

child's disposition at the time of interview? How well did the 

child remember the work being discussed? These effects are too 
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complex to probe in this study, however all the children 

discussed some clearly recalled work in a relaxed and highly 

motivated manner. Variety of response'is also intentional so 

there may be more likelihood of giving examples or discussing 

at greater length for particular stories of significance to the 

individual. 

The observation about characteristics common to each age group 

shows that in their formulation and articulation of a response 

the 8 year olds possess the same basic approach to evaluation 

as the 11 year olds. Were this not the case the analyses may 

have shown for example that 8 year olds gave only 

uni-structural responses or gave only subjective assessments or 

did not generalize. So if the 11 year olds for instance raise 

more features, establish more connections and provide more 

detailed explanations then the capacity for such responses may 

be established by eight. Many questions and observations 

surround this issue and it is appropriate to raise it later 

after an examination of traits and also the process and context 

of writing. Some characteristics though distinguished the 

responses of the 11 year olds as a.group from those of the 8 

year olds. The older group, on the whole gave longer responses 

and for Reading discussed a wider variety of books. Also 

some 11 year olds gave higher level responses where (except for 

levels of abstra.ction) none were evident for the 8 year olds. 

It was noted previously that there was a group of responses 

with the characteristics of Informational purpose, Concrete 

level of abstraction and uni-structural SOLO level in common. 

Whilst each of these classifications offers a different 
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description of a response it does not follow that a response 

will necessarily have these classifications in common. It can 

be argued that Informational comments are most likely to be 

uni-structural and concrete C 1) and that Concrete comments are. .. 

most likely to be uni-structural (2), but for example 59% of 

uni-structural responses as a group are Generalizing. To 

clarify the point, the number of features a child raises does 

not necessarily determine the level of generality of their 

response (nor it was argued earlier the length of the response) 

but that when those features are an example, synopsis or 

objective detail (Informational purpose) the response will most 

likely be reporting particulars. Some distinction between the 

responses far Reading and Writing was noted. The small number 

of comments for Reading made it difficult to make 

generalizations based on this observation but the question was 

raised whether any distinction might be related to discussing 

one's own creation compared with other's creations. If then 

the group showed some common characteristics in the form of the 

response will this be the case for Content? Chapter two 

examined the spread of traits observed and their definition. 

In J.l it was argued that the pattern of traits represented 

common concerns, distinguished as trait groups. The final 

section of this chapter looks for prominent elements within 

these general concerns. 

1. For all Informational responses 71% are uni-structural and 
79% are concrete. 

2. For all Concrete responses 78% are uni-structural. 
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3.6 Prominent Traits 

In Chapter two it was asserted that the primary concern with 

trait classification was to register the range of different 

propositions about qualities in literature and really each 

trait a child raises is as important as any other in that it 

represents a different view. The dist~ibution of traits 

(Tables 9 and 10) shows that certain traits are more frequently 

cited. One could make assumptions about the strength or 

importance of particular traits for each child based on the 

number of times that child mentions those particular traits, 

however some important qualifications of this as a measure of 

value should be noted. For example some responses are 

repetitive, the child feeling it necessary to restate the 

proposition in several ways, but essentially dealing with the 

one idea. Sometimes a trait is mentioned only once but 

followed by considerable elaboration, all of which is 

subordinate to the single solution of the trait. (Andrea's W9 

comment is one such example) 

Another way of considering the strength or importance of any 

particular trait is to consider how many children share the 

proposition. This notion of strength is concerned with 

identifying common viewpoints and allows one to consider the 

issue of prominent traits. For this discussion a prominent 

trait is defined as one mentioned by three or more children in 

their age group (that is half or more than half of their age 

group). So for example one can state that four (out of six) 8 

year olds raised 1 interesting' as a quality of good literature. 

On this basis it might then be asked whether this would be as 
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common for 11 year olds or for Writing? This analysis then 

uses the above definition of a prominent trait and compares and 

contrasts the age groups and Reading and Writing. The 

beginning of this chapter ( 3 .1) considered broad comparisons ip. 

terms of major concerns, thus focusing upon groups of traits. 

The following discussion examines prominent individual traits. 

Tables 9 and 10 give the distribution of traits for each child. 

Table 11 gives the number of different children from each age 

group citing each trait for Reading and Writing. Table 12 

summarizes the prominent traits by age and mode. 



-,, ,..... ~ ~ - ;" r. :z ~ 3: [ :, ~ ~~ ~ 
., -· -· -~ ~ "' -- ~ - ~ 

~- ..... 3 ,; ~- .., 
-· .... ... "' .. ...; -~ ' t/l " - .. lj 

,.., -- v) - -· - - - (/l - .... 0 < -:: --: =.. :)l r., = . 
'-' 

I Finished 

; - Length > 
i 

1 Planning/Struccure 

I Characterizacion i: 
-.. 

I 
Dialogue I --

! t,..J - Illustration ? .-j - ,.; 
I 

j~ 

No.Characters 
.. ; 

I - Ct7 
I Rhyme 
j 

Lit.Convention 
I 

I Str.Convention I 

- - l/ocabulacy 

1'-1 Action ::; 

...... - .~dventurous 

~ Compellins 

f',) Complexity 

- - C,edible 

Descriptive 
' - - - - fv - w Emotional Appeal 
i 

~ - - - Exciting 

-- Fiction/Fantasy 

- Imaginative 

..... - - 1'J Info.ma ti ve ("') ~ 

w -· - Interesting i ·~ - - ' ·- :,'I ,:; -Logical 
.... ,.. 

.....i,. ·- .... ,-... "' 
~ovel 

.... tJl - - - or Unconven. )I" .. 
" . ., - - Popular./Approval 

Provocative 

Resolved 

- Serial 

N N - - - Style 

N - Suspense 

Unique 

~ - N w ~ ~ """ ... N ~ "' c,,.,. Specific Inc . . . 

N - - " Example,Synopsis . . 

w ""'-I "' .f!' (H CQ ~ a\ t-l O"\ °' ~ No • diff't traits 



134 

...... 
t~ - > :;; 2 I 

..,. -,- Cl n a ::;:, > .., 
~ ::, -- ~- -s r.) !l ~-

::, 111 ~ ~ ,. ; --, 
Q. ,, "' - ::, a :I ,;' ~- .., .., 

·- " 
.., ';:I" :,,' ,... - ,-. ,... ~ -, ,... 

C :. - ~ 0, .... r: '"' <ll ~ - ., ~ <ll ;.. . 
-;:, .., QI (JI - - 0 < - '" Q. co ~ ::, ...., 

- ..... - Finished 

- - N l'J N <.rt .;:,. Length J> 
1 
I ~ 1-.J N N U) - - - ~ w Planning/Structure 

I - vJ ~ N - Charac:terizacion ~ 
..,· 

' ' ,.., 
' Dialogue -
' - ., ., 

·,~ -I Illustration - .. - ,..., - ~ 
1fo. Characters 

::, .... - ".l 

OJ -.,; 

- .... Rhyme 

I - - Lit. Convention --- N " vi - -- Str.Convention 

- .... c,,,, Vocabulary 
I 

I - N Ac:tion 

N - Ad venturous 
: 
! 
! 
! - - Compelling 

' Comple:'<ity 
1 

:. 

IN I 
I 

vi Credible : -I ' i ; I llescripti \'C 

I - I ..... 
I I 

:: 

' ~ (.J,I v,I I 0\ ~ Emorional .-l.ppt,ai - -
I ()4 t-J 1~ - - ~ ~ Exciting 
' -; 

-·· ! 
Fie t ion/Fantcss·, 

; 0,,, t-) 
I ~ ~ 

; [maginacive I - - i I .- --· 
' I [nformative " 

- -
i N .. -· 
r ' - :;, 

::.. 

foteresting -I N ""' 
""""I N - - --

I - -· 
i I Logica.l 

,:---

- l~i ' 
i - i - )lo.,cl or Um:onv,!n 
j 

I 
I 

..... J\) .r- I- .... - Populor./Approval 

! - - " 
l Pravocat.i.'le 

i 

..... I w ' Reso.l vcct 
' j I .... 

I ! 
I I Seri. a I I I l I 

I 

l - - N - St~·lt::: 

Suspens"-' 

_., l'.ni4ue 

'tv 1_ - - - - N -F='- I'-.> Specific .:nc .. ~ I 

~ (.,.4 N I 
~ 

'v 
I ()4 - ~ 

._ N f'.I Ex~rnple,S~nopsi~ . . 

--0 <r, ..... ,~ - - ~ 
..... 
~ ~ ~ °' N ..... °' N .lio. <lit£' t tr~i ..::::i 



135 

Table 11 - Number of Children Nominating Each Trait 
for Reading and Writing Combined 

Traits* 8 year old 11 year old 

Fi~ished 2 
Length 4 3 
Planning/Structure 6 6 

Characterization 1 2 
Dialogue 1 
Illustration 4 
No. of Characters 1 1 
Rhyme. 1 1 
Literary Convention 2 
Structural Convention 3 4 
Vocabulary 3 1 

Action 1 1 
Adventurous 1 2 
Compelling 1 l 
Complexity 1 1 
Credible 2 l 
Descriptive l 1 
Emotional Appeal 5 5 
Excitin? 5 3 
FictionFantasy 1 2 
Imaginative 3 
Informative 3 2 
Interesting 5 3 
Logical 1 
Novel or Unconv. 2 3 
Peer/Aud. Popularity 3 4 
Provocative 3 
Resolved 1 2 
Serial 1 
Style 4 4 
Suspense 2 l 
Onigue l 

Specific Incident 6 6 
Example, synopsis 5 5 

* Some titles are abbreviated. 

Total 

2 
7 
12 

3 
1 
4 
2 
2 
2 
7 
4 

2 
3 
2 
2 
3 
2 
10 
8 
3 
3 
5 
8 
1 
5 
7 
3 
3 
1 
8 
3 
1 

12 
10 
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Table 12 - Prominent Traits for Each Age Group 
for Reading and Writing 

Reading 

Trait Group 8 year old 11 year old 

A 

B Illustration {3) {*) 

C Emgtional Emotional 
Appeal { 3 ) Appeal 

Exciting ( 3) 
Informative ( 3 ) 
Interesting ( 3 ) 
Style ( 3) 

D Specific Specific 
Incident Incident 

Topic or Topic or 
Character Character 

Appeal ( 6 ) Appeal 

Writing 

A Length ( 4) Length 
Planning/ Planning/ 
Structure ( 6 ) Structure 

B Illustration ( 3 ) 
Structural Structural 

Convention { 3) Convention 
Vocabulary ( 3 ) Characterization 

C Emotional Emotional 
Appeal { 4) Appeal 

Exciting ( 5 ) Exciting 
Interesting { 3 ) Interesting 
Peer/Audience Peer/Audience 
Popularity or Popularity or 
Approval ( 3 ) Approval 

Novel or 
Unconventional 
Provocative 
Style 

D Specific Incident ( 5 ) Specific Incident 
Example or 

Synopsis ( s) 
Example or 
Synopsis 

( 4 ) 

( 6) 

( 3 ) 

( 6) 

( 4) 
( 3 ) 

( 3 ) 
( 3 ) 
( 3 ) 

( 3 ) 
( 3) 

( 5) 

( 5 ) 

* Numbers I 
1n brackets show the number of children citing the 
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Similarities for 8 and 11 year olds - Reading 

The most striking similarity here is for Specific Qualities. 

All children included this in their evaluation of their 

favourite literature. Chapter two discussed the nature of 

these specific qualities. Generally they refer to a popular 

item of content in the story <'a cow talks' for example) or a 

specific interest of the reader <'I like history' or 'I want to 

be a vet'). The former being more prevalent amongst the eight 

year olds. Emotional Appeal was also common to both age groups 

but less strongly represented than Specific Qualities. The 

majority of these comments from 8 year olds were for 'funny• 

and for 11 year olds, 'sad'. 'happy', 'mature' and 'boring' 

were also classified under this trait. 

Differences for 8 and 11 year olds - Reading 

Several traits were prominent for 8 year olds but not for 11 

year olds. The 8 year olds discussion of Illustration was 

generally to register the illustrations as desirable 

characteristics rather than explain their specific contribution 

or relationship to the text. For instance it wasn't suggested 

that illustrations enhance the text or made it more 

comprehensible or provided additional information. Monica's 

(Rl) comment is typical: 

I like the way it was illustrated. 

The traits Exciting, Informative, Interesting and Style, also 

prominent for 8- year olds were, like Illustrations assertions 
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of worth rather than explanations. Ben perhaps comes closest 

in describing how a book is rendered 'exciting'. 

Oh lots of excitement, you know biting your finger nails. 

A lot of action. Lots of different sorts of words. Oh 

instead of writing it in the long way, trying to fit in a 

shorter way to write it. (Ben, R3) 

Cameron's <RS> comment, however is typical: 

I like space books because they're quite interesting. 

There were more traits cited by 11 year old children and not by 

8 year olds than for the converse (seven compared with three). 

These were all however mentioned by either one or two children 

and include: Compelling, Complexity, Fiction/Fantasy, Logical, 

Popularity or Approval, Setial and Unpredictable. 

Whereas the range of traits (in terms of the number of 

different traits cited) is similar for both age groups the 8 

year olds showed a rather stronger tendency to mention similar 

traits (seven prominent traits) than did the 11 year olds (two 

prominent traits>. 

Similarities for 8 and 11 year olds - Writing 

There were far more points of similarity for Writing comments 

compared to Reading comments. Common prominent traits exist in 

each of the four trait groups. For the trait groups Process -

Strategies (A) the traits Length and Planning/Structure are 

common to both age groups. The earlier discussion concluded 

that comments for Length are mostly assertions of it's worth, 
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rather than explanations. Comments for Planning/Structure 

generally concerned the need for this rather than details of 

how one plans or what structure is adopted. 

For the trait group Process - Tactics CB) the prominent trait 

Structural Convention was common to both age groups. Much of 

this comment concerned the ordering of content in a story, 

though Melissa CB year old) mentioned making notes and rough 

copies. Most of these comments were frorp. discussion of 'good 

story beginnings o.r endings.' 

The trait groups Generalized Qualities CC) represents the area 

with most common prominent traits (and indeed most traits 

overall>. The traits concerned are Emotional, Appeal, 

Exciting, Interesting and Popularity or Approval. Emotional 

Appeal is largely in terms of 'funny 1 
( only for 8 year olds), 

1 happy' or 'sad' (mainly for 11 year olds). Note that these 

could be sa·id to cover the Affective (EMO, EXC) and 

Intellectual (INT) response of the writer and alsc the response 

of the reader or audience (POP). 

Both traits in the trait group Specific Qualities (Dl were 

prominent for each age group. In each case five out of the six 

children gave responses for Specific Incident, Topic or 

Character and for Example or Synopsis. For the trait Specific 

Incident, Topic or Character the pattern is similar to that of 

Reading. 8 year olds tend to focus on popular items of content 

in their stories ('the fighting' , 'He gets into mischief' , 'you 

can get into sca.rey stories') whereas 11 year olds make more 

general references to their own interests which the story 
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contains ( 1 sharks 1
, 'holidays', 'love stories'). The trai t 

Example, Synopsis or Quotation canvassed all these elements and 

examples used were both actual detail from stories or 

hypothetical ( especially in answer to questions about a 'good ..:" 

story• or a 'good story beginning or ending'). 

Differences for 8 and 11 year olds - Writina 

For Writing the difference between age groups focuses upon 

particular traits prominent for one group but not the other. 

The 11 year olds as a group cited more traits than 8 year olds 

(28 compared to 24) and gave more traits cited only by their 

own age group (8 compared to 5). However the differences are 

small, especially when compared with the number of prominent 

(and less than prominent) traits which are held in common. 

Differences exist for the trait groups Process-Tactics (B} and 

Generalized Qualities (C). For B only 8 year olds mention 

Illustration and Vocabulary. Characterization is prominent for 

11 year olds only. Novel or Unconventional, Provocative and 

Style are prominent traits for 11 year olds only and 

Provocative was given only by 11 year olds. 

Similarities for Reading and Writing - 8 year olds 

Similarities spread across trait groups B,C and D. 

Illustration was the only Process trait to be prominent for 

both modes. The greatest area of similarity was for 

Generalized Qualities. Here the traits Emotional Appeal, 
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Exciting and Interesting were prominent for both modes. Also 

for both modes Specific Incident, Topic or Character was 

prominent, {indeed this trait together with Planning/ Structure 

were the only two to be given by all children). So there is~: 

dominant concern for Qualities over Reading and Writing. 

Differences for Readinq and Writing - 8 year olds 

The most striking distinction has been discussed previously, 

namely the low incidence of Process comment for Reading. Two 

Process traits were prominent for Wr~ting only Structural 

convention and Vocabulary. Popularity or Approval seemed an 

issue only for Writing and was not cited by any child for 

Reading. The earlier discussion on the relatively fewer 

Process comments for Reading seems consistent with this. The 

concern for Reading seems to be one's own reaction to the work 

and there is little evidence of concern for the assessment of 

others or for the author's technique. No 8 year olds provided 

Examples or Synopsis for Reading whereas all but one did for 

Writing. This seems consistent with their concern for 'How is 

it done? 1 with respect to Writing. 

Similarities for Reading and Writing - 11 year olds 

The 11 year olds appear to show far fewer similar traits for 

Reading and Writing than do the 8 year olds indeed only two 

prominent traits are common to both modes for the 11 
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olds: Emotional Appeal and Specific Incident, Topic or 

Character Appeal. Even though 11 year olds as a group cited 

more traits for Reading and Writing than did 8 year olds this 

was only four more in each case and clearly insufficient to 

account for the lower level of prominent traits for Reading for 

the 11 year olds in comparison to the 8 year olds. 

Differences for Reading and Writing - 11 year olds 

From the discussion of similarities between Reading and Writing 

above it is clear that the major distinction is the greater 

number of prominent traits held in common for Writing than is 

the case for Reading. This Cit was noted previously) was not 

the case for 8 year olds. Two conditions seem pertinent to 

this observation. First the 11 year olds gave fewer traits for 

Reading than for Writing (19 compared to 28), so there are 

potentially fewer traits to be held in common, though note that 

the same condition applies to the 8 year olds (24 traits for 

Writing, 15 for Reading) yet the effect is not to reduce the 

number of common prominent traits (for Generalized Qualities). 

Second the 11 year olds gave more traits not cited at all by 8 

year olds than the converse Cl> and this was most marked for 

Reading. So 11 year olds were more inclined to offer 

individual trait patterns. (2) 

l. See Table 11 10 traits - 11 year old only for Reading and 
Writing combined: 
2 traits - 8 year old only for Reading and Writing 
combined. 

2. Of the 10 traits CR+W> - 11 year olds only, 7 were cited 
by only one child; 1 was cited by two children and 2 
were cited by three children. 
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There were no prominent traits given for Reading which were not 

also cited for Writing. Prominent traits cited for Writing but 

not for Reading include: the Process traits, Length, 

Planning/Structure, Structural Convention and Characterization~ 

and the Qualities traits Exciting, Interesting, Popularity or 

Approval, Novel or Unconventional, Provocative, Style, Specific 

Incident, Topic or Character and Example or Synopsis. As for 8 

year olds prominence of Pop~larity or Approval and Example or 

Synopsis for Writing seems consistent with their concern for 

'How is it done?' 

3.7 Prominent Traits -Review 

Given that the examination of the form of the responses 

concluded that t here were common characteristics for both age 

groups and that the amalgamation of individual traits i nto 

groups of traits representing similar concerns showed that 

these concerns we.re common to each age group (see Table 4) is 

this ef£ect evident at the level of individual traits? Tables 

11 and 12 show that this can be said to be so much more for 

Writing than for Reading. The common core of characteristics 

is most evident in trait groups A,C and D. If the spread of 

prominent traits is examined for Reading and Writing combined 

the particular traits which are prominent for both age groups 

are: 
': 

' 
Process - Strategies: Length and Planning/Structure. 

Generalized Qualities: Emotional Appeal, Exciting , 

Interesting, Popularity or Approval and Style. 

~- • .. ~- ., 
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Specific Qualities: Specific Topic, Incident or 

Character and Example or Synopsis. 

Note also that the traits Planning/Structure and Specific 

Topic, Incident or Character Appeal were given by all children, 

and that the traits Emotional Appeal and Example or Synopsis 

were given by five out of six in each age group. 

For each analysis of the form of the response in addition to 

the core of characteristics common to both age groups it was 

noted that the 11 year olds offered some distinctive responses 

in terms of a higher level of classification (for example 

T-R, SOLO level or H level of abstraction}. Table 11 shows 

that both age groups provided some traits not nominated by the 

other. For example Finished was a concern of two ll year olds 

only or Illustration was a concern of four 8 year olds only. 

For Reading and Writing combined the 11 year olds gave ten 

traits not nominated by 8 year olds compared with only two 

traits nominated by 8 year olds but not ll year olds. Of those 

ten traits nominated by 11 year olds only two are prominent 

(that is given by three or more children) For Reading and 

Writing combined both 8 and 11 year olds have thirteen 

prominent traits. So prominent traits represent a higher 

proportion of total traits for 8 year olds than for 11 year 

olds. Cl) The proposition then is that 11 year olds as a group 

nominated more traits than did 8 year olds and the 11 year olds 

tend to more individual patterns of traits. Such a proposition 

seems consistent with a tendency for 11 year olds ta higher 

SOLO levels, denoting as this does the discussion of increasing 

number of relevant features. 

1. Percentage of total traits for Reading and Writing as 
prominent 8 yr old 57\ = 15/26, 11 yr old - 38% = 13/34. 
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Once again there is a distinction between the pattern of 

characteristics for Reading ·and Writing. Both age groups gave 

more traits for Writing than Reading. Clearly it is difficult 

to know how much significance to attach to this given the 

smaller number of comments for Reading. Both age groups show a 

higher proportion of prominent traits out of total traits for 

Writing (and this is more so· for the 11 year olds). In Section 

3.2 it was suggested that the children were more inclined to 

make generalizations dealing with more features in an 

evaluative framework when discussing literature of their own 

creation. The distinction between Reading and Writing both in 

terms of the total number of traits and the proportion of 

prominent traits seems to support this. 

3 . 8 Summary 

Distinctions between the age grot.;ps and between Reading and 

Writing have been examined in terms of major concerns 

(respresenting groups of traits as propositions), in terms of 

the way in which those propositions.were given and finally in 

terms of prominent traits. It is argued that each method of 

analysis presents a different perspective on the children 1 s 

responses and that from each of these differing perspectives 

three common observations can be made. In making these 

observations one must be mindful of the qualifications which 

must be made given the size of the sample and the subjective 

nature of some of the classification: So it is suggested that 

each group has certain characteristics and, recalling the 

discussion in Chapter one, the main function of the 
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study was to generate ways of examining children's responses to 

search for characteristics. 

The first characteristic which is evidenced by the different 

analyses concerns distinctions between the responses for 

Reading and Writing. The proposition was advanced in 3.1 that 

the children's responses show different concerns in the 
. 

evaluation of writing of their own compared with that of 

others. For their Reading their concern seems primarily to be 

in terms of its effect on them and they don't on the whole 

probe how this is achieved. Of course this.is in a situation 

where they had considerable latitude in the formulation of 

their response and does not necessarily mean that they could 

not comment on the writer's craft if they were asked this, 

indeed their comments on Writing show that 'How is it Done?' is 

universal concern for them, so a distinction is made in terms 

of whether they are responding as a 'creator' or an 'audience.' 

Note that three of the 8 year olds discussed Illustration and 

the possible ambiguity of this trait was raised in terms of 

whether their intention in raising it was in terms of 'How is 

it done' or rather as a quality. 

The second characteristic evident in the different analyses is 

the assertion that a core of common characteristics exists. 

This was examined at several levels. First there are the 

universal concerns in the responses of 'How is it done?' and 

1 What is it like?' Then the manner in which both 8 and 11 year 

olds showed an integration {yet with this also an awareness) of 

subjective and objective response and also the way in which 

responses are classified into categories and it these 
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categories which seem to be evaluated. The use of the SOLO 

taxonomy gave a different perspective for this core of common 

characteristics, that is levels of response which most children 

used and also a distinction between Reading and Writing. The 

examination of Function and (to a lesser extent) Form showed 

similarities in terms of Purpose and Level of Abstraction and 

suggested that the form of the response was appropriate to the 

function. This similarity was summarized as generalizing in a 

evaluative framework. 

The third characteristic evident in the different analyses 

concerned the distinctions between the age groups. It was 

argued that from a developmental perspective one might expect 

some responses of 11 year olds to ,reflect their maturity. Such 

comments from 11 year olds were de?icted as higher level 

responses. For Appelbee's model of analysis this was in terms 

of Piaget's stages of development. For Bigg's and Collis's 

model of analysis this was in terms of SOLO level and for 

Little's model of analysis this was in terms of levels of 

abstraction (and the forms following these functions) Such 

'higher level' responses were not evident for all 11 year olds 

nor consistently for each response from children who gave 

higher level responses. They were however, clearly more 

prevalent in the comments of the 11 year olds. 

Thus far this group of children's comments have been examined 

in terms of what propositions they advance when discussing 

literature (theirs and others) and what common concerns or ways 

of responding are evident. Chapter four turns to the comments 

children made in a more directed situation, focusing 
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specifically on the process of stories which they were engaged 

in writing and searches for links with the previous discussion. 

Two questions to be explored are: Will the comments on their 

writing made during the process (as opposed to the 

retrospective or generalized comments for their discussion of 

Writing so far) reflect their evaluative propositions? Will 

the qualities which they ascribe to their works be used say as 

reference points or organizers as they write? 
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CHAPTER 4 COMMENTS ON THE COMPOSING PROCESS 

4.1 Purpose 

Throughout the study the focus of discussion was shifted 

between the child's retrospective evaluation of literature 

(theirs and others) and discussion of stories they were engaged 

in writing. This chapter deals with the comments made by 

children about those stories. As for the evaluative comments 

the intentions was first to see what propositions the 

children's remarks would reveal and second to compare and 

contrast those propositions. A further comparison is then 

possible between 'the evaluative comments and those concerned 

with the process of writing. Because a different methodology 

to that for eliciting evaluative comments was employed for 

comments on the process of writing it was considered 

inappropriate to attempt to use the same system of 

classification for Process Cl> comments. In this case the 

questioning was more specific and intentionally directed the 

children to certain topics, for example questioning them on a 

particular behaviour (say erasing) or asking something about 

the story. This questioning was however in addition to 

encouragement given the children to talk about their stories as 

1. aenceforth Process (first letter capitalized) refers to 

comments made by children about stories they were writing as 

discussed during interviews or video sessions. 
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they wrote. Given that there was to be somewhat more 

intervention in the nature of the children•s responses than for 

evaluative comments it was determined to use a method derived 

from Nolan (1979) for probing children's views on the writing ··' 

process. 

Given that the analysis of the children's evaluative comments 

uses a system of classification derived from the children's own 

comments it seems useful and appropriate to apply Nolan's 

analysis to children's writing process comments since these are 

the source of the categories he has devised. Nolan studied the 

writing processes of sixth grade able writers. Nolan notes a 

number techniques used for probing the writing process 

including: 

the close observation of the writer actually engaged in 

the act of writing; 

analysis of the writer's composing aloud; 

analysis of the writer's retrospective comments on his 

writing1 

analysis of the finished product. 

Two techniques however are of particular interest, composing 

aloud and stimulated recall. By the use of video recordings of 

children writing Nolan has incorporated all of these techniques 

into his method of analysis. Be encouraging the children in 

his study to compose aloud and video taping their writing 

session the video tape could then be used to stimulate recall 

of 'covert mental activity engaged during the composition . ' 

(Henceforth referred to as 'recall sessions'). Not all stories 

were videotaped in Nolan's study and the written product 
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{re-read by the child) was also used to stimulate recall of 

aspects of the composing process. 

In her study of the composing processes of twelfth graders 

Janet Emig notes: 

The assumption here is that comoosing aloud, a writer's 

effort to externalize his process of composing, somehow 

reflects, if not parallels, his actual inner process. 

Composing aloud can be characterized as the alternation of 

composing behaviours and of hesitation phenomena of 

various sorts - that is of verbal behaviour that 

directly pertain to the selection and ordering of 

components for a piece of written discourse, and those 

which do not. (Emig, 1971:40-41) 

Nolan (1979:24) cites a number of studies using the technique 

of stimulated recall and notes Bloom's description: 

The basic idea underlying the method of stimulated recall 

is that a subject may be enabled to relive an original 

situation with vividness and accuracy if he is presented 

with a large number of cues or stimuli which occured 

during the original situation. 

Nolan also notes that he found no reports of the technique 

having been used previously in the study of writing process or 

with elementary school children. 

Nolan made transcripts of the children's composing aloud and 

retrospective comment and these were analysed by first 

segmenting in 'communication units' (Loban 1976) and assigning 
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labels to describe the aspect of composing. Forty-three label3 

representing stages or concerns of the composing process were 

grouped into areas with which they appeared to be concerned. 

The category system derived is given is Table 13. Nolan has 

determined that children are concerned with three major 

problems in composing a story - What to Write?, How to Write 

It? and What is it like? 
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Table 13 - Facets of the Composing Process 
(Nolan,. 1979:26) 

-· '.· 

1.0 WHAT TO WRITE? 2.0 HOW TO WRITE IT 3.0 WHAT IS IT LIKE? 

1.1 Ideas 
l. ll Responding 

to Stimulus 
1.12 Searching for 

an idea 
1.13 Selecting an 

idea 
1.14 Rejecting an 

idea 
1.15 Incubating an 

idea 

1.2 Sources 
1. 21 Literature 

1. 22 Experience 
1. 23 General 

knowledge 
1.24 Television/ 

Movies 
1. 25 Other 

2.1 Beg inning 

2 .11 Planning 
2 .12 Starting 

2.2 Developing 

3.1 

3 .11 
3.12 

3.13 

3 .14 

Evaluating 

Re-reading 
Revising 

Judging the 
pa.rt 
Judging the 
whole 

2 .21 
2. 22 
2. 23 

Point of view 
Lexical choices 
Stylistic 
choices 
Searching for 
details 

3.2 Discussing 
3.21 Commenting on 

content 
2. 24 

2 .. 25 
2. 26 

Selecting details 
Production 3.3 
strategies 

Reading 

3.31 Sense of 
audience 

2.3 Finishing 
2.31 Shortening 
2. 32 Ending 

2.4 
2. 41 
2.42 
2. 43 
2.44 
2.45 
2.46 
2 .47 
2 .48 
2. 49 

2.5 
2.51 
2.52 
2.53 
2.54 
2. 55 
2.56 
2.57 

2.58 

Components 
Theme/Moral 
Setting 
Mood 
Climax 
Title 
Characterisation 
Naming 
Illustrating 
Humour 

Concerns 
Production problems 
Spelling 
Handwriting 
Omitting words 
Ambiguity 
Paragraphing 
Punctuation/ 
Capitalisation 
Grammar 
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4.2 Data Collection 

There was no intention to repeat Nolan's study but rather to 

use some of the techniques and classification titles. In 

describing how these were applied reference can be made to some 

of the similarities and differences to Nolan's study. In both 

cases able and articulate writers were used though Nolan used 

sixth grade children only. In Chapter two <2.2 Data 

Collection) the organization of interview and taping sessions 

was described. Most children were interviewed on fifteen 

occasions. It should be noted that invariably some of these 

would be relatively unproductive, children perhaps having 

forgotten to bring their story folder or feeling uneasy about 

being absent from.an activity. As indicated in Chapter two it 

was necessary to maintain some flexibility in discussion topics 

and -this was generally possible for all but the video taping 

sessions. Each child, except Monica who left the school half 

way through the study, was video taped for two writing 

sessions, each being followed by a recall session where the 

video tape was played back to the child. Their comments in t he 

recall sessions were tape recorded. Each child also had at 

least two recall sessions where they were asked to re-read 

their stories to stimulate recall of aspects of the composing 

process. Where possible video taping and recall sessions were 

on consequtive visits to the school. Video taping sessions 

were typically of five to ten minutes duration and where 

possible all children were recorded in the one visit. This was 

however not always possible so the video equipment had to be 

used on more than four visits. 
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Video equipment used was a black and white portable video 

camera on a tripod connected to a reel to reel video recorder. 

Monitors used for viewing the video tape were available in each 

school. Rooms used for other interviews were unsuitable for 
_.: 

video sessions for reasons of noise levels and ease of access, 

so quieter rooms further removed from the classroom were used. 

Nolan used two video cameras in his study, one focused on the 

text, the other on the child's face. A switch enabled either 

to record. Since such a facility was unavailable for this 

study a compromise was attempted using a tripod with a swivel 

head so that the camera's focus could be shifted from the page 

to the writer's face. This meant that the page was filmed at a 

slight angle, but this proved not to be a serious distraction. 

A zoom lens on the camera enabled close observation of the te~t 

so that individual words or actions of the writer could be 

captured. The zoom lens also allowed a considerable portion of 

text (about half a page of a school exercise book) to remain 

sufficiently clear on the monitor to be easily read. For right 

handed children the· camera was positioned approximately 1. 5 

metres to the left of the writer and for left handed children 

it was placed on the right. The video equipment was prepared 

prior to .the writing session so that all that was necessary was 

to switch the camera on. Early in the study children were 

informed of the intention to video tape them whilst writing. 

The video equipment was produced and they were able to help set 

it up and make limited use of it as a process of 

familiarization prior to its formal use in the study. 

In each video recording session children were asked on the 

previous visit to make available some current writing with the 
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understanding that they would be working on this during the 

videotaping session. Some children then were writing their 

first drafts of stories for the session others were revising a 

draft. All writing during these sessions had begun prior to 

the session. For each session before video taping commenced 

children were encouraged to talk about what they were doing, to 

think aloud about what they planned or wrote. So, for example, 

children were told: 

As you work today try to think aloud about what you're 

doing. If you pause or change things try to give your 

reasons. Try to explain as much about what you're 

thinking and doing as you can so that when we look at the 

film you'll be able to hear what went on as well as watch. 

In most cases children gave more comments in t he second 

video taping session than in the first. Generally children 

made little comment whilst they were actually writing. They 

were more- inclined to explain a pause, an erasure, turning a 

page or making some change to the text. So comments were 

mostly attached to some physical action other than continuous 

handwriting. More comments were obtained in the recall 

sessions. 

For the stimulated recall sessions the video recorder was 

connected to a monitor and the tape prepared prior to the 

child's arrival. Nolan's instructions to the child were used 

as a guide here: 

Anytime you can tell me something about how you made up 

your story, I want you to stop the tape and tell me all 
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about it. Watch the tape and see if it helps you to 

remember what you were thinking at some time while you 

were making up your story. Sometimes I will stop the tape 

and ask you a question about what you were thinking at 

some point in the story. 

Because recording sessions were of five to ten minutes duration 

the whole of the writing episode was shown. Prior to the 

replay for the child the tape was viewed to select any portions 

likely to provoke comment or from which to formulate questions. 

All discussion during the recall sessions was taped recorded 

and the child's comments were later transcribed. 

Generally this application of video to the techniques of 

composing aloud and stimulated recall did not yield extensive 

comments from the children. Given that Nolan asserts that the 

stimulated recall technique is a rich source of information 

concerning how writing is produced it is proper to speculate on 

how more information may have been obtained. Nolan's study 

used four recording sessions, so the reduction in this study 

(primarily because of limits on time and the availability of 

equipment) to two recording sessions reduces the possible 

amount of information. For all children in this study both the 

use of video equipment to record their classroom behaviour and 

the technique of composing aloud were new experiences. Perhaps 

greater familiarity with these procedures may have rendered 

them more forthcoming. It is significant to note that the 

recall sessions where children worked with the text of their 

stories generally produced much more comment than for the 

video tape recall sessions, so this element of familiarization 

may be valid. 
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For the recall sessions where the text of the story was used 

as the stimulus two procedures were followed, either the child 

would re-read the story aloud or I would read the story aloud. 

As for the video recall sessions children were encouraged to _..· 

give explanations and amplifications and I also asked 

questions. Stories chosen were those being written currently 

and where possible children would be working on their story 

prior to the session. Once again the discussion was recorded 

and the children's comments transcribed. 

4.3 Principles of Classification 

The videotaping and stimulated recall sessions produced a body 

of comment on the writing process from each child which is 

reproduced in Appendix A. The notes accompanying the comments 

give details of the __ children's actions, questions accompanying 

the responses and the text being discussed. Having transcribed 

the comments and made notes (1) the next stage was to classify 

the comments. Recalling that Nolan's category system was 

derived from the children's comments the assumption was made 

that if the Facets of the Composing Process adequately reflect 

'concerns and stages' for writers then it should be possible to 

separate the children's comments into propositions as for their 

evaluative comments and apply Nolan's nomenclature. 

1. These were made during recall sessions as it was necessary 
for me to operate the video camera for the entire 
recording session. 
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Nolan segmented all comments into 'Communication Units• using 

- Loban's (1963) definition of 'each independent clause and its 

modifiers' (Hunt's (1965) T unit compares) and these were 

examined and assigned a label to describe the aspect of 

composing. For this study the clause was also used as the 

screening unit though in most cases the proposition or concern 

was sustained through several such units and often several 

sentences. 

It is evident from Nolan's example (1979:28) that his was also 

the case in his study. He classifies the following comment as 

Set ting {time) : 

At this point I decided what day and what time would be a 

good time for it to happen. Dungeons were back in the old 

days so I put it back in the 16th century. I decided that 

it had to be hot so I put it in August. 

Because it becomes a matter of judgement for the researcher to 

differentiate between concerns it was decided to use the 

classification procedure for evaluative comments as a model. 

In the case of Process comments Nolan (1979:25) speaks of 

'aspects of composing' or 'concerns and· stages in the 

composition of stories' and these are described by the labels 

termed Facets of the Composing Process. These 'concerns' or 

'aspects' then replace the 'propositions' of the evaluative 

comments analysis. For the present analysis then, once a 

statement on portion thereof was determined to constitute a 

'concern' it served as a model for subsequent classifications. 

In the transcripts each facet is given on a new line, though 

several may constitute one sentence or statement. As for the 

classification of evaluative comments the process of definition 

of facets was by determining whether successive facets 
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resembled previous ones and could be similarly classified. 

Note that this did not necessitate the use of Nolan's 

definitions for each facet, rather the segments of the 

children's responses corresponding ta the researcher's 

interpretation of a 'concern' were delineated and a decision 

was then made whether one of Nolan's labels would apply. In 

this way the definition of the facets can proceed by giving an 

example from each child who has used each particular facet. 

Table 13 shows that Nolan has placed facets in three major 

groups. For the purpose of this study definitions are given in 

this order. There were five of Nolan's facets for which no 

corresponding comments were considered to apply. These will be 

discussed in a later section. It was however considered 

possible to assign one of Nolan's facets to each segment of the 

children's comments. Clearly some of the childr.en' s statements 

might be judged to contain several concerns. Consider ·Angie's 

statement: 

I was really excited at first but then I got really mad 

because it seemed to be never finishing. It got a bit 

boring writing it. Nobody who's read it through though it 

was boring. (Angie, P30,3l,32) 

Angie seems to address two issues here. First there is a 

statement of her feelings about the process of writing, this is 

the first two sentences. Second she makes an observation about 

how the audience reacted to it. Note that this still concerns 

how she felt about the story. How are such statements to be 

judged? Clearly once one is removed from the author's presence 

only assumptions are possible concerning her real 
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intent. The import~nt point here is that where ambiguity is 

evident there must be a clear statement of the grounds and 

assumptions upon which a judgement is based. In this case 

there might be some debate as to whether Angie's principal 

concern is with evaluating her work or sharing her feelings 

about difficulties she encountered. In this case it would be 

asserted that both apply. Her first two sentences though they 

clearly are concerned with evaluating are more concerned with 

the process of writing rather than an assessment of the 

product. So these sentences would be classified as 2.51 

Production Problems, listed under the general heading, How to 

Write it?-Concerns. Her final sentence in this statement is 

concerned with What Is It Like?, but her perspective is how 

others judged her work (1) so this segment is classified as 

3.31 sense of Audience under the general headings What Is It 

Like? - Reading. 

The division of comments to in facets proved a difficult 

exercise. The decision not to use Nolan's definitions was not 

really a complication here for there would still remain a 

considerable judgement to be made about the children 1 s intent. 

Whilst the syntactic division of comments facilitates close 

examination one must remain aware that this separation does not 

necessarily equate to the way the author of the statement has 

built up meaning. Several meanings may overlap. Different 

concerns may be discussed independently or linked. At times 

this makes the syntactic separation of facets somewhat 

arbitrary. It was considered however that the important point 

1. Angie was re-working a first draft and others had read it 
as part of the 'conferencing' procedure 
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in such instances was to adequately represent all the assumed 

concerns and to give explanation in the notes adjacent to the 

comments where this was deemed appropriate. Consider the 

following comment from Cameron (Pl2): 

I was sitting next to Mark Jones and I put him in the 

story I was writing and I saw him writing 'War at Sea' so 

I thought I might write it too. 

What are some of the issues Cameron comments on here? First 

of all he is telling us about his idea to include Mark Jones in 

his story for the reason that he is sitting next to Mark. Next 

he lets us know he is watching what Mark is writing and that 

the words "War at Sea' appeals to him as a title. So we have 

comments on Sources, Ideas, and the choice of title and a 

character. How can these be adequately portrayed as facets? 

First we can recognize the source as 1.25 Other (that is Mark 

Jones - note that he acts in the sense of a catalyst) next the 

decision about a title can be portrayed as Components 2.45 

Title; but how can the aspect of 1 putting' Mark Jones in the 

story be represented? one difficulty here is whether Cameron 

means Mark as himself or just his name for a character whose 

personality will be determined by Cameron. The only way to 

answer this is to ask Cameron or consult his text and the 

answer is revealed as the latter. So Cameron is most likely 

commenting on how he chose a name for this character. This 

aspect is classified as Components 2.47 Naming. This comment 

could also be construed in other ways. It is a comment on how 

a detail was selected for the story so could it not have been 

classified as 2.25 Selecting Details? Where segments of 

comments are classified under Components or Concerns they are 
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of course details of the story but because they can be 

identified as linked to character names and story title they 

will be labelled as such which does not imply that they do not 

involve a process of search and selection. 

Children's process comments, as was the case with their 

evaluative comments, will range from specific to generalized 

and so judgements must be made by the researcher as to whether 

children are referring to a generalized process or a procedure 

in a particular case. At times children will ref er to working 

out a detail of the plot, but will not specify what it is. For 

example Camille remarks: 

I just think of some other things to do. (Camille, P21) 

In such cases a decision must be made as to whether the comment 

refers principally to the ideas, developing the story or the 

need for planning. The first decision then is in terms of the 

group of concerns into which a comment should fall. Is the 

child principally concerned with what to write about in the 

sense of a general direction, for this is how I have 

interpreted 1.0 What to Write? Perhaps the comment is more 

concerned with how the story was begun, devloped and completed. 

This is 2.0 How to Write It? There are many components here 

but they are interpreted as the decisions and concerns once the 

general story ideas have been determined. This doesn't imply 

however that after a story has been commenced there won't be a 

reappraisal or perhaps rejection of the general idea. Writing, 

at least the decisions underlying it, is not a linear process. 

Nevertheless a distinction is drawn between those comments 
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concerned with the details of how to write the story and those 

which give the general framework of ideas. 

Nolan's third aspect of the composing process, 3.0 What Is It 

Like? is interpreted as essentially an evaluative function. In 

the case of these children's comments they are giving an 

assessment of their work to a third person. Note that this 

includes explanations of some of their choices and decisions, 

as if they were saying 'Now you can see why I thought or did 

this'. Luke gave the following comment (P2) just after he 

began reading his story: 

When they've died their brains fell out when they hit 

their heads. 

The manner in which Like gave this comment suggested he felt 

this aspect of the story was noteworthy and others would too. 

So without stating that this is something to be admired he 

gives the detail with the assumption that the listener will 

recognize it as an illustration of worth. Note that this was 

also the case for evaluative comments for Reading and Writing 

which gave a synopsis or example. This assumption that worth 

· of story is evident in an explanation or detail from the story 

is evident in some of the comments classified as 3.21 

Commenting on Content. 

The process of defining facets then is one of assigning 

principal concerns to the children's comments and using each 

defined facet as a model for subsequent classifications. A 

decision is first made as to the general concern, that is 

groups 1.0, 2.0 or 3.0 and then which aspect of this general 

concern seems to apply. 
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4.4 Definition of Facets of the Comoosing Process 

The first group of facets deals with concern about what to 

write. This has two elements 'Ideas' and 'Sources'. In the 

following examples a distrinction may be drawn between the 

general ideas for a story and the details selected as the story 

proceeds. Nolan (1979:27) notes that children use 'a 

continuous process of problem solving to advance the plot. 

Details had to be selected which would enable the story to 

progress'. Numbers accompanying facets follow Nolan's 

classification. 

1.0 What to Write? 

1.1 Ideas 

1.11 Responding to Stimulus 

In each case there is an identifiable event or material which 

is given as the stimulus. In these statements children are 

assumed to be primarily concerned with where the idea came 

from. 

we watched this film and it had a fire or something, but I 

just changed it. (Melissa, P4) 

I think I'll do 'Fads' (Daniel, P2) ('Fads' was a heading 

provided on a stencil for a class newspaper. Children 

were to write articles) 

There was a part up the top of the sheet there was this 

red writing to put more expression into the story and I 
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had to look at it to find out what was there. (Luke, P 

(Luke is referring to his teacher's written comments on 

his first draft.) 

1.12 Searching for an Idea 

Cameron and Daniel give such comments. They are remarking on 

the process of searching rather than choosing from some 

alternative ideas: 

I think up what I want to do first and if I don't like 

that I try and think up something else. (Cameron, Pl2) 

I'll do some ••... I don't know what to write. {Daniel, P3) 

1.13 Selecting an Idea 

In these comments children make reference to having settled 

upon an idea for their story: 

I just thought it would be fun to write about pirates. 

(Richard, P4) 

.••• and they get people into situations and mysteries and 

then get them out. (Nicky, Pl3) 

Nicky is explaining how she uses a particular 'model' from 

reading for her story ideas • 

. • . then I just made up an idea that will suit the title. 

(Melissa, P7) 

Then I think of doing one of the stories,just like that 

(Camille, P20) 

Its a bit like it. The T.V. show had only one character 

in it •.. (Ben, Pl7) 
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1.14 Re j ecting an Idea 

These comments refer to ideas which were not pursued. Melissa 

and Angie give reasons far this. Perhaps Richard's is not 

truly the rejection of an idea so much as a failure to 

continue. Richard doesn't explain the circumstances for this. 

I thinked about a mountain but we couldn't think of 

anything to rhyme with that. (Melissa, Pl4> 

•.. but lots of people had read the book so I decided t o do 

it differently. {Angie, P24) 

Sometimes I write a beginning or a summary and never use 

them. <Richard, P7,8) (The first section is considered a 

reference to planning). 

1.15 Incubating an Idea 

Here the emphasis isn't so much on the process of selecting the 

idea, but on mulling them over in the mind, developing them. 

The assumption is that an idea for a story exists and that the 

children are considering this, perhaps involving speculative 

thinking (see Cameron's 'probably'>: 

I had the ideas to talk about. (Andrea, P3) 

It just depends what sort of mood I'm in. If I'm in a bad 

mood then I sometimes write a sob story. (Angie, Pl4) 

... we haven't got anything like that and we always write 

the same. (Melissa, Pl3) (Melissa is considering the 

virtues of her idea) 

I thought about writing a long story like Ben. (Camille, 

P30) 
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I'm probably gonna write the rebel craft was captured. 

(Cameron, P22) (Note Cameron is still considering the 

general direction of his story, even though it may appear 

to be but one detail) .· :-

Mostly when I write I have a bit of a think before I 

start. (Ben, PlS) 

1.2 Sources 

1.2.l Source Literature 

The comments nominate a particular literary source for ideas. 

Dot and the Kangaroo's rrry favourite story. (Camille, P35) 

The romance idea came from lots of things, especially 

Mills and Boon books. (Angie, P29) 

I got 'like a dugoon full of drink' from George McDonald 

Fraser's book 'Flash.man' . (Richard, PlO) 

1.22 Source - Experience 

Camille was the only one to nominate a particular experience as 

the source of her idea for writing: 

I started writing about this because I like looking at 

people flying ... (Camille, P2) 
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1.23 Source - General Knowledge 

Cameron was the only one to make reference to a specific item .. , 

of general knowledge as the source for an idea • 

... and I remembered San Francisco had earthquakes. 

(Cameron, PS) 

1.24 Source - T.V./Movie 

Six children gave this as a source for ideas. Generally they 

do not explain to what extent they relied on the programme for 

idea, though this was pursued in questioning in some cases. 

It's a bit like it, the T.V. show had only one character 

in it. (Ben, Pl7/18 > 

I just thought it up because I remembered a T.V. show up 

in Brisbane I saw about earthquakes. (Cameron, P7} 

I just had to remember how to do the story of the cartoon. 

(Daniel, P7) 

We watched the film and it had a fire or something. 

(Melissa, P4) 

In the movie the person climbed down the mountain. (Nicky, 

P3) 

I got all my ideas from the last CT.V.) programme. (Luke, 

Pll) (Luke is referring to a science-fiction serial) 
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1.25 Source - Other 

Eight children gave other sources for their ideas, these 

included friends, parents or teachers and in Camille's case a · 

list of topics she keeps in her writing folder. 

I was sitting next to Mark Johnson and I put him in the 

story I was writing. (Cameron, Pl3> (Perhaps this could 

have been classified as Source - Experience. Mark has a 

passive role in providing the idea.) 

I talked with my friend about it, about the pine forest. 

(Camille, P22) 

On our folder there's all ideas for stories you might want 

to write. (Camille, Pl9) 

Tony was helping me •••. (Daniel, Pl0) 

My friend said it would be good because we haven't got 

anything like that. (Melissa, Pl2) 

I knew I had to write a story, so I said to Mum and she 

said 'What about our camping holiday. 1 (Angie, P26) 

Dad suggested the start. (Nicky, PS) 

Chris suggested an overdose of Green Elf. (a plant 

fertilzer} {Luke, PS> 

2.0 How to Write It? 

2.1 Beginning 

2.11 Planning 

These comments make reference to some planning procedure as 

writing commences. Some references specify this procedure (for 
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example making notes) others refer to the need to plan or that 

the work was planned. 

You just gotta think it up before you write it. (Ben, P7) 

Its going to be an earthquake and everyone knows from a 

special earthquake little thing in the ground. (Cameron, 

P3/4) (Cameron is drawing as he makes this comment so his 

drawing is a way of mapping out, planning, the story.) 

I talked with my friends ... and we went into the quiet room 

to see if it made sense. (Camille, P22) (This is oral 

planning) 

Once I've started then I'm pretty good but if it gets 

boring then I throw it away because I can't stand boring 

stories. (Angie, PlS,16) (This is classified as planning 

in that it sets forth conditions for perserverence.) 

Sometimes I write a beginning or a summary. (Richard, P7) 

I made notes on the main ideas for finishing. (Andrea, P4) 

I tried to stay as far away as I could from the T.V. show. 

(Luke, PlO) 

I sort of try and plan ahead, then everything will fall in 

properly. CNarelle, PlS) 

2.12 Starting 

These comments refer to what is actually done to commence the 

story. Note that most comments indicate a certain positive 

quality in the commencement, as if they were well motivated to 

write. 

I just wrote it straight out. (Benl Pl6) 

I think what to do first, then start writing the words 

down ... (Camille, Pl6,17> 
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I thought up the first line then something to rhyme for 

the second line. (Melissa, PlO) 

Dad suggested the start with a description of some 

exciting action. (Nicky, PS, 6) 

I didn't think about it. I just went ahead and wrote it. 

(Angie, Pl9) 

Sometimes I just think of a story and then write it down 

as quickly as I can. (Richard, Pl) 

It comes in a flash of genius. (Richard, P3) 

Sometimes I think its going to be a good story and I start 

right away. (Richard, P6) 

2.2 Develoo inq 

2.21 Point of View 

Cameron's and Camille's comments refer to adopting a point of 

view from which to tell the story . 

• . . and putting myself in the story. {Cameron, P28 l 

I decided to be Dot when I started. (Camille, P33l 

2.22 Lexical Choices 

These comments refer to decisions surrounding the choice of 

words. It is not always evident whether the occasion for the 

decision is stylistic preference, difficulty in formulating the 

idea, grammatical expression or vocabulary. Where these 

concerns are specified they can be classified accordingly. 

I started the sentence and where I put in one word and 

what I wanted after that didn't sound right. (Narelle,Pl6) 

I knew what to say, but I didn't know how to write it -

the words. (Andrea, P6) 
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I wanted to see what was in the sentencer so I wouldn't do 

the same word twice. (Ben, P8) 

2.23 Stylistic Choices 

Melissa's and Angie's references to passages which 'sound good' 

or 'sound better' is taken as decisions about style. 

The third and fourth line doesn't actually rhyme. We 

couldn't think of anything to rhyme so we though of 

something that would sound good. (Melissa, Pll) 

I think I was trying to see what sounded better. (Angie, 

PS) 

2.24 Searching for Details 

In these comments the children indicate that the direction of 

their story is open and that they are searching for some 

details, ideas to establish the direction. This is assumed to 

occur during the story rather than prior to it so is 

distinguished from 1.12 Searching for an Idea. That is this is 

part of the process of developing the story. At times it was 

difficult to distinguish between the Search for an Idea/Detail 

and the Selection of an Idea/Detail. For the purpose of 

classification the assumption was made that for the former the 

choice was relatively open, whereas the latter perhaps a choice 

between alternative ideas or reference to previous detail in 

the story. 

I don't know what I'm going to do. (Angie, P9) 

I was just thinking what to write next. (Richard, Pl3) 

I was just thinking what else to put. (Richard, Pl8) 

I 1 m stopping now so I can think up a new sentence. (Ben,P2) 
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Oh pretty puziled sometimes. I finally think up something. 

(Ben, PS) 

2.25 Selecting Details 

In these comments the asswnption is made that the search for 

detils has provided some choices or that the details are 

already contained in the story. Often the detail is not 

specific but it is simply noted that something was decided. 

I'm trying to think about something about the other team. 

What clothes they were wearing and what they had and that. 

(Ben, P4) 

I'm gonna say a couple of new motor bikes will be put iq 

place of the ones that crashed. (Cameron, P25} 

I just thought of anything. (Daniel, P4) 

What we're gonna write next, who could say, 'Let's go in' 

and who could throw the punch. (Daniel, PS) 

I just thought of it while I was going along. (Melissa, 

PlS) 

•.. so I decided to sleep through it. {Angie, P7) 

I was going to be stuck under an avalanche •. (Nicky, P8) 

I'm going back to find out the name of one of the 

characters I've forgotten. {Richard, Pl9) 

I had to check something. I said someone was going out 

and they'd be back at a certain time so I had to check. 

(Andrea, PlO) 

I got all my ideas from the last programme like the 

description of the planet, the place the characters, the 

name of the planet, the headlining (title), the ending, 
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some of the action and events. (Luke, Pl3> 

I'm finding out what his last name was. (Narelle, PlO) 

: ..... 

2.26 Production Strategies 

These comments refer to strategies or decisions concerned 

primarily with sustaining the effort. In some cases this is a 

description of how the planning is put into effect. Richard's 

Nicky 1 s and Andrea's examples demonstrate this. Cameron's and 

Ben's comments are statements of determination, but 

nevertheless for them an equally successful strategy. 

Now I 1 m using that plan and putting little bits in to link 

them together. It makes it easier when you've thought of 

an idea you can recall it later when you've written it 

down and add to them. (Andrea, P4} 

If I know what I'm doing I can write a good descritpion. I 

can just keep on writing. (Richard, Pll> 

When I've done a paragraph I read it to my friends and 

they say its alright and I go on. For other stories 

they've suggested things like that doesn't sound right or 

the spelling or you should change that part of the story. 

(Nicky, PlS> 

I don't think I stopped until I was finished. (Angie, Pl9) 

You just keep on writing until there's an ending of it. 

(Ben, P6) 

I'm gonna start writing a lot about it. (Cameron, P26) 
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2.3 Finishing 

2.31 Shortening 

Angie is the only one to make specific reference to a decision 

about the length of her story. 

I didn't want it to be too long. {Angie, P25) 

2.32 Ending 

The comments make reference to how the story will end comments 

concern both the process of ending (Daniel) and the content 

(Melissa)~ 

We decided how it would finish after the punch bit. 

( Dani el , P6 ) 

The last bit he (Tony) said, 1 No that isn't how you do 

it.' I just changed it. (Daniel, Pl2,13) 

At the end it's not going to be magic. Its just, I don't 

know. (Melissa, Pl7) 

I know how I want the story to work out, so as if its not 

by chance. (Narelle, Pl8) 

2.4 Components 

2.41 Theme/ Moral 

Nicky was the only one to make a detailed comment on the theme 

of her story. The moral is perhaps implied in her summary. 
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Its about a girl and she's got pimples all over her face 

and her mother buys her some pimple cream and then her 

pimples eventuaily fade away and all the friends who 

teased her before all get pimples. (Nicky, Pl4) 

2.42 Setting 

Melissa was the only one to make a specific reference to 

decisions about the setting for her story. 

I was going to put South East Asia, then I put 

Phillipines. South East Asia's too big. (Melissa, P3) 

Note that the following comments also make some reference to 

the setting for stories but in these instances it is assumed 

that this is incidental to the discussion of another concern: 

Luke {Pl3), Nicky (P3), Narelle {P6), Cameron (PS), Camille 

(P22). 

2.43 Mood 

The comments make reference to the mood the children wished to 

create with their stories. 

In places it's really serious and then I've got to get it 

comedy. (Luke, P7) 

The book is written in that style. It involved me so I 

wanted to involve the reader. (Narelle, P9) 
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2.45 Title 

Cameron and Camille refer to choosing a title for their 

stories . 

..• and I saw him write 'War at Sea' so I thought I might 

write it too. (Cameron, Pl5l 

... then later on think waht the name of the story is. 

(Camille, Pl8) 

2.46 Characterization 

Ben, Angie and Narelle comment on creating specific characters. 

Nicky's is a general comment on characterization. 

She be the odd one out. I made her a girl so they 

wouldn't suspect her. (Narelle, PS) 

I decided Matthew would be cool and calm, but anxious to 

do things like explore. (Angie, P39) 

I just knew he'd be smart otherwise she wouldn't marry 

him. (Angie, P4l) 

Well they needed a backstop and it was Mr Greedy because 

he's big and fat and he couldn't be anything else. (Ben, 

P25) 

You've got to make up the characters and explain what 

they're like. {Nicky, PlO) 
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2.47 Naming 

These comments concern choosing names for characters or places. 

I had to make up names for characters. (Narelle, P2) 

I had to think up a name for a spy. (Narelle, P3) 

If I want to do it serious a problem is finding a 

scientific name for the overdose; like gamma radiation 

gets used a lot and everybody knows it from 1 The 

Incredible Hulk.' (Luke, PS> 

I wanted to find a good name for the hotel. (Angie, Pl3) 

I was sitting next to Mark Jones and I put him in the 

story I was writing. (Cameron, Pl3,l4) 

Some of the names of the characters like 1 WereWolf 1
• I got 

the knight's name from the pieces on a chess board. (Ben, 

P20) 

2.48 Illustrating 

Cameron and Camille were the only ones to mention their 

drawings, thought all 8 year olds illustrated their stories. 

These comments were made whilst drawing. 

It's about a space station under attack. (Cameron, Pl) 

I'm drawing the person that 1 s gliding. (Camille, P6> 

2.49 Humour 

No comments were classified under this title however Luke's 

comments P4 and P7 make reference to 'comedy' in the context of 

decisions about the mood of the story. 
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2.5 Concerns 

2.51 Production Problems 

Whereas Production Strategies made reference to sustaining 

effort, these comments refer to the problems encounctered such 

as 'mental block' or boredom or 'getting stuck.' 

I find when I get stuck in the middle of a story, you, 

that's where I had to put dashes because I couldn 1 t think 

of the date. (Narelle, Pl4) 

I had a bit of a mental block then. (Richard, Pl4) 

Once I get started then I'm pretty good but if its gets 

boring then I throw it away because I can't stand boring 

stories. (Angie, PlS,16) 

2.52 Spelling 

These comments refer to comments on spelling. 

I put a letter wrong there. (Ben, Pll) 

..• and I spelt all the words. (Camille, P24) 

{I 1 m) crossing out an 'a'. (Angie, P4) 

2.53 Handwriting 

These comments concern the clarity of their handwriting. 

I did a letter too close to the 'a'. (Ben, Pl3) 

Sometimes when I'm thinking what to write I do half 

running writing and half printing and I can 1 t understand 

it. (Andrea, Pll) 
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2. 55 Ambiguity 

Andrea 1 s concern to 'make it clear' is assumed to mean avoiding 

ambiguity. This is the only comment so classified. 

The way I wanted to put it, it sounded too confusing, so I 

wanted to make it clear. (Andrea, P8). 

2.56 Paragraphing 

Angie is the only one to mention the paragraph as a element in 

her decisions. 

I think it was just something to end the paragraph. 

(Angie, Pl2) 

2.58 Grammar 

Ben and Andrea gave the only comments on decisions about 

correct use of grammar. 

I think I don't really need the 'some I there so I I d have, 

'Mr Slow bought some baseball.' (Ben, Pl2) 

You know with little words like 1 of'. You know how there 

are stacks of them to write, sometimes I get confused 

about which ones to put down. (Andrea, Pl2) 
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3.0 What Is It Like? 

3.1 Evaluatinq 

3.11 Re-reading 

Richard was the only one to mention re-reading and its purpose. 

In other comments (for example Andrea, PlO) it is evident that 

re-reading has taken place but the substance of their comment 

does not concern the fact of reading but the details they are 

searching for. 

I'm reading it to get up to date. I usually do this. 

(Richard, Pl2) 

3.13 Judg ing the Part 

In these comments the children give an assessment of a 

particular portion of their story. Melissa is referring to her 

illustration: 

... and the way we did it, it looked real. (Melissa, P9) 

Yes, I thought thsat trees would be good, then I started 

doing trees, then a bird too. (Camille, Pll) 

I thought it was a good beginning. (Angie, P34) 

3. 14 Judging the Whole 

These comments provide an assessment of the whole work. 

'The Sun 1 is good because we made lots of things to rhyme 

with it. {Melissa, P8) 

It's a hard topic. (Luke, P7) 
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3.2 Discussing 

3.21 Commenting on Content 

This proved a difficult classification to judge. Often comment 

on the content was intermingled with explanations of decisions 

or dilemmas. These comments then fall into two categories, 

first those where some elaboration or explanation of·specific 

story content is given and second those where the emphasis is 

not so much on the content but on the process. Examples of the 

first group are: 

It was during the night and Mr Skinny has muscle pains 

when he is sleeping. (Ben, Pl) 

There's gonna be lots more crashes because there often is 

in motor bike races. (Cameron, P23,24) 

He's getting ready to go down the hill. He's already made 

a mark with, because he 1 s gone down the hill quite a lot 

already. He's made a mark in the dirt, the sand. 

(Camille, P7) 

Ralph isn't my brother, we just made that up. (Daniel, 

PlS) 

So I went a bit closer and it still wasn't there and the 

third time I went closer it was there. (Melissa, Pl9) 

In mine the person went blank so you don't know what 

happened in the end. (Nicky, P4) 

The second group of comments on the content are less specific 

in their focus and often refer to processes or decisions which 

determine the content. 
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Most of the time I pick stories about normal things. 

(Narelle, P7) 

Most of my stories have been comedy. (Luke,P6) 

It wasn't a very important decision. (Angie, P3) 

I like looking at people flying and it looked good fun so 

I did a poem about it. (Camille, P3) 

I thought I might do submarines attaching a ship because I 

haven 1 t done a submarine attacKing a ship for a long time. 

(Cameron, P6, 7) 

3.3 Reading 

3.31 Sense of Audience 

only Angie and Narelle comment on their reader's assessment of 

their story. Clearly Narelle's comment gives the clearest 

indication of a sense of audience during the writing process. 

This is not evident in Angie's remark. 

The book is written in that style. It involved me, so I 

wanted to involve the reader. (Narelle, P9) 

Nobody who's read it through thought it was boring. 

{Angie, P32) 

Note that no comments were classified as Nolan's facets 2.44 

Climax; 2.49 Humour; 2.54 Omitting Words; 2.57 Punctuation/ 

Capitalization and 3.12 Revising. 

Table 14 gives a summary of the facets of the composing process 

recorded for each child. Monica had left her school prior to 

this part of the study so no data is available for her. 
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Table 14 - Incidence of Facets of the Composing 
Process for Each Child 

( Table 13 gives the Facet titles corresponding to the numbered 
code) 

~ ~ 
c:: (U -a 0 "'6 7) 
Q 0 \. a ~ .... ~ ... ~ --- "' \) cs ~ - c:,- ~ C: c» ·- ... -r QJ -

I\) ' E ·- ·- .. ~ ~ 
IC. e C ~ r ~ -u .JJ. :r> 0 ::n c;) 

e " <f « ·- i:2 ' J ~ 
u V 0 ~ < 'Z "" J z <» -. al -Facet Code 

1.11 2 2 1 
.12 2 1 X 

.13 l 2 2 1 1 1 

. 14 1 2 1 

. 15 l l 4 l 1 1 
l . :LJ. l I 1 4 l 1 1 

• 22 l ! X 

. :.n l I J. 

• 24 l 2 l 1 2 I 
• 25 2 1 l 3 2 2 l 

2.11 3 1 5 2 l 1 l 
.12 1 2 2 1 1 1 4 

2. :lJ. l X 

.22 1 2 3 2 
• ~j I 1 3 
• 24 l 2 1 l 4 
• 25 4 6 6 3 5 2 I 2 I 2 1 
• 26 1 1 2 1 3 2 T 

2. 31 I 1 X 

• 32 I 2 l l 
2. 41 ! l X 

• 4 :l I 1 X 

• 43 I 2 2 X 

. 44 ! 
• 45 ·: 2 l X 

• 46 ! 3 2 1 l 
. 47 2 2 1 l 1 4 
.48 ! 3 7 X 

.4~ . 
2.51 4 l l X 

. ~l l 2 

. 53 2 1 

.54 
• 55 l X 

.56 

.57 2 X 
• 58 l 1 

3 .11 1 X 
.12 
.13 1 l 3 

l 4 l l 

3. 21 ·s 5 5 l 1 l 1 3 2 
·-

3 . 31 1 1 X 

! 
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4.5 Discussion 

Having classified all the children 1 s Process comments some 

.. : general observations may be made. As for the children 1 s 

evaluative comments the primary concern of the study is to 

register the range of concerns, propositions and notions which 

the children advance. Once again the principal caution must 

concern the size of the sample, both the number of children 

represented and the number of comments elicited from each 

child. Whilst this places limitations on the generalizations 

which may be made concerning a wider group of children it 

should not inhibit the discussion and comparison of 

classification procedures for this group. So for example the 

classification scheme can be used to compare and contrast 

responses from the two age groups. 

The children's evaluative comments were represented in two 

major groups Processes - How is it done? and Qualitites - What 

is it like? For Writing at least all children were found to 

express both concerns. Is this level of general concern common 

to these children for their Process comments? Table 14 shows 

that all children (recalling that there is no data for Monica) 

gave comments for 1.0 What to Write? and 2.0 How to Write It? 

All but Andrea gave comments for 3.0 What Is It Like? but of 

these Daniel, Nicky and Richard gave only one comment each. 

one might speculate as to whether the fewer comments for 3.0 

was to some extent influenced by the amount and nature of 

comment. provided by the children in the previous part of the 

study. Could they have made the assumption that I would be 
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more interested in how they were writing their stories given 

their extensive discussion and evaluation of their writing 

which had already taken place? Unfortunately time •did not 

permit this question to be pursued with the children. The bulk 

of their evaluative comment was commenting on the content, 

often by way of explanation or amplification. Whatever the 

relative strength of concern both for each group and for 

individual children Nolan's major concerns do apply to most of 

these children. With the exception of Melissa all children 

gave most comments for 2.0 How to Write It and for all except 

Luke and Melissa this represented more than half of their total 

Process comments. 

If 2.0 How to Write It? represents the majority of comment, 

does any particular aspect of this provide more comment than 

others? Camille, Luke and Narelle gave most comments in 2.0 for 

2.4 Components. In Camille's case the strongest of these was 

Illustrating and it is worth considering the extent to which 

she uses her illustrations as a means of developing her story. 

Certainly this often CP2, P6, P9, Pl2) occurs alongside 

considering ideas or commenting on the story. Her comment PS 

(I was thinking of drawing a few other things when I finished 

drawing it) could suggest she is using drawing to consider 

further detail for the story or reflect on the detail already 

set down. There seems to be a case for Camille 1 s drawing 

fulfilling a role in developing the story. Four of-Narelle's 

comments pertain to Naming (characters, locations) ·and as such 

are details of story development. Luke has the least comments 

in this section of any of the children. 
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For all remaining children the aspect of 2.0 to receive most 

comment was 2.2. Developing. Given the previous comments on 

Camille and Narelie it is argued that the components specified 

still reflect the process of developing the story. Within the· 

aspect of developing the story the two most cited facets are 

2. 25 Selecting details C given by 10 out of the 11 childre.n) and 

2.26 Production Stategies (given by 7 out of the 11 children). 

Nolan's study showed: 

The majority of comments made by children concerned the 

searching for and selecting details to build up their 

stories. Comments indicated that stories were not usually 

planned beforehand, but built up in the course of their 

composition •.. This approach involved a continuous process 

of sowing problems to advance the plot. Details had to be 

selected which would enable the story to progress. 

(1980:27) 

The only child to give no comment for selecting details was 

Camille. Two observations are pertinent here. First, as Table 

14 indicates <see 2.48) Camille spent a considerable portion of 

both video sessions and text sessions drawing, certainly far 

more than writing. Second her comments P30 to P35 indicate 

that she had both a clear vision of her story content and a 

well known and liked model prior to writing. Both these 

observations indicate a reduced tendency to comment on 

searching for and selecting details for the story. 

Certainly an examination of the other children's comments on 

selecting details suggests this process of solving problems to 

advance the ·plot. Melissa's comment CP18) is one example: 



189 

No, you see sometimes I just think up bits as I go. 

as is Nicky's (P8,9) 

I was going to be stuck under an avalanche but Dad 

suggested it would be long and boring. 

Perhaps the most graphic illustration of this process of 

problem solving to advance the plot comes not from the 

stimulated recall sessions but from Narelle re-telling one of 

her incomplete stories. (See Appendix A> When she declares 

'That's as far as I've got' it is readily evident that she has 

planned some detail beyond this but that this is not firmly 

determined and she frames this in terms of 'perhaps' something 

will occur. 

If this classification of Process comments shows that the 

children in the study had similar general concerns, namely 

thinking what to write and deciding how to write it, with 

particular emphasis on selecting details of the plot, how do 

the two age groups compare when the various elements 

constituting these general concerns are examined? Some 

questions which can be posed are: Are certain elements 

(facets) more characteristic of a particular age group? Will 

s01t1e elements be prominent in .both age groups? Which elements 

are poorly represented? 

First though attention should be drawn to the individual 

patterns of response. Each child presents a different patt ern 

of facets. As is the case with the classification of 

evaluative comments it is important to evolve a system of 

classification which preserves each child's individual pattern 

of response but also yeields evidence of common concerns and 

approaches. 
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The comparison of facets nominated by each age group does not 

show strong differences. A number of facets are given only by 

one age group but except for one case the facet is mentioned by 

only one or two children the exception being three children. -· ~· ' 

Table 14 shows those facets given only by 8 year olds and those 

given only by 11 year olds. 11 year olds gave eight such 

comments and 8 year olds gave six. The point is made however 

to recall the proposition advanced in Chapter three that 11 

year olds as a group nominated more traits than did 8 year olds 

and that the 11 year olds tend to more individual patterns of 

traits. This effect is difficult to argue for Process 

cormnents. 11 year olds as a group gave one more facet that 8 

year olds Cl). The facet 2.51 Production Problems was 

mentioned by half the 11 year olds and no 8 year olds. An 

examination of these comments however shows that Narelle and 

Richard refer to the absence of ideas. This condition may be 

implied to exist for all writers who expressed the need to 

search for and select ideas and details and so it is argued 

that this is not an age phenomenom, though perhaps the notion 

of a 'mental block' may be. 

l Perhaps a larger sample might reveal that such facets as 
Theme/Moral, Mood, Ambiguity, Paragraphing Sense of. 
Audience and Re-Reading are indicative of a more mature 
knowledge of literature but this cannot be pursued with 
the present data. Given this qualification, however, it 
is interesting to note that as for evaluative comlnents 
illustration is an issue for 8 year olds only. 
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4.6 Prominent Facets of the Comoosing Process 

If the examination of traits nominated by one age group and not 

by the other does not reveal pronounced differences will 

certain facets be well or poorly represented? In Chapter three 

the difficulty in examining the relative strength of comment 

for particular traits was discussed. Issues of repetition, 

vocal emphasis and difficulty in expression present problems 

for determining the relative importance any individual attaches 

to a facet. The assumption cannot be made that to mention 

something several times renders it more imoortant than 

something mentioned but once. Chapter three adopted the method 

of comparison using Prominent Traits, which examined the level 

of representation of any trait across the groups. A similar 

scheme can be adopted for Process comments. Prominent facets 

are defined as those mentioned by three or more children in 

each age group. The examination of Prominent facets serves to 

highlight shared notions. Even though some facets will be more 

strongly represented in one age group than in another the 

difference is never more than two children. (1) So the emphasis 

is placed on the presence of a facet for a particular age group 

rather than its absence for the other group. Table 14 gave a 

summary of the facets of the composing process recorded for 

each child and Table 15 gives a summary of Prominent Facets for 

each age group. 

1. Except for 2.51 mentioned earlier. 
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Table 15 - Prominent Ci) Facets of the Composing 

Process for Each Age Group 

8 Year Old 

1.13 Selecting an 

idea 

l .15 Incubating an idea 

1. 24 Source - TV/Movie 

1. 25 Source-other 

2 .11 Planning 

2 .12 Starting 

2. 25 Selecting details 

2. 47 Naming 

3.21 Commenting on 

Content 

C 3 J C ii > 

( 4) 

( 4 ) 

( 4) 

( 3 ) 

( 4) 

( 4) 

( 3) 

( 5) 

11 Year Old 

Selecting an 

idea 

1. 21 Source -

literature 

1. 25 Source-other 

2 .11 Planning 

2 .12 starting 

2. 22 Lexical choices 

2. 25 Selecting details 

2.46 Characterization 

2. 47 Naming 

2.51 Production 

problems. 

3. 21 Commenting on 

Content 

i. Given by 3 or more children in each age group. 

( 3 ) 

( 3 ) 

( 4) 

( 5) 

( 3) 

( 3 ) 

( 6 ) 

( 3 ) 

{ 3) 

{ 3 ) 

( 4} 

ii Numbers in brackets show the number of children using this 
facet. Note this is for five 8 year olds and six 11 year 
olds. 
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Note that prominent traits occur for each age group within each 

of the three groups of facets confirming the notion of a core 

of common concerns. 

Prominent Facets 8 and 11 year olds 

Three children from each age group referred to 1.13 Selecting 

an Idea. In all the classes from which the children in the 

study were drawn only the class of which Daniel and Melissa 

were members used any stimulus material provided by the teacher 

(the class newspaper with blank sections). Every child except 

Narelle gave at least one (most gave several) response in the 

Section 1.1 Ideas and it seems reasonable that the Selection of 

an Idea is the central element here. 

Four children from each age group referred to 1.25 Source -

Other, and these included friends, parents and teachers. 

Television/Movies and Literature were next most referred to. 

Four 8 year olds also nominated TV/Movies as a source and four 

11 year old's gave Literature as their source. 

The group of facets concerning How to write It? gave the 

greatest number of prominent facets. 2.11 Planning was given by 

three 8 year olds and all but Nicky of the 11 year olds. The 

examination of the children's evaluation comments showed that 

all children also commented on Planning and Structure in their 

stories. In both cases two types of comment are apparent; 

those giving details of the planning and those asserting the 

value of planning. Comments for 2.12 Starting reflect a 

positive commencement born of reflection on What to Write and 

planning that writing. 
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The prominence of 2.25 Selecting Details has been mentioned 

earlier. Note that often the details selected are not 

specified though in some cases these details will constitute 

2. 4 Components. This particular facet received the strongest··· 

representation (all ll year olds and four out of five 8 year 

olds) suggesting its central role in the composing process. 

2.47 Naming of characters and places was mentioned by three 

children from each age group. Three 11 year olds and one 8 

year old also mentioned 2.46 Characterization and it is worth 

considering the extent to which the choice of a name for a 

character also carries decisions about the nature of the 

character. One might expect a character's name to flow on from 

a consideration of the character's nature, so perhaps the 

prominence of this facet implies a concern also with 

Characteriztion. 

All 8 year olds and four of the 11 year olds gave comments on 

the content of their stories (3.21). These seemed eithe~ to be 

an explanation of the content (He's getting ready to go down 

the hill) or generalized comment on their writing. (Most of my 

stories have been comedy). Some children gave more emphasis to 

the aspect of What Is It Like? than others. No comments are 

recorded for Andrea in this section and only one each for 

Daniel, Nicky and Richard and the effect of previously 

discussing the writing has been raised earlier. Nevertheless 

these comments reveal that often there is a wealth of decision 

- making and thought underlying each detail of the content. 
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Prominent Facets - 8 year olds 

In addition to the prominent facets common to 8 and 11 year 

olds the facets 1.15 Incubating an Idea and 1.24 Source

T.V/Movie were each mentioned by four 8 year olds (compared 

with two eleven year olds>. Camille gave four comments· 

classified 1.15. Ber comment is illustrative of the way in 

which the children verbalize the mulling over of ideas about a 

story. 

I thought about doing some things a bit more interesting 

than the other stories, a bit longer than the other 

stories used to be one page. {Camille, PS) 

Mostly though the comments acknowledge that this mulling over 

takes place. Britton (1978:23) observes: 

Our study of the processes of writing led us to consider 

three stages: preparation, incubation and articulation. 

While it is clear that incubation plays an important and 

little understood role in writing of all kinds, we might 

speculate that in much poetic writing incubation also does 

duty for the earlier stage, preparation ... 

That thinking and utterance may. undergo organizing 

processes at an involuntary level has been demonstrated 

often enough. 

Perhaps Angie's remark gives an indication of organizing 

processes at an involuntary level. 

It just depends what sort of mood I'm in. If I 1 m in a bad 

mood then I sometimes write a sob story. (Angie, Pl4) 

The prominence of T.V. and Movies as a source for 8 year olds 

provides a comparison with 11 year olds for whom literature 

appeared to be a stronger source. 
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Prominent Facets - 11 year olds 

Once again these facets are in addition to those common to 8 

and 11 year olds. The 11 year olds stronger nomination of .... 

literature as a source has been noted. Other prominent facets 

are 2.22 Lexical Choices, 2.46 Characterization and 2.51 

Production Problems. Earlier discussion suggested one might 

speculate that decisions about naming characters {2.47) may 

involve thinking about characterization also. There was 

further speculation that the production problems nominated 

might be implicit in the search for and selection of ideas, so 

perhaps these a.re issues for both age groups. Three 11 year 

olds commented on 2.22 Lexical Choices, compared with only Ben 

from the 8 year.olds. However when 8 year olds were evaluating 

their writing Vocabulary emerged as a prominent trait, often 

expressed in terms of 'good words 1
, so clearly choice of words 

is an issue for some 8 year olds. 

4.7 Comparison of Evaluation and Process Comments 

This study asked children to discuss their literary experiences 

in two ways: first their assessment of their own writing and 

favourite reading and second their explanations and comments 

about how they wrote. The former allow children more scope to 

determine their response than the latter which directed their 

attention to what they were actually doing. If the former 
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comments gave a range of propositions about literature, the 

literary response and the process of writing what relationship 

does this bear to the children's comments on what they were 

actually doing? Will the concerns of the composing process ..... 

reflect the propositions held about literature? The discussion 

proceeds from comparison of general levels of concern to 

specific propositions and facets. 

The response to literature suggested two principal concerns, 

Haw Is It Done? and What Is It Like? It is asserted that the 

children'$ nomination of qualities and processes points to 

possible and probable decisions during the writing process. 

For many of the Process traits this is obvious. For example 

where Length, Completion, Dialogue, Illustration, Number of 

Characters, Rhyme, Vocabulary and Literary Conventions are 

given as Processes which confer worth on a story they each 

represent specific decisions to be made when writing: Haw 

long? What will the character say? What will I draw? Does this 

rhyme? Also the Generalized Qualities of the children's 

evaluative comments can be depicted in terms of process 

decisions. These Generalized Qualities (See Table 3) can be 

separated into two groups: those principally oncerned with the 

style of the writing and those more concerned with the nature 

of the plot or content. 

Sty le 
Action 
Adventurous 
Compelling 
Descriptive 
Emotional Appeal 
Exciting _ 
Imaginative 
Interesting 

The groups are given below: 

Content 
Credible 
Complex 
Fiction/Fantasy 
Informative 
Novel or Unconventional 
Serial 
Unique 



Style (ContJ 

Logical 
Peer/Audience Approval 
Provocative 
Suspense 
Unpredictable 
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These may not be mutually exclusive classifications. 

Peer/Audience Approval for instance might be as much a function 

of the topic as the style in which it is written. If some of 

these represent qualities to which the children aspire in their 

writing then they must rest on specific decisions. It is 

argued that the group concerned with content and plot will be 

determined in the first instance by decisions concerning What 

to Write? The credibility, complexity, novelty and fantasy of 

a story depend first on the ideas chosen. The group concerning 

the style of writing then is asserted to be determined 

primarily by decisions about How to Write It? Of course some 

of the 'content' group must involve decisions about How to 

Write It? also, but the primacy of What to Write? is asserted. 

Most of the tiaits concerned with style will relate to 

decisions about developing the story <2.2) but also components 

(2.4) such as mood, climax and humour will apply. 

~ta general level then it is argued that the propositions 

advanced by the children in evaluating literature can be 

translated into decisions and concerns represented in the 

classifications of their Process comments. If this is so at a 

general level can specific traits for evaluation be related to 
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specific facets for composing? It is important to note here 

that this does not imply that any given proposition is 

necessarily represented or matched by a specific facet .. 

Clearly a number of decisions and concerns are encompassed by a 

child's reference to say 1 style 1 or 'interesting'. 

Nevertheless it is worth considering whether a particular facet 

Cin that they represent the decisions and concerns of the 

writer) would be a principal element in the application of a 

particular trait, given that this doesn't exclude the 

involvement of other facets and traits. This question is 

pursued by considering whether particular traits (representing 

what children value in literature) are linked to a particular 

facet or facets. The traits classified under Processess -

Strategies and Tactics are discussed first. 

In their evaluative comments all children asserted the need for 

planning and some -gave details of how they planned. The 

comments for 2.ll Planning also reflect these concerns. Some 

of the Evaluative comments for Planning and Structure also 

reflect process comments for 2.26 Production Strategies. 

Compare Andrea 1 s remarks: 

I think confidence and effort as well as a free choice of 

topic make a good story. {W6) 

Now I 1 m using that plan and putting little bits in to link 

them together ..• CP4) 

These statements might well be interchangeable; 'confidence' 

and 'effort 1 constitute clear strategies for Andrea and she has 

given a description of her planning and structure for the 

story. Ben's comments W9 and P6 and Nicky's comments W2 and 

PlS may be similarly compared. 
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Clearly planning can refer to both before and during writing, 

so one might expect some comparison between Planning/Structure 

comments and 1.1 Ideas comments. Consider Ben's remarks: 

Oh a lot of thinking and you've just got to think it up 

before you write it. {W,9) 

Mostly when I write I have a bit of a think before I 

start. (P,15) 

Bot comments give emphasis to the incubation of ideas~ as do 

these comments from Angie: 

I wrote that while I was in that sort of mood but the next 

time I came up I thought what a stupid story, so I just 

screwed it up. (Angie, W7) 

It just depends what sort of mood I'm in. If I'm in a bad 

mood then I sometimes write a sob story. <Angie, Pl4) 

Whilst the principal link between the two types of comment 

(Evaluative and Process) then is the assertion of the value of 

planning the aspects of choosing ideas and developing the story 

are contained in some children's evaluation comments for 

Planning/Structure. 

The trait Finished might suggest the facet 2.32 Ending however 

two separate concerns are represented. The former asserts the 

importance of finishing, the latter details the manner in which 

stories are finished. Perhaps Angie's comment (PlS,16) for the 

facet 2.51 Production Problems reflects a concern with 

finishing when she asserts that boredom is a factor in not 

completing stories. 

The trait Illustration and the facet 2.48 Illustrating were 

principally Camille's concern. Though this was a prominent 
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trait for 8 year olds Camille and Cameron were the only one's 

to mention it is their Process comments. 

The trait Characterization focused on Providing details about, ~ 

Characters or how they were or should be developed. The facets 

2.46 Characterization, 2.47 Naming and 3.21 Commenting on 

Content also provide similar information. 

Angie mentions that one story appeals because 'all the 

characters had a different personality' Cw6) and she shows 

evidence of applying this with her comments, about a character 

in one of her stories. 1 I decided Matthew would be cool and 

calm but anxious to do things like explore. (P39) 

Ben 1 s comment (Pl) shows his concern with providing details 

about a character. 

It was during the night and Mr Skinny has muscle pains 

when he was sleeping. 

The trait Vocabulary might suggest 2.22 Lexical Choices but two 

separate issues are apparent one (the traits) is concerned with 

using 'good' words <including 'different' and understandable) 

and the other with the suitability of a particular word in a 

particular context. The literary conventions mentioned by 

Melissa CW6) and Camille (W8) relate to beginning and finishing 

stories, though they made corresponding comments for their 

Process comments. 

The traits classified as structural convention could correspond 

to a number of facets. Ben (Wll) and Angie (W8) makes 
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reference to the position of the climax, Cameron (W8) refers to 

starting a story as does Richard (WS). Narelle CWS) and Nicky 

(W7) both remark on ending a story. Richard's remark CW6) 

contains elements of Characterization, Planning and Production .. 

strategies. 

The traits classified as Generalized Qualities were earlier 

divided into two groups and it was suggested that these bore 

primary relationships to l.l Ideas, 2.2 Developing and 2.4 

components. It is evident that many, indeed most of the terms 

given as Generalized Qualities were not used by the children 

when discussing the composing process. This point will be 

discussed later but for the present it is worth sampling the 

comments for 2.2 Developing and 2.4 Components to speculate 

whether they imply the presence of some of these Generalized 

Qualities. 

What has Cameron in mind when he says: 

I'm gonna say a couple of new motor bikes will be put in 

place of the one's .that crashed. CP25) 

Perhaps he feels this would make his story 'exciting' or 

'interesting' or ensure 'action'. Certainly it enables his 

story to continue with further detail. 

Perhaps Andrea's concern with checking a detail will render her 

story more 1 credible' or 'logical'. 

I had to check something. I said someone was going out 

and that they'd be back at a certain time so I had to 

check. (Andrea, PlO) 
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Nicky's description of the theme of her story concerning a girl 

with pimples (Nicky, Pl4) might suggest the Qualities traits 

credible, Descriptive or Emotional appeal. 

Luke's reference to the mood of his story could suggest the 

Qualities trait Emotional Appeal. 

In places its really serious and then I've got to get it 

comedy. (Luke, P7) 

Narelle actually mentions 'style' in her comment. 

The book is written in that style. It involved me so I 

wanted to involve the reader. CNarelle, P9) 

The readers involvement suggests a number of qualities, perhaps 

Compelling, Emotional Appeal, Exciting, Interesting or Suspense 

and of course Style. Narelle's description of a character 

suggests qualities of adventure, intrigue or suspense: 

'She'd be the odd one out. I made her a girl so they 

wouldn't suspect her.' {PS) 

Earlier mention was made of the similarity between the 

elaborative comment of 3.21 Commenting on Content and the trait 

Synopsis, Quotation or Example given. This applies to some 

extent to the trait Specific Incident, Topic or Character 

Appeal in that these were specified as things to be valued and 

that the incidents, topics or characters the children chose to 

connnent on in 3.0 what Is It Like carry a similar implication. 

So one assumes that motor bike crashes (Cameron, P23,24), 

hang-gliding (Camille, P7) and lapses of memory (Nicky, P4) are 

cited with the assumption that the listener also will regard 

these as characteristics conferring worth on the story. 
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This brief survey of traits and facets demonstrates some 

grounds for comparison at a general level. The children's 

concerns about effects in literature and how they are to be 

achieved are matched by comments made in the process of 

developing ideas and developing the story. Some specific 

propositions relate strongly to particular facets, the need to 

plan for example and the function of examples and explanations. 

The relationship however between the evaluative propositions 

and propositions about the composing process is not a straight 

forward one. From the children's evaluative comments, even 

those concerned with processes, it is rarely evident how they 

see a certain effect or quality as being achieved. The effect 

is often adequately described but not the mechanics of the 

effect. Comments on the composing process on the other hand 

may describe the mechanics but not relate this adequately to a 

larger effect so for example it may not be evident how 

lexical and stylistic choices or selection of details 

contributes to a story being: interesting or exciting. In any 

case this would have to be inferred for rarely did children 

state that they were making a particular decision in order to 

create an effect such as interesting, compelling, adventurous, 

exciting and so forth. 

Nolan's classification system for children's comments on the 

composing process proved adequate to represent the concerns 

expressed by the group in this study. As for evaluative 

comments other methods of classification are possible, for 

example with predetermined categories relating to whether ideas 

or story details were entirely new or referred to previous 

details on future details. However the intention here was to 
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attempt to use the children 1 s representations as a guide. It 

was considered inappropriate to attempt to classify the 

children's composing comments according to the traits developed 

for their evaluative comments. The composing comments were 

more restricted in scape and resulted from more specific 

questioning. 

The actual technique for gathering comment on the composing 

process has been discussed in terms of its limitations earlier. 

For this study it was found to provide only minimal comment and 

the children's self-consciousness and unfamiliarity with the 

technique are possible adverse factors. Perhaps more 

questioning may have revealed more comment however there is a 

problem with intense questioning. If one intention of the 

study is to have the children comment freely as they work too 

much probing may be regarded by them as a burden thus reducing 

their willingness to spontaneously comment on their work or it 

may suggest to some children that their comments are 

inadequate. The way around such problems depends upon the 

researcher's relationship with each child. 

The range of traits for children's evaluative comments (1) 

suggests the possibility of a variety of decisions during the 

writing process. Whilst the composing process analysis reveals 

certain decisions they do not clearly indicate the application 

of the traits, especially those suggesting generalized 

qualities. The different emphases of these methods of analysis 

l. Daniel had the least range - 8 different traits, Angie had 
the greatest - 19 different traits. 



206 

suggests that an amalgamation of the two aspects of enquiry 

might enhance both. This will be discussed further in the 

final chapter. 

In the course of the interviews a number of discussions occured 

on topics related to the children's writing. The transcripts 

for these were not however analysed as for evaluative and 

process commen~s. fhese discussions, concerning easy and 

difficult tasks in writing, conferencing and learning to write 

are discussed in Chapter 5. 
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CHAPTER 5 - ADDITIONAL COMMENTS ON COMPOSING 

Towards the conclusion of the sutdy I asked a number of the 

children some general questions on the process of writing. 

These questions, unlike those for the interviews concerned with 

stimulated recall of the writing process were not concerned 

with any particular piece of writing. Because Monica had left 

the school and Daniel and Melissa had the greatest number of 

absences, there was little opportunity to pursue this with 8 

year olds at school Y. One question concerned difficulties 

children encounter when writing. The process comments using 

the technique of stimulated recall provided children with an 

opportunity to express concerns and problems as the occured. 

Table 14 showed that references to 'Concerns' as such were few 

compared with say 'Ideas' or 'Developing'. This second 

opportunity to comment on difficulties and concerns permitted a 

generalization about story writing. Children were asked 'What 

do you find most difficult about writing stories?' and their 

responses were recorded. Once transcribed these responses were 

classified according to Nolan's categories in the same manner 

as previously described and a.re included in Appendix A as 1 0 1 

comments. Because not all children were given equal 

opportunity to comment in this section it would be 

inappropriate to compare these comments with those from the 

writing process sessions in terms of prominent facets. This 

does not however negate the value of examining the range of 

difficulties nominated by the children. 
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5.1 Difficult Tasks in Comoosing 

The classification of children's comments using Nolan's 

categories enables the 1 concerns and stages in the composition 

of stories' to be described. When classifying the children 1 s 

comments it is often difficult to determine relative concern, 

that is whether a child's comment that they are thinking about 

a particular element of composition gives any indication that 

this is a more difficult task than others. Children's 

behaviour whilst writing often indicates they a!e having 

problems advancing their story. One might assume that tapping 

or chewing on pencils, running a hand through the hair, gazing 

blankly into space, scribbling, scratching the head and other 

such behaviours are as indicative of encountering problems as 

they are of reflecting. Often it seems that a comment 

accompanying such behaviour does not give a clear indication of 

whether the particular problem, if it is one, is any more or 

less difficult to solve than others. Often the child makes 

reference only to the content of the reflection, for example ' 

I don't know what I'm going to do.' (Angie, P9) or 'I tried to 

think of another character.' CBen,Pl0) Such problems are 

inherent in the nature of the data gathering technique. When 

children commented on their concerns and problems with 

composition in a general sense a first observation is that they 

concerned both What to Write and How to Write It? Table 16 

gives a list of the facets children nominated as difficulties. 

Each of these is discussed in terms of the way the child or 

children raised the issue. 
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Table 16 - Incidence of Difficult and 

Easy Writing Tasks Nominated by Each 

Age Group as Facets of the Composing Process 

01.ff±cult Tasks 

8 year old 11 year old 

l.ll Responding . Stimulus 
1.12 Searching for ·idea ( 2) 1.12 

to 

l . 14 Re i ect 1.na an 
1.15 Incubatina an idea ( 1) 1 .15 
2.11 Planning ( l > 2.11 
2. 12 Start.1nq ( l) 2 . 12 
2.22 Lexical Choices ( 1 ) 
2 • 25 Select1.nq Detai l s ( 1 ) 
2.26 Production ( l) 2.26 

Stratea ies 
2.32 Ending ( 1) 2. 32 

2 . 42 Theme/ Moral 
2.52 Spell.1na ( 3) 
2.57 Punctuation? (1) 

Capitals 

Easy Tasks 

2.0 Writina 
2 . 11. Pl anning 
2 . 2b Production 

Stratea ies 
2.32 Endinq 

2. 45 Title ( 1) 

2.48 Illustratl.on ( 3 ) 
3 . 12 Rev1.s1ng 

'. i. Numbers 1.n brackets shows number of children. 

(l)Ci> 

( 4) 
idea ( 1) 

( 1) 
( 2) 
( 4) 

( 2) 

( 3 ) 
( 1) 

( l l 
(1) 
{ j ) 

( 1} 
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1.11 Resoonse to Stimulus 

Angie's comment 'Unless I'm given a heading or a plot I never 

know what to write about' (D2, 3) is consistent with her 

response during the interviews for 'evaluative comments' for 

favourite story topics: 'I can never write a story if I have to 

make up my own heading.' (W2) Andrea was the only one to 

express this concern about choosing a topic. Seven other 

children expressed some difficulty with ideas but did not 

indicate a reliance on given topics. Andrea's W2 comment 

provides a sharp contrast to Angie's desire for topics to be 

provided. 

1.12, 1.14, 1.15 Searching for, 

Re j ecting or Incubating Ideas 

Seven children commented on the aspect of 'Ideas' in 

considering 'What to Write?' None remarked on difficulties 

with sources for ideas though to some extent this might be 

implied in the search for an idea. 

Sometimes I find it difficult to figure out what kind of 

stories to write. (Cameron, D2) 

Trying to find out what to write about and make it 

interesting. (Daniel; Dl) 

Thinking of a story ••• (Richard, D3) 

Finding an idea. (Luke, 01) 

Getting an idea started. CNarelle, Dl) 
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Narelle and Cameron indicated that just having the ideas 

doesn't necessarily solve their problems. 

If I get two (stories) in mind I can't figure out the best. 

I normally put them both together. (Cameron, D3) 

Trying to get my idea worked out and then in order. That's 

the main problem. Once I do that I can start from t he 

start and keep going. (Narelle, D2, 3) 

Nicky was the only one to refer to rejecting a story. However 

the children's collection of abandoned and incomplete stories 

would seem to indicate this is more prevalent that the extent 

of comment indicates. One might speculate that children don't 

regard this as a problem or perhaps see it as part of the 

process of generating ideas. 

Sometimes I start a story and it sounds revolting and I 

have to throw it away. (Nicky, 04) 

2.0 Beginning 

Five of the 11 year olds and one 8 year old commented on 

difficulties in beginning a story. This was either in terms of 

the actual story opening (~ry to figure out the words to start 

the story'. Ben, Dl) or the structuring of the whole story ('Once 

I've got the ideas, I've got to put all the ideas together: 

Narelle, 04}. Most comments concerned the former: 

The beginning because you 1 ve got to know if the story 

starts off boring you don't get interested. (Angie, D5} 
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The beginning. (Richard, Dl) 
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The first page of the story. (Richard, _ 04) 

The beginnings. {Andrea, D1) 

2.32 Ending 

Nicky's, Richard's and Andrea's brief assertions of the 

•beginning' as a difficulty is matched by equally brief 

assertions from each of them that 'ending' is also a 

difficulty. (See comments Nicky Dl, Richard D2 and Andrea D2) 

Nicky has actually covered the whole of the story, though this 

was given in two separate interviews: 

The end of the story. (Nicky, Dl) 

Writing the middle part and starting. (Nicky, D2 and D3) 

2.22 Lexical Choices 

Ben indicated that lexical choices sometimes gave ·him 

difficulties • 

..• and also figure out instead of writing 'running' or 

something to write a different sort of word. (Ben, 02) 

Camille's comment is an ambiguous one. It is not readily 

evident whether lexical choices or story details are her 

principal concern. 

It's a bit confusing cho.osing the words like thinking what 

to write next .•• (Camille, D2} 
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It is interesting to note that with the exception of Camille 1 s 

(D2) statement above and Nicky's reference to the whole of the 

story giving difficulty t~ere were no other remarks concerning 

the developing of a story as a difficulty. Indeed when 

children were questioned on what they considered the easiest 

tasks all gave some element of How to Write It. Three of the 8 

year olds mentioned spelling as a difficulty. 

5.2 

Long words are hard to figure out how to spell. (Cameron, 

Dl) 

Sometimes I forget how to spell words because I've been on 

holidays for a long time. (Camille, Dl) 

If I get the spelling wrong and have to look it up in a 

dictionary and that. <Daniel, D2) 

Easy 'J;'asks in Comoosing 

In addition to asking children about the most difficult tasks 

in story composition they were asked about the easiest tasks. 

Generally this drew a single short response. These are given 

in appendix A as'.'E' comments. Table 16 lists these as facets 

of the composing process. All of the 11 year olds made some 

reference to the actual writing of the story, as distinct from 

generating initial ideas and planning or evaluating. Luke's 

was simply expressed. 

Writing, compared with thinking it up. (Luke, El) 

Angie, Nicky and Richard each refer to a section of the story; 

The middle when I'm really stuck into it. It just comes 

naturally after I've got past the stage where I might give 

up. (Angie, El) 

The middle of the story. (Nicky, El) 
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Note that Nicky has also nominated 'the middle' as a 

difficulty. 

The middle of the story. (Richard, El) 

I find the easiest is putting all the ideas you already 

have together. (Andrea, El> 

The ending and revising of stories. (Narelle, El,2) 

Three 8 year olds (Ben, Cameron and Camille) nominated 

illustrating as an easy task. Ben (E2) suggested choosing a 

title was easy for him. 

Most of these comments on easy and difficult tasks in 

composition are reasonably general in nature, they refer to 

sections of a story or processes which incorporate a number of 

decisions. With the exception of the comments on spelling and 

Ben's remark on using full stops there is little reference to 

detailed decision making. Terms such as 'thinking', 'finding 

out', 'figure out' and 'getting started' generally are not 

attached to specific detail but rather to the more general 

'ideas', 'kind of story' or'what to write about.' This seems 

consistent with the kind of evaluation children gave when 

discussing the qualities they perceived in literature. In each 

case generalizing was somewhat implied in the context. 

Children for example were not asked to provide specific detail, 

explanations and examples when discussing literature of worth 

and in this case they were not asked to discuss difficulties 

with reference to any one text. 
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5.3 Development as a Writer 

With some children I was able to go on from discussing easy and 

difficult tasks to discuss how they felt their writing had 

developed. This was in response to three questions: 

As you've improved as a writer, what are the main changes 

you've noticed in how you write? 

How would you like to see your writing improve? 

Can you think of anything or anyone which has made a big 

difference to your writing? 

These responses appear in Appendix A as C comments. Comments 

were collected from children at school X only. 

Ben, Cameron and Camille all responded to the questions on 

changes and improvement in terms of How to write It. Both Ben 

and Camille mentioned vocabulary and punctuation as main 

changes. 

I've writted some new words putting full stops at the right 

places. (Ben, Cl,2) 

I put a lot of bigger words in, harder words, put more 

commas and things. 

I learnt commas and full stops in first grade. (Camille, 

Cl,2,4) 

Cameron felt his major change in the themes of his stories. 

Sometimes I do more earth things than space things. 

{Cameron, Cl) 

Camille also mentions characters and their dialogue: 

Put more people talking in the stories. (Camille, C3) 
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Angie and Nicky felt their major changes concerned topics and 

themes: 

My writing has changed a lot this year. When I was reading 

Trixie Beldon books I wrote a lot of mysteries. When I 

started reading love stories I also tried that style. 

(Angie, Cl) 

Maybe I choose better topics and I write interesting 

stories sometimes. (Nicky, Cl) 

Richard seems to suggest that the requifem.ent to write and his 

resulting output are his major changes: 

Before this year I never really wrote as I never had time 

to write and was never required to. (Richard, Cl) 

As for changes noted the three 8 year olds saw the need for 

improvement relating to How to Write It. Ben covers a number 

of issues including _length, variety, planning, presentation and 

punctuation. 

Oh like you've gotta put a long story without raving on the 

same thing. Thinking about it and not making stops and 

commas and all that. (Ben, C3) 

Cameron's concern is presentation: 

I could improve it if I could learn to write better, oh 

write neater. (Cameron, C2) 

Make my (hand) writing a lot smaller, rounder. (Camille, 

CS) 

Angie and Nicky, in contrast to the 8 year olds concern with 

how it is written are more concerned with improvements in t heir 

ideas: 
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If I always had good ideas to begin with I would probably 

complete more stories. (Angie, C2) 

If I could get more ideas on what to do then I might 

improve. (Nicky, C2) 

Richard's comment was: 

I don't know. I've never really thought about it. (Richard, 

C2) 

The third question concerned perceived influences and drew a 

variety of responces, only one of which mentions a particular 

teacher or directed activities. Ben and Camille both mention 

vocabulary. Cameron's response was that he 'can't remember 

anything.' 

I've had a bit of experience in first grade. Like I did a 

bit of writing and I did three stories got a bit of cl 1..1es. 

Also a boy in our class called Stuart had a few words so I 

decided to get some words off him. (Ben, C4) 

I learnt commas and full stops in first grade. My teacher 

helped me with quite a lot of them, gave me quite a few 

hints and clues so I started using the words in stories. 

(Camille, C6) 

Angie and Richard both mention the influence of their reading, 

but in different ways: 

I always write school stories to impress the teacher. 

Therefore I can't copy things that I hear or read. The 

stories that I write best are mystery stories and I find 

them more interesting. I try not to repeat what I read in 

the mysteries but I can't help doing it sometimes because 
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all of the ones I've read stay in my memory. Since I've 

read so many, these are stories I find easiest to write. 

<Angie, C3) 

Ronald Welch (an author) has probably improved my writing 

and also Alistair McLean because they have clear 

well-thought out characters. (Richard, C3) 

Nicky points to peo~le who have given assistance as her major 

influences: 

Angela, she reads my stories and tells me how to improve 

them. Also my parents read them. They make some changes 

in the spelling and some of the words in it. My parents 

give me ideas for the next paragraphs. (Nicky, C3) 

Although not specified by the question all the changes noted 

are perceived improvements. Clearly most of the difficulties 

and changes the children mention are given in general terms and 

this follows the reflective nature of the task. What is 

important to recognize is that most children when asked to 

reflect on their growth as a writer could produce 

generalizations. 
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CB.APTER 6 - CONCLUSION 

6.1 Findings 

The study bad two fundamental aspects, first to ascertain the 

p~opositions children advance about their reading and writing 

and second to do this using a methodology which gave emphasis 

to the children's comments through an interpretative approach 

where their propositions were inferred from their comments 

alone and not compared to any prior classifications of literary 

response, evaluation or analysis. Even though the 

classification of the children's comments on the writing 

process used titles derived from Nolan (1979) it is important 

to note first that these were derived in the same fashion and 

that second they were not used as definitions of what to look 

for in the children's comments but rather considered as 

suitable titles after the propositions had been delineated: 

Chapter two defined the propositions as traits and definitions 

were provided for each. Here there were several groups of 

traits beginning with those using the chilctren's own 

terminology and becoming less dependent on this. The first 

group used as titles terms mentioned by the children, the 

second group were considered to each represent a single issue, 

but the trait titles were an abbreviated form of the children's 

views being synonymous with the children's terminology. The 

third group of traits were a variety of issues considered to be 

of the same general type, so examples given or planning 

mentioned may have differed for each individual but the type of 
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comment was deemed to be similar. 

On this basis the assertion is made that the children's 

comments will reveal propositions about their reading and 

writing and that these can be inferred for both age groups. 

But one must be clear this comparison of propositions from 

different children does not necessarily imply that their 

meanings are identical. One child's notion of what constit utes 

interesting or exciting literature may be significantly 

different from the next, but however different their 

interpretations there was a significant proportion of the 

traits using either the same terminology or readily identified 

as similar. 

When one examines the spread of traits for each individual it 

is apparent that some, not necessarily the younger children, 

have a less extensive range than others, but even those 

offering a relatively limited range of propositions ranged 

across the considerations of process and different sorts of 

qualities, general and specific. Before turning to the 

question of what is common among the children's response, an 

equally important consideration is how each child's responses 

are different. Each child's pattern of traits is unique. 

These are a number of traits advanced by only one or two 

children, for example Serial, Suspense, Imagination, Unique, 

Dialogue, Rhyme, Compelling and Descriptive. Perhaps some of 

these represent a particular individual's capacity to 

articulate something that another cannot. One child's 

description of a story as interesting may well be close to 

another's description of it as compelling. 
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There is no suggestion in plotting each child 1 s spread of 

traits that this represents the child's entire range of 

possible responses. However given the time taken and the 

variety of works discussed the spread may well be a 

representative sample of the variety of concerns over the range 

of responses. That each indiv.idual 's pattern of response is 

different is to be expected however the patterns of responses 

suggested that at a more general level common concerns emerge. 

The analysis of the distribution of traits suggested several 

kinds of common concern. First·it is suggested that for the 

evaluation of reading and writing there two distinct groups of 

propositions, those primarily oncerned with 'How is it done?' 

and those concerned with 'What is it like? 1 In each group 

there are also two levels of generality. Some propositions 

give specific details, other are more general. This 

determination of universal concerns for the group is achieved 

by grouping the traits however there are some strongly 

represented features at the level of individual traits. So for 

the Process-Strategies group Length and Planning/Structure were 

prominent •. For Generalized Qualities Emotional Appeal, 

Exciting, Interesting, Popularity or Approval and Style were 

prominent and both Specific Qualities were prominent. Consider 

how two children might discuss their response to a book, it is 

likely that they will share generalizations about their 

subjective response (perhaps as exciting, interesting, happy, 

sad, funny or full of adventure). Is it not also likely that 

they would proceed to select episodes or examples from the 

story to pursue their generalizations. .If a book evokes a 

similar reaction in children and if this is the cause of some 
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excitement it seems natural to expect them to want to recreate 

their reactions. 

The grouping of traits indicated a distinction between the 

patterns of response for Reading and Writing for both ages. 

Given that the children were not directed to comment in terms 

of process or qualities it seems natural that their responses 

for Reading were principally in terms of how it affected them 

rather than how the effect was achieved in terms of language 

structure. However in the case of discussing one's own 

writing: the role of creator might be expected to generate more 

comments on how effects are produced, this afterall is the 

writer's achievement. so the relative absence of Process 

comments for Reading doesn 1 t imply children can't make the 

connection between the author's process and the qualities the 

reader perceives but rather that this is not a prominent issue 

when children discuss literature in their own fashion. 

The analysis in Chapter three determined a core of 

characteristics common to both age groups. The universal 

concerns for process and qualities has already been mentioned. 

Other common characteristic arose from an examination of the 

form of the children's responses and concerned the 

integration of subjective and objective response, and 

evaluation as a class attribute (1), the core of responses 

1. in which responses are classified into categories and it is 
these categories which are evaluated. For example a child 
may mention that 1 rhyme' is an element in a work but rather 
than to consider the contribution of this to the 
appreciation of the work it is simply to indicate that it 
is a work which uses rhyme, that is a member of a class of 
works. 
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determined uni-structural and multi-structural SOLO levels and 

the prominence of generalizing as the level of abstraction of 

the comments. In each case the three methods of analyizing 

form showed a developmental distinction between the age groups·, 

in terms of SOLO levels, levels of abstraction or Piagetian 

developmental stage. 

The analysis of the children's comments on the composing 

process in Chapter four also reflected this core of 

characteristics common to both age groups. At a general level 

there was the common concern with seeking and developing areas 

for a story (What to write?) and finally reflecting on the 

story (What is it like?) Like the evaluation comments there 

were also points in common at the level of particular facets. 

These include selecting ideas, discussing the source of ideas, 

getting a story started, choosing the detail for the story, 

naming (and this possibly implies deciding details of the 

characters) and making comments on parts of the story. Like 

the prominent traits for evaluating Reading and Writing these 

seem to reflect what one would naturally assume to be the 

important issues for children. Once again it can be noted that 

the children's comments were sufficiently well expressed to 

enable various propositions to be inferred. 

When the link between the qualities children ascribed to 

literature and their own approach to composing was explored no 

clearly stated connection emerged. Children did not, whilst 

engaged in writing, or recalling the process make direct 

connections between the generalized qualities they ascribe to 

stories and the on-the-spot decisions of writing. Perhaps it 
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is unreasonable to expect this, afterall when the child is 

expressing, for example the quality of suspense, by creating a 

story in a sense the explanation or manifestation of this is 

the story itself. Several points in the discussion of form 

also suggest that this is a difficult task. First the 

examination of the responses in terms of SOLO levels suggests 

most children deal with only a few elements in each of their 

responses. Second using Applebee's model indicates the 

integration of subjective and objective response and third 

using Little's model suggested the most prevalent level of 

abstraction was generalizing. For a child to clearly and 

explicitly draw the link between a generalized quality in a 

work and the host of composing decisions which must be involved 

in creating this quality would require clear separation of 

subjective and objective response and the ability to relate 

several elements. But in the search for a detailed insight 

into the composing precess one must not lose sight of the 

importance of the suggestions that children can articulate the 

qualities they seek to attain their writing that they are aware 

of thses qualities in the works of others and that they do 

consider they are able to produce these qualities in their own 

stories. 

Some of Applebee 1 s (1978:134-5) conclusions are relevant here: 

Literary experience depends on the mastery of the 

underlying conventions which govern the exchange between 

author and audience: without the conventions no exchange 

can take place. The source of this sense of form is 

Britton' s (1968) 1 legacy of past satisfactions, 1 

satisfactions which have little to do with training taste 
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or learning rules, and much to do with valuing and being 

allowed to value those earlier spectator-role experiences 

which have been given pleasure. The patterns of 

development found in the present study certainly do not 

suggest that encounters with immature or juvenile 

literature are any less important, or any less educative, 

than later encounters with more sophisticated works. 

The propositions the children advanced for evaluating their 

Reading and Writing seemed very much concerned with valuing 

experiences which have given pleasure. The greatest number 

of traits was for Qualities, but with respect to their own 

writing children showed concern with the conventions which 

govern the exchange between author and audience. For instance 

in the following comment isn't Narelle constructing an 

hypothesis for writing stories which spur the imagination? 

I sort of like endings that lead you onto something else. 

They don't actually tell you what happened to the person in 

the story. They let you have time to work out your own 

imagination. (Narelle, W7) 

The prominence of traits such as Planning/Structure, 

Illustration, Structural Conventions, and Popularity or 

Approval argues the case for the importance children attach to 

anticipating sorting out and sharing in writing stories. As 

writers and readers one might suggest that the children 1 s 

predominant concern is with general effect or large scale 

impressions. The number of generalized qualities raised as 

propositions and the description of their responses as 

generalizing in an evaluative framework s~ggests that the 

children discussed stories by first focusing on the total sense 
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or impression and second on the contributory elements. 

Brian Ca.mbourne 1 s and Peter Rousch's (1980:16) report on how 

Australian children read reached some conclusions relevant to-· 

this description of the children's evaluative response. 

The proficient reader uses much less of the graphic and 

phonemic aspects of print that does the less able 

reader .•• the proficient reader ..•. seems to focus much more 

on the sense and grammatical flow of what he's reading that 

does the poor reader Cand) seems to be able to expend much 

more of his effort in monitoring the story line and the 

grammar of what he's reading than does the less able 

reader. 

If the principal concern in reading is at the level of overall 

sense and grammatical flow then it seems probable that these 

global or large scale concerns (compared with, for example, 

focusing on the physical aspects of print) will be the 

principal informant for evaluating. The work of June Birnbawn 

(1979) confirms this ability in proficient readers (and 

writers) to focus at the level of large scale concerns. 

The salient characteristic that distinguished proficient 

reading and writing behaviour was a tendency to reflect 

over a wide range of alternatives at each stage of the two 

processes ••• Moreover, they seemed able to monitor the 

success or failure of their attempts to construct meaning 

in or from written language.(P.257) 

Whatever conclusions may be drawn about the propositions the 

children advanced these must be viewed with an appreciation of 
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the limitations of the methodology. Two considerations are 

prominent for the process of inferring propositions. First t he 

size of the sample. This has two aspects, the number of 

children used and also the extent of the comment for each 

child. These elements however do not negate the value of 

interpretative analysis, even the comparison of two children 

would be useful in demonstrating the sort of propositions 

children put forward and the way in which they do this. By 

using several children the intention was to explore the 

possibility of a tentative identification of common concerns. 

The second consideration for inferring propositions concerns 

the power of the descriptions derived from the children's 

comments. The limitations of 'composing aloud' and of 

narrative descriptions of the composing process have been 

mentioned in Chapter one with respect to the work of Emig 

(1971} and Perl (1979). Because the children's comments were 

collected over a period of eight months, in which our 

relationships changed and issues or questions about literature 

were discussed often alongside discussions of the children 1 s 

personal lives it is exceptionally difficult to make entirely 

explicit all the elements which influence the definition of a 

proposition. The total meaning for each proposition, in 

however small portions of the children's comments lies only 

partially within the transcribed words. 

The technique of video recording of writer's composing aloud 

and replaying as stimulated recall was discussed in terms of 

the importance of familiarity with both the equipment and the 

practice of composing aloud. In this study the children's 

exposure to these was minimal and so might be expected not to 
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yield extensiv~ comment. This proved to be so, especially when 

compared with comments produced by re-reading of texts. 

Interviews were recorded on an audio cassette recorder for 

later transcription. Clearly a video tape recorder is a 

superior device for it captures both verbal and non-verbal 

aspects of the situation. This is most important where the 

interaction between individuals is the focus and also helps to 

distinguish between speakers. Because the interviews were 

mostly the children talking and I had the opportunity to make 

written notes the audio recordings proved adequate for 

interview transcriptions. 

6.2 Further Possibilities 

If the methodologies used in the study are considered useful it 

is possible to use them as a basis for suggesting further 

research directions. Clearly though the first consideration is 

to test the procedure with a larger sample, perhaps constituted 

in different ways with respect to age, school location or 

classroom situation. This would enable some of the 

generalizations about common or prominent patterns to be 

statistically tested. 

An area for further speculation concerns the notion of 

proficiency or competency. This can be approached in a number 

of ways. First this study sought to identify the propositions 

advanced by able readers and writers, would less proficient 

readers and writers generate similar propositions or use 

similar forms for discussing them? Could it be that less able 

readers for instance might 
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concentrate more on traits concerned with Process such as 

length difficulty of vocabulary or amount of illustration? 

Birnbawn (1979:257) in a study which compared reading and 

composing behaviour asserted that proficient readers and 

writers reflected over a wider range of alternatives and that 

the better readers were also the better writers as well as the 

more reflective speakers. If this is so might it not suggest a 

difference in the range of traits and in the form of the 

response between more and less able readers and writers? 

Whilst the two types of writer identified by Graves (1975) is 

not determined in respect of competence it may be considered 

whether there is a distinction between the traits for reactive 

and reflective writers, both at the level of individual traits 

cited and the most prominent concerns. 

One might also ask what effect the breadth of a child's 

literary experience would have on their pattern of traits? How 

might the distinction between a child who reads mostly 

non-fiction and one whose reading is more eclectic affect their 

responses? What distinction in propositions advanced would 

there be for a child who read mostly reading scheme material 

compared with a child with more extensive experience? 

A second way to consider competency is in terms of the 

children's assessment of their competency in writing stories. 

This study focused on stories the children considered 'good', 

'best' or 'favourite', those regarded positively and by 

implication those in which the children considered their 

efforts competent. Would children's evaluative comments on 

works (their own and others) they considered 'poor' or 
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'unsuccessful' produce a different set of propositions? Would 

any of these be the corollory of those advanced for positive 

assessments? Would the consideration of negative assessments 

show a shift in emphasis on major concerns, for example would-· 

Process comments be more strongly represented because children 

would identify how and why things didn't succeed? 

. 
This study involved an exploration of various techniques and 

the propositions were not finally determined until all the 

children's comments had been collected. This meant that the 

inte.1:views on evaluation, the viqeo recordings, the discussion 

on learning to write and on influences and difficulties and the 

story re-telling often referred to different works. So, as 

each technique was used in sequence the extent of overlap in 

content was limited. This raises the question of the possible 

effect of amalgating the various techniques of enquiry to focus 

on the same content. Beginning with writing one possibility 

might be to use the techniques of video recording, composing 

aloud and stimulated recall to generate one set of data on a 

particular piece of writing. This could be supplemented by 

re-telling accompanied by evaluative reflection prompted by 

questions seeking why the story is positively (or negatively) 

regarded. Where this second set of data suggests a number of 

propositions about the work the technique of stimulated recall 

using the text could be em.ployed to aid the writer in locating 

parts of the story which relate to the evaluative propositions. 

If the re-telling of the story takes place before completion, 

as in the example of Narelle's account of a story in Chapter 

four, (and also in Appendix A for Angie, Richard and Luke) 

there is the possibility of exposing the subsequent decisions. 
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Finally one might consider whether the segmentation of 

children 1 s comments into inferred constructs or propositions 

and the relationship of these inferences to other 

characteristics of children could be applied to other than the 

response to specific literary materials or tasks. For example 

what would be revealed by the application of composing aloud 

and stimulated recall techniques applied to children's 

arithmetic computations, mathematical problem solving, science 

experiments and construction activities like building cubbies 

or using wooden project blocks? Whereas most. of these involve 

discrete tasks one might also consider the application of 

interpretive analysis of children's comments to more general 

topics such as 'friends' 'school', 'teachers', 'family', 

'work', 1 play' or 'fun'. 

The introduction to this study asserted the importance of 

listening and letting the children lead. Whatever the 

difficulties of penetrating their thinking, there is no doubt 

that these children have thought a lot about their literary 

encounters and can articulate this with clarity and force. 

Clearly there is much to learn from listening to what children 

say and it cannot but be worthwhile to attend more to it. 
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APPENDIX A 

Children's Comments and their Classifications 

NOTES ON APPENDIX A 

1. The children's comments are grouped under the following 

headings: READING, WRITING1 PROCESS, DIFFICULT TASKS, EASY 

TASKS, STORY RE-TELLING. 

2. Pauses are indicated thus ... 

3. Words in brackets were indistinct on the recording. 

4. Each numbered comment represents the entire response to a 

question or for PROCESS comments the entire discussion of one 

feature of text or student behaviour. Where the researched 

interjected (e.g. Ben, Wlla> this is noted. 

5. Comments and explanations are given when considered 

necessary adjacent to the relevant comment from the child. 

6. Comments are separated into 1 traits,' each on a new line 

and the corresponding trait symbol is given on the same line in 

the adjacent column. Table 3 gives the key to the symbols. 
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7. The levels of the SOLO taxonomy used and their 

corresponding symbols are: 

pre-structural 

uni-structural 

transitional uni-to 

multi-structural 

transitional multi-

p 

u 

T-M 

structural to relational T-R 

relational R 

8. Classifications for Function are given in columns P and A. 

Column P gives purpose as Informational CI) or Evaluative CE). 

Column A gives the level of abstraction as Concrete (C), 

Generalizing CG) or Abstract - Hypothesizing <H). 

9. For PROCESS comments and DIFFICULT and EASY TASKS comments 

some facet titles are abbreviated. Tabl·e 13 gives a list of 

the facets and their corresponding code numbers. 

10. Each comment or part thereof has been assigned a letter and 

a number to identify it. Letters correspond to the different 

topics: 

READING 

WRITING 

PROCESS 

DIFFICULT TASKS 

EASY TASKS 

DEVELOPMENT 

R 

w 

p 

D 

E 

C 
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Index to Aooendix A 

Page 

Ben (8) READING 240 
WRITING 241 
PROCESS 244 
DIFFICULT TASKS 247 
EASY TASKS 248 
DEVELOPMENTS 248 
STORY RE-TELLING 248 

Cameron ( 8) READING 250 
WRI'!'ING 251 
PROCESS 253 
DIFFICULT TASKS 256 
EASY TASKS 256 
DEVELOPMENTS 257 

Camille (8) READING 259 
WRITING 260 
PROCESS 262 
DIFFICULT TASKS 266 
EASY TASKS 266 
DEVELOPMENTS 467 

Daniel ( 8 } READING 269 
WRITING 270 
PROCESS 271 
DIFFICULT TASKS 2 73 

Melissa (8) READING 275 
WRITING 275 
PROCESS 277 
DIFFICULT TASKS 279 

Monica (8) READING 281 
WRITING 2B1 

Angie Cll) READING 283 
WRITING 284 
PROCESS 287 
DIFFICULT TASKS 291 
EASY TASKS 292 
DEVELOPMENTS 292 
STORY RE-TELLING 293 

Nicky ( 11} READING 295 
WRITING 296 
PROCESS 297 
DIFFICULT TASKS 299 
EASY TASKS 300 
DEVELOPMENTS 300 
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Index to Appendix A (cont.) 

Page 

Richard (11) READING 302 
WRITING 303 
PROCESS 304 
DIFFICULT TASKS 306 
EASY TASKS 306 
DEVELQPMENTS 307 
STORY RE-TELLING 307 

Andrea (11) READING 309 
WRITING 309 
PROCESS 311 
DIFFICULT TASKS 313 
EASY TASKS 313 

Luke (11) READING 315 
WRITING 316 
PROCESS 317 
DIFFICULT TASKS 318 
EASY TASKS 318 
STORY RE-TELLING 319 

Narelle (11) READING 321 
WRITING 322 
PROCJ;:SS 322 
DIFFICULT TASKS 325 
EASY TASKS 325 
STORY RE-TELLING 326 
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B E N 

8 year old 

S c h o o l X 



Name: BEN a ge: 8 school: X for: 

comment 
number comments 

l 

2. 

3. 

4. 

5. 

I like reading about 
car crashes and 
creatures from outer 
space. 
Interesting things 
and insects 

I like unreal things 
that I've never seen 
before 
and I like big car 
crashes when the cars 
are on fire. 

Oh lots of excitement 
you know biting your 
finger nails. 
A lot of action. 
Lots of different 
sorts of words. 
Oh instead of writing 
it in a long way 
trying to fit in a 
shorter way to write 
it. 

I like it because 
it's got a lot of 
action in it 
and it also makes 
sense. 

It gives me 
something to do and 
I like reading books. 

notes 

for books 
about car 
racing. 
There is some 
development of 
how is story 
is rendered 
'exciting' or 
given 'action• 

for Superman 
comics 

for Doctor 
Seuss books 

READING {R) 

traits 

SPEC 

INT 
SPEC 

NOV 

SPEC 

EXC 
SUS 

ACT 
voe 

STY 

ACT 

CRE 

SOLO 
level 

0 

u 

M 

T-M 

unclass- o 
ified 

Function 
p .• ·A 

E G 

E G 

E H 

E G 

E G 
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Name: BEN a ge: 8 school: X for: WRITING (W) 

comment 
number comments 

1. 

2. 

3. 

4. 

5. 

They're a lot more 
exciting 
and you can tell a 
lot of fairy tales 
in it 
and its' not true 

I like it when you 
make up lots of new 
words in it 
and it's also got 
a bit of action 
in it. 

I like them because 
you do a lot of 
things that are up 
in space. 
and they've always 
got a good ending. 
I like having 
adventures. 
and there's a lot 
of excitement 

My best is 'Off-Road' 
and 'Eaunted House'. 
I like all· my· stories. 
They're got a lot of 
pages. . 
and a lot of good 
words 
and some good 
drawings 
and a few funny bits 
in them 

It's a good story 
because it's true 
and I thought 
it was great fun 
also I'm going to 
try and get to the 
end of it. 

notes traits 

favourite EXC 
topic: 
space FAN 

FAN 

favourite voe 
topic: "off- ACT 
reading stuff" 
Ben gave an EG 
example of 
this 
vocabulary . 

favourite SPEC 
topic: 
adventure 
stories about 
cars, things PL 
from outer 
space, haunted SPEC 
houses, motor 
bikes and EXC 
'some movies. ' 

for his 'best L 
writing. 

voe 

IL 

EMO 

for his story CRE 
'Emu Flat' 

EMO 

FIN 

SOLO 
level 

T-M 

T-M 

M 

M 

T-M 

Function 
p .·A 

E G 

E G 

E G 

E G 

E G 
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Name: BEN age: 8 school: X for: 

comment 
number comments 

6. 

7. 

8 • 

9. 

10. 

11. 

It was a bit more 
exciting than any 
other story I've 
done. 
It made a lot 
of sense. 

It was a lot 
longer 
and everybody's 
reading it. 

A lot of different 
words 
a lot of excitement 
in it. 
and looking forward 
to what comes next. 
and a long story 
so. you can have a 
bit of fun out of it 
and keep going 

Oh a lot of thinking 
and you've just got 
to think it up before 
you write it. 

Oh, put a lot of 
action into it. 
When I come to a 
good story I get up 
eight pages and that's 
where it becomes good, 
that's where I like it. 
Oh you need to talk to 
people about it. 
Try to make it a bit 
true. You know 
something you could 
believe. 

Oh at the beginning 
you've got to have 
it at the start and 
not half way in the 
start. 

notes 

for his 1 best 
story.' A 

for his 'best 
story' B 

for a 'good 
story 
Note the use 
of 'so I which 
is a move 
towards 
establishing 
connections 
betw.een 
qualities 

for a 'good 
story.' 

for a 'good 
story.' 

for a 'good 
story 
beginning' 

WRITING (W) 

traits SOLO Function 
level P A 

EXC 

CRE 

L 

POP 

voe 

EXC 
COM/ 
PEL 

L 
EMO 

PL 

ACT 

L 

PL 

CRE 

ST.CON 

T-M 

T-M 

M 

u 

M 

u 

E G 

I C 

E G 

E G 

E G 

E G 
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Name: BEN a ge: 8 school: X for: 

comment 
number comments 

lla It's gotta start like 
1 I was sleeping and 
I heard some howling 
down the road. 1 

Instead of starting 
half in the middle of 
the story like say 
in a haunted house 
one (story) you could 
say 'I saw a haunted 
house. 1 

notes 

I then asked 
Ben if he 
could explain 
what he meant 
in another 
way. 

WRITING (W) 

traits SOLO Function 
level P _.A. 

EG T-M E G 
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Name: _BEN age: 8 school: X for: 

comment 
number comments notes 

Ben speaks as 
he writes 

1 

2. 

3 • 

4. 

5. 

6 -

7 • 

8 • 

9 • 

10. 

11. 

It was during the 
night and Mr Skinny 
has muscle pains 
when he was sleeping. 

I'm stopping now so 
I can think up a 
new sentence, 

accompanies a 
pause 

It's just meeted 
at the oval 

(sic} Ben speaks as 
he writes 

I 1 m trying to think 
about something about 
the other team. What 
clothes they were 
wearing and what 
they had and that. 

Oh pretty puzzled 
sometimes. I finally 
think up something. 

You just keep on 
writing until there's 
an ending of it. 

You just gotta think 
it up before you 
write it. 

I wanted to see what 
was in the sentence, 
so I wouldn't do the 
same word twice. 

I did a letter round 
the wrong way. 

I tried to think of 
another character 

I put a letter wrong 
there 

accompanies a 
pause 

accompanies a 
pause. 
Responds to 
question: 

'Is something 
difficult. 

response to 
comment. 'You 
didn't seem to 
have any 
trouble 
starting to 
write.' 

turns back 
to previous 
page. 

erases 

pauses 

erases 

PROCESS (P) 

Facets 

Comment on 
Content 

Searching 
for details 

comment on 
content 

Selecting 
details 

Searching 
for details 

Production 
Strategies 

Planning 

Lexical 
Choices 

Handwriting 

Naming 

Spelling 

Code 

3. 21 

2.24 

3.21 

2.25 

2.24 

2.26 

2 .11 

2.22 

2.53 

2. 4 7 

2.52 
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Name: BEN a ge: 8 school: X for: 

comment 
number comments 

12. 

13. 

14. 

I think I dan•t 
really need the 
1 some 1 there so I'd 
have: 'Mr Slow bought 
some baseball. 

I did a letter too 
close to the 'a' 

Before I started to 
write as I was coming 
up I worked it out. 

15. Mostly when I write 
I have a bit of a 
think before I start. 

16. I fust wrote it 
straight out. 

17. 

18. 

19. 

20. 

21. 

22. 

It's a bit like it. 

The T.V. show had 
only one character 
in it 

and I put a whole 
lot of characters 
in it. 

Some of the names of 
the characters like 
the Were Wolf. 
I got the knights 
name from one of the 
pieces on a chess 
board. 

I made the bits when 
my friends were 
trapped, some howling 
down the road and 
the full moan bit 
after I started. 

It went through the 
roof of the car. He 
had a plastic roof. 

notes 

crosses out 

erases 

response to 
question: 
'What did you 
do before 
you wrote?' 

The comparison 
of the number 
of characters 
is considered 
to be essent
iallY 
eva..1.uative 

response to 
question 
'Which idea 
did you get 
from the TV 
show?' 

response to 
question: 
'What had you 
worked out 
before you 
began writing?' 

Ben speaks 
as he writes 

PROCESS (P) 

Facets 

Grammar 

Handwriting 

Planning 

Incubating 
an idea 

Starting 

Selecting an 
idea. 
TV/Movie 
Source 

Comment on 
content 

Naming 
Characters 

Selecting 
Details 

Comments 
on Content 

Code 

2.58 

2.53 

2.11 

1.15 

2.12 

1.13 

1.24 

3. 21 

2.47 

2. 25 

3. 21 
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Name: BEN a ge: 8 school: X for: PROCESS (Pl 

comment 
number comments 

23. 

24. 

25. 

26. 

So you can have a 
lot of joining in the 
story instead of 
starting off with 
a whole lot. 

Well they needed 
a backstop 

and it was 
Mrs Greedy because 
he 1 s big and fat and 
he couldn 't be 
anything else. 

Mr Skinny was trying 
to get a bit fatter. 

27. So he was jogging 
around the oval so 
he decided to get a 
bit of weight on. 
So he decided to 
join. ( the ba-seball 
team) 

28. Mr Skinny's got 
pretty long legs 

29. so I thought he 
might be pretty good 
at doing the long 
distance runnung 
the home runs. 

notes Facets 

. response to Planning 
question 'Why 
did you decide 
on this piece 
of action?' 
He is 
referring to 
'characters. 1 

response to 
question: 
'What were 
you thinking 
about in 
this part?' 

Ben is giving 
explanactions 
for his 
characters 
actions. 

Selecting 
Details 

Character
ization 

Character
ization 

These are not Commenting 
contained in on context 
his story and 
he explained 
this when he 
reads his story. 

Character
ization 

Selecting 
Details 

Code 

2.11 

2. 25 

2.46 

2.46 

3.21 

2.46 

2. 25 
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Name: BEN a qe: 8 school:. X for: DIFFICULT TASKS (D) 

comment 
number comments 

1. 

2 . 

3 • 

4. 

5. 

6. 

7 . 

8 • 

9. 

Try to figure out 
words to start stories 

and also figure out 
instead of writing 
'running' or something 
to write a different 
sort of word. 

Knowing where to put 
full stops. 

Trying to start a 
story and 

make it all up. 

You can't sort of 
tell a bit of lies. 
You want to make a 
story true. 

You have to think 
how to start it and 
keep an going. 

The part where you're 
half way through 
in a story and you're 

gotta make sure it 
has a good ending. 

notes Facets 

Starting 

Lexical 
Choices 

Punctuation 

Starting 

Planning 

Ben's concern Theme/ 
with a story Moral 
being 'true' is 
deemed to be 
principally 
concerned with 
the theme. 

'making sure' 
in advance is 
termed a 
production 
strategy 

Starting 

Production 
Strategies 

Ending 

Code 

2.12 

2.22 

2.57 

2.12 

2.11 

2.41 

2.12 

2.26 

2.32 



Name: 

comment 
number 

BEN 

Pictures, 

248 

age: 8 school: X for: 

comments notes 

l. 

2. and thinking up a 
name for the story. 

Name: 

comment 
number 

BEN age: 8 school: X for: 

comments 

1. I've writted some new words• 

EASY TASKS (E} 

Facets Code 

Illustrating 

Title 

2. 48 

2.45 

DEVELOPMENTS (Cl 

notes 

for Improvements noted 

2. Putting full stops at the right places. 

3. 

4. 

Name: 

Oh like you gotta put a long story 
without raving on the same thing. 
Thinking about it and not making it 
messy and thinking about where to 
put full stops and commas and all 
that. 

1 1 ve had a bit of exoerience in 
first grade. Like I-did a bit of 
writing and I did three stories, 
got a bit of clues. Also a boy in 
our class called Stuart had a few 
words so r decided to get some 
words off him. 

BEN a ge: 8 school: X for: 

Mr Men's Sports Day 

The 'clues' were 
unspecified. 
for influences noted. 

STORY RE-TELLING 

It starts off they're playing baseball and Mr Impossible was 
batting and he slogged it right out of the grandstand and it 
landed through Mr Greedy 1 s car. And Mr Greedy went and saw what 
was going on and he decided to play. Then after that they had 
some lunch and then a big baseball game was on the next day. Anc 
then Mr Impossible said if they could beat the other team but 
they were still sorting out the other team and that's as far as 
I've got. 
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CAMERON 

8 year old 

S c h O o 1 X 
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Name: CAMERON age: 8 school: X for: 

comment 
number comments 

1. 

2. 

3 • 

4. 

5. 

As long as they're 
got lots of pictures 
I like looking at how 
to draw the pictures. 

It 1 s that thick! 
(demonstrates) 

ae was a baby and he 
wanted to stay in 
his mother's paunch 
I like kangaroos. 

I've got sixteen 
encyclopaedias 
because they tell you 
lots of stories. 
History often 
1 1 ve got one great, 
great encylopaedia 
my great, great, 
great grandfather 
wrote and I've 
still got it. !ts 
250 years old. 

I like space books 
because they're 
quite interesting. 

notes 

for war 
books 

for book 
about trains 

for 'Kangaroo 
Joey Finds 
His Shadow' 

for 
encylopaedias 
*personal 
significance 
classified as 
Specific 
Incident 
Topic or 

Character 
Appeal 

for books 
about outer 
space. 

READING (R) 

traits SOLO Function 
level P A 

IL 
SPEC 
INF 

L 

EG 

SPEC 

INF 

SPEC 

INT 

u 

u 

u 

u 

__ u 

E C 

I C 

I C 

E C 

E G 
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Name: CAMERON a ge: 8 school: X for: WRITING (W) 

comment 
number comments 

1. 

2. 

3. 

4 • 

5. 

6. 

I just like all 
the fighting. 

You can make them 
long stories. 
There's a lot of 
planets you can 
visit 

There's a lot of 
things to do under 
the sea. 

It's better than the 
others I'm going to 
start doing more 
than pictures, a lot 
detail than I 
usually have in the 
writing and not so 
much detail in the 
pictures. 
I'm going to write 
longer stories. 

I think it's good 
because I haven't 
written anything 
about earth only 
about space. 

I like how I put 
it in some pieces. 

I got some good words 
in there. There's 
a whole page of good 
ones •.• 
{It's) a good 
description. 

notes traits SOLO Function 
level P _.A 

favourite SPEC 
topics: war, 
Note 'fighting' 
is regarded 
as verifiable 
content 

outer space L 
trips -
favourite PL 
topics 

under-sea PL 
favourite 
topics 

for his story PL 
World War I 

Note he is 
specific about 
certain aspects 
of the story 
structure 

L 

for his story SPEC 
'Off-Road.' 

for his story STY 
'The Earthquake 
Disaster.' 

voe 
He read aloud 
the relevant 
page. 

DES 

U E C 

rJ E C 

U I C 

T-M E G 

U E G 

rJ E G 
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Name: CAMERON age: 8 school: X for: WRITING (W) 

comment 
number comments notes traits SOLO Function 

level p A 

7 • Earthquakes because for a 1 good L T-M E G 
you can write more story' 
about it 
because there's SPEC 
lots of disasters 
instead of writing L 
just a short story. 

8. If you start off a for a 'good ST.CON u E C 

war you should say story 
one day someone beginning EG 
stole something from 
another country and 
a big war started. 

9. I think up lots of for a 'good PL T-M E G 
good ideas story 
write a long story. L 
A good writer can 
write long stories. 

10. Well if it's war, for a 'good EG u E C 
the side that you story ending' 
want to win wins or 
if you were lost in RES 
a sub (marine) and 
it comes up ta shore-
and they find you 
were still alive. 
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Name: CAMERON a qe: 8 school: X for: PROCESS (P) 

comment 
number comments 

1. 

2. 

It's about a space 
station under attack. 

A space station 
was built. 

3,4 Its going to be an 
earthquake 

5. and everyone knows 
from a special 
earthquake 
little thing in the 
ground that picks up 
earthquakes and 
everyone's leaving. 

6. 'And I'm walking 
down the street and 
I don't know because 
I just came. I was 
in the street and I 
just thought I'd 
have a holiday in 
San Francisco. 

7. 

8. 

I just thought it 
up because I 
remembered a TV show 
up in Brisbane I saw 
about an earthquake 

and I remembered 
San Francisco had 
earthquakes 

9. It was beginning to 
be quietened and 
every one was going 
away and there was 
a big smash. 

lOe I didn 1 t know what 
was going on and 
then I heard the 
radio and I heard 
that there was an 
earthquake. 

notes Facets 

Cameron is Illustrating 
dra.wing having 
first written 
his story 

writes and Title 
reads aloud 

Cameron Illustrating 
comments whilst Planning 
he draws 
The drawing 
constitutes Commenting 
part of on content 
planning 

Cameron has Commenting 
just commenced on content 
writing. 

response to 
'Where did 
you get the 
idea?' 

spoken as 
he wrote 

spoken as he 
wrote 

Source - TV 

Source
General 
knowledge 

Selecting 
details 

Selecting 
Details 

Code 

2.48 

2. 45 

2.48 
2.11 

3. 21 

3. 21 

1.24 

1.23 

2.25 

2.25 



254 

Name: CAMERON age: 8 school: X for: PROCESS CP) 

comment 
number comments 

11. 

12. 

13. 

14. 

(There are) cracks in 
the footpath 

I think up what I 
want to do first 
and if I don't like 
that I try and think 
up something else. 

I was sitting next 
to Mark Jones and 

I put him in the 
writing and I saw 
him write 

15. 'War at Sea' so I 
thought I might 
write it too 

16. I thought I might do 
a submarine attacking 
a ship 

17. because I haven 1 t done 
a submarine attacking 
a ship for a long time 

18. When I got to the 
third page I copied 
a word off Mark 
Jones 

19. 'Rodney' - the war 
ship 1 s .•. (next word 
indistinct) 

20. I know I watched 
Star Wars 

21. but I don't know 
what I'm gonna 
write. 

22. I'm probably gonna 
write the rebel 
craft was captured. 

notes 

Spoken as he 
draws. 

response to 
question: 
'How did you 
begin? 1 

Cameron has 
3 points 
1> how Mark 
Jones became 
a character 
in his story 
and 

Facets 

Illustrating 

Searching 
for an 
idea 

Source-Other 

Naming 

2) the title Title 
and 
3) the source 
of the title. 

Selecting 
details 

Commenting 
on content 

Rodney could Naming 
:refer to the 
ship's name or 
it's captain 

Cameron seems Source-other 
concerned to 
nominate the 
source 

Code 

2. 48 

1.12 

1. 25 

2.47 

2. 45 

2.25 

3.21 

2.47 

1.25 

Source-movies 1.24 

note the use 
of probably 
indicating a 
final 
selection has 

Searching for 1.12 
an idea 

Incubating 
an idea 

1.15 

not yet been made 
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Name: C.A.MERON a ge: 8 school: X for: PROCESS (P) 

comment 
number comments 

23. 

24. 

There's gonna be 
lots more crashes 

because there often 
is in motor bike 
races 

25. I'm gonna say a 
couple of new motor 
bikes will be put 

26. 

27. 

in place of the ones 
that crashed. 

I'm gonna start 
writing a lot about 
it. 

Oh things I like to 
happen like the 
Pee Wee 500 to win 

28. and putting myself 
in the story. 

29. I thought we might 
get hungry 

notes 

This has two 
components, 
detail to be 
included and 
justification 
for its 
inclusion 

'it' refers 
ta the 
replacement 
of motor bikes. 

response to 
question: 'Why 
did you choose 
these things 
to happen?' 

Facets 

Selecting 
details 

Commenting 
on content 

Selecting 
details 

Production 
Strategies 

Selecting 
details 

Point of 
view 

this explains Comments 
an event in on content 
the story. 

Code 

2. 25 

3. 21 

2. 25 

2.26 

2.25 

2. 21 

3. 21 
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Name: CAMERON age: 8 school: X for: DIFFICULT TASKS (D) 

comment 
number comments 

1. 

2. 

3. 

4. 

5 • 

Long words are hard 
to figure out how to 
spell. 

Sometimes I find it 
difficult to figure 
out what kind of 
stories to write. 

If I get two in mind 
I can't figure out 
the best. I normally 
put them both together. 

Getting hard words 
finding out how to 
spell them. 

Trying to think up a 
story that you're 
going to write. 

notes 

Name: CAMERON age: 8 school: X for: 

comment 
number comments 

1. 

2. 

Oh pictures I write 
really messy, 

disgusting writing and 
then I do good pictures. 

notes 

Facets 

Spelling 

Searching 
for an idea 

Incubating 
an idea 

Spelling 

Searching 
for an idea 

Code 

2.52 

1.12 

1.15 

2.52 

1.12 

EASY TASKS (D) 

Facets Code 

Handwriting 2.53 

Illustrating 2.48 
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Name: CAMERON age; 8 school: X for: 

comment 
number comments 

1. Sometimes I do more earth things 
than space things. 

2. I could improve it if I could 
learn to write better, oh write 
neater. 

3. I can't remember anything. 

DEVELOPMENTS (C) 

notes 

'earth' and 'space' 
refer to story topics 

influences noted. 
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C A M I L L E 

8 year old 

S C h O O l X 
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Name: CAMILLE a ge: 8 school: X for: READING (R) 

comment 
number comments 

1. 

2 • 

3 • 

4. 

rt's interesting 
sometimes. 
I haven't usually 
written about animals 
so it's a good change 
to write oh read 
about them. 

r like it because 
its exciting in 
some parts. 
There are some funny 
bits in the story and 
sometimes, sometime 
some sad things can 
happen and some 
happy things. 

I like it because the 
cow talks in the poem 
and some funny bits 
there 
like the cow slides 
down the bannisters 

I like it because 
she shrinks to the 
size of a pepper pot 
and it happens in 
most funny time when 
it's important. 

notes traits SOLO Function 
level P .-A 

for books INT 
about 'animals 
and trees NOV 

for 'Dot and EXC 
the Kangaroo' 

EMO 

for 'The SPEC 
Royal Slice of 
Bread EMO 

SPEC 

for 'Mrs SPEC 
Pepper Pot' 

EMO 

T-M E G 

T-M E G 

U E C 

·U E C 
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Name: CAMILLE a ge: 8 school: X for: WRITING (W) 

comment 
number comments 

l. 

2. 

3. 

4. 

5. 

They're quite good, 
exciting. 

I think 'The 
Kangaroo' is the best 
one. It's the 
longest one too. It's 
got a lot of pages in 
it. 
and some of them are 
very exciting 
I like the story 
because the other 
ones are quite short 
It's exciting 
same parts are a 
a bit sad 
The most is like 
'Dot and the 
Kangaroo' like 
finding the horse 

It's about Mr Tickle 
goes to the park. 
He tries to tickle 
people 
I like it, some 
parts are funny 
other parts it's 
a bit m.ischiefly 
He gets into 
mischief in some 
parts of the story 

I think it's good 
because it's not 
a make-believe one. 

Poems is fun too 
You can write about 
animals in poems too 
It's good fun 
and it's interesting 
You've been writing 
about people for a 
while so it 1 s a good 
change to write about 
animals. 

notes traits SOLO Function 
level P A 

for favourite EXC 
topics: horses 
kangaroos, and 
'all my 
favourite 
animal's' 

for her story L 
'The Kangaroo' 

Though this EXC 
is a 
comparatively L 
lengthy comment 
along side her 
other remarks EXC 
it is EMO 
somewhat 
repetitive. EG 

for her Mr EG 
Men' poems. 
The second 
sentence is 
'generaliz- EMO 
ing 1 The 
other two are 
'concrete' 
So the SPEC 
predominant 
classification 
is given. 

for her 'best 
writing' 

for a 'good 
story' 

CRE 

EL\10 
SPEC 

EMO 

INT 

NOV 

u E G 

T-M E G 

E C 

u E G 

M E G 
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Name: CAMILLE aqe: 8 school: X for: WRITING (W) 

comment 
number comments notes traits SOLO Function 

level p _A 

6. Thinking about things for a 'good PL 0 E G 
what to do about story CH 
animals and people. 

7. Some parts exciting for a 'good EXC T-M E G 
some parts a bit story EMO 
sad but become 
happy again. 

8 • They all lived for a 1 good LIT.CON u I C 
happily ever after story ending 
The found a home to The first EG 
live in. two sentences 
All sorts of happy are 'Concrete' EMO 
things the last 

'Generalizing' 
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Name: CAMILLE a ge: 8 school: X for: PROCESS (Pl 

comment 
number comments 

1. 

2. 

3 • 

4 -

5 • 

6 • 

7 • 

8. 

I was just drawing 
about what it would 
be like to fly , 
starting to fly a 
glider. 

I started writing 
about this because 
I like looking at 
people flying 

and it· looked good 
fun so I did a 
poem about it 

and started drawing 
this. 

I was thinking of 
drawing a few other 
things when I 1 d· 
finished drawing it. 
Ca hang-glider) 

I 1 m drawing the 
person that's 
gliding. 

He's getting ready ta 
go down the hill. He's 
already made a mark 
with, because he's 
gone down the hill 
Quite a lot already 
He's made a mark in 
the dirt, the sand. 

You mightn't be able 
to see it very well 
if you didn't 
colour it in. 

notes 

comments as 
she draws 

comments as 
she draws 

Facets 

Illustrating 

Source
experience 

Camille seems Incubating 
to express an idea 
concerns 
1) she has 
observed flying 
(hang-gliding) Illustrating 
2> she thinks 
it is fun. 
3) she wanted 
to write a 
poem about it 
and 
4) draw 

accompanies 
a pause 

Illustrating 

Illustrating 

Commenting 
qn content 

She is Illustrating 
colouring one 
of her 
her drawings. 

Code 

2.48 

1.22 

1.15 

2.48 

2.48 

2. 48 

3. 21 

2.48 
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Name: CAMILLE age: 8 school: X for: PROCESS (P) 

comment 
number comments 

9. It's the car the man 
drove to the place 
so 

10. I drew a car 

11. Yes. I thought that 
trees would be good 
then I started doing 
trees, then a bird 
too. 

12. I like drawing birds 

13. because there's lot 
of them around 

14. so I thought about 
drawing a bird'·s 
nest. 

15. It's for Dot and 
Kangaroo. 

16. I think what to do 
first 

17. 

18. 

19. 

then start writing 
the words down 

then later on think 
what the name of the 
story is. 

On our folder there's 
all ideas for stories 
you might want to 
write 

notes 

comments as 
she draws 

Facets 

Commenting 
on content 

The reason Illustrating 
for including 
this 
illustration 
is given 

response to 
question 1 Did 
you plan the 
drawings?' 
Nate that the 
response 
contains an 
assertion of 
worth. 

comments as 
she draws. 

Judging the 
part 

Illustrating 

Code 

3. 21 

2.48 

3.13 

2.48 

Commenting on 3.21 
content 

Camille 
explains how 
the details of 
her drawing 
evolve. 

Incubating 
an idea 

1.15 

Commenting on 3.21 
content 

response to Planning 2.11 
question: 'How 
did you begin?' 

Starting 2.12 

Title 2. 45 

response to Source- 1. 25 
question: other 
'Where did this 
idea c::ome from?' 
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Name: CAMILLE a ge: 8 school: X for: PROCESS (P) 

comment 
number comments 

20. Then I think of 
doing one of the 
stories just like 
that. 

21. 

22. 

I just think of some 
things to do 

I talked with my 
friends about it, 
about the pine 
forest 

23. and we went into 
the quiet room to 
see if it made sense 

24. and I spelt all the 
words. 

25. I thought about doing 
some things a bit 
more interesting than 
the other stories, a 
bit longer than the 
other stories used 
to be one page. 

notes 

response to 
question: 
How do you 
decide what 
happens next? 

response to 
question: How 
did you go 
about this 
story? 

Facets 

Selecting 
an idea 

Searching for 
details 

Source
other 

Note the Planning 
discussion 
process in 
formulating 
this story Spelling 
This is 
recognized 
in the facet 
1.25 It is 
assumed that 
'to see if it 
made sense' 
does not imply 
a concern with 
ambiguity {2.55) 
but rather that 
the · story was 
pausible. It 
is assumed that 
the principle 
concern then is 
that the story 
is planned by 
discussion with 
others. 

comment prior 
to reading 
aloud 

Incubating 
an idea 

Code 

1.13 

2.24 

1.25 

2.11 

2.52 

1.15 
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Name: CAMILLE age: 8 school: X for: PROCESS CP) 

comment 
number comments 

26. I worked it out 
just before I started 
writing. 

27. I didn't change 
anything. 

28. I talked about the 
things I was going 
to write about and 
I talked about my 
poem a bit 

29. 

30. 

31. 

32. 

33. 

34. 

35. 

then I started 
writing it down. 

I thought about 
writing a long story 
like Ben. 

Dot and the Kangaroo 
my favourite story. 

I like to have the 
horse its my 
favourite animal. 

I decided to be Dot 
When I started. 

I knew what would 
happen and how it 
would finish before I 
began 

because it was a 
story like Dot and 
the Kangaroo 

notes Facets 

Planning 

Production 
Strategies 

response to Planning 
question 'How 
did you go 
about this 
story?' 

It is Starting 
important to 
note here that, 
as for P22, 23 
the planning 
process involves 
discussion with 
other children 

comment prior Incubating 
to reading an idea 
the story aloud 

Source
literature 

Selecting 
an idea 

Point of 
view 

Planning 

Commenting 
on content 

Code 

2.11 

2 .• 26 

2.11 

2.12 

1.15 

l. 21 

1.13 

2.21 

2.11 

3. 21 
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Name: CAMILLE a ge: 8 school: X for: DIFFICULT TASKS CD) 

comment 
number comments 

1. 

2. 

3. 

4. 

5. 

6. 

Sometimes I forget 
how to spell words 
because I've been on 
holidays for a long 
time. 

Its a bit confusing 
choosing the words 
like thinking what 
to write next 

and how to spell 
them 

Well most of them 
I prefer big words 
that are hard to 
spell. Sometimes 
some of them are 
quite easy to spell 

and some stories I 
can't think what 
to do. 

I've got two stories 
and I don't know 
which one is the best 

notes 

There is some 
ambiguity 
here and this 
might also 
mean 'choosing 
details of the 
story 

It is assumed 
that here 
Camille means 
'once she has 
started' 

This isn't 
actually a 
difficulty with 
writing. 

Name: CAMILLE age: 8 school: X for: 

comment 
number comments 

1. Drawing the pictures 
at the end. 

notes 

Facets 

Spelling 

Lexical 
Choices 

or 
Selecting 
details 
Spelling 

Spelling 

Selecting 
details 

Code 

2.52 

2.22 

2.25 

2.52 

2.52 

2.25 

EASY TASKS CE) 

Facets Code 

Illustrating 2.48 
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Name: CAMILLE a ge: 8 school: X for: 

comment 
number comments 

l. 

2 • 

3 • 

4. 

5. 

6 • 

I put a lot of bigger words 
in, harder words. 

Put more commas and things 

Put more people talking in the 
stories. 

I learn't commas and full stop 
in first grade. 

Make my (hand) writing 
a lot smaller, rounder. 

My teacher helped me with a lot 
of them. Gave me quite a few 
hints and clues so I started 
using the words in stories. 

DEVELOPMENTS (C) 

notes 

Cl-3 for improvements 
noted 

for desired 
improvements 

for influences noted. 
The 'hint's and 
1 clues 1 refer to C4 
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D A N I E L 

8 year old 

S c h O o 1 Y 
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Name: DANIEL a ge: 8 school: X for: READING (R) 

comment 
number comments 

1. It's got lots of 
good things in it 
information 
scores got all the 
players pictures. 

2. I play soccer. It 
shows you what 
positions. Its got 
four games and 'Draw 
a Picture' and it 
shows·the moves. 
It shows all the 
Socceroos team. 

notes traits 

for 'The INF 
Aussie Rules 
Football 
book' SPEC 

for the SPEC 
'Socceroos 
Book' 

This and the 
previous book 
were discussed 
together in a 
discussion about 
football. 

SOLO 
level 

M 

M 

Name: DANIEL a g e: 8 school: X for: WRITING (W) 

comment 
number comments 

1. Well, when it lost 
its fire this man 
came along in bis big 
armour 
and said, 'What's 
wrong' and went to 
this witch. 

notes traits 

for his story SPEC 
'The-Dragon 
That Lost It's 
Fire.' 
It seems EG 
1) Daniel has two 
main elements 
in this response 
his appreciation 
of the part
icular incident 
in his story 
and the use of 
synopsis and 
example. The 
division 
between the 
traits is 
somewhat arbit
rary since they 

SOLO 
level 

u 

Function 
p A 

E G 

I C 

Function 
p A 

I C 
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Name: DANIEL age: 8 school: X for: WRITING CW) 

comment 
number comments 

2. 

3 • 

It's good to know 
lots of words, so you 
can read it all 
through without 
stopping. 

Oh you need pictures 
and some (like 'The 
Twits' and that) 
and I like some words 
about seven or eight 
sentences on a page 
and a picture 
on it and something 
like that. 

notes traits SOLO Function 
level P A 

actually comb
ined. 
2) This might be 
confused as a 
pre-structural 
response, how
ever Daniel is 
by his example 
saying the idea 
of his story has 
appeal. He 
assumes this 
appeal is self
evident in his 
example. 
3) Note that 
Daniel uses 
dialogue from 
his story but 
it seems he is 
drawing attent
ion to the 
content of the 
dialogue rather 
than the use 
of dialogueso 
the trait is 
recorded as on 
example. 

definition 
'good story' 

voe 

for 'good' 
story 

IL 

PL 

IL 

0 E G 

T-M E G 
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Name: DANIEL a ge: 8 school: X for: 

comment 
number comments 

4. Starting off normal* 
then getting exciting 
as you go through 

'Well like any other 
story. Some are 
happy, some are sad 

notes 

for a 'good 
story 
beginning' 
*I then 
asked for a 
definition 
of 'normal 1 

Name: DANIEL age: 8 school: X for: 

comment 
number comments 

1. 

2. 

3. 

4. 

It I s a newspaper 

I think I'll do 
'Fads.' 

I'll do some ••• 
I don't know what 
to write 

I just thought of 
anything. 

notes 

A blank mock 
up of a 
newspaper was 
provided with 
headings under 
which children 
we-re to write 
articles or 
draw 
illustrations. 

'Fads' one of 
the heading 
on the 
•newspaper' 

Comments l to 
3 were made 
as Daniel 
looked over his 
stencil for 
the newspaper 

response to 
question: How 
did you decide 
what to put? 

WRITING (W} 

traits SOLO Function 
level P .A 

EMO* 
EXC 

u 

PROCESS (P) 

Facets 

Responding 
to stimulus 

Responding 
to stimulus 

Searching for 
an idea 

Selecting 
details 

E G 

Code 

1.11 

1.11 

1.12 

2.25 
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Name: DANIEL a ge: 8 school: X for: 

comment 
number comments 

s. 

6. 

7. 

8. 

9. 

10. 

11. 

12. 

13. 

What we were gonna 
write next, who 
would say 'Let's 
go in' and who 
would throw the 
punch. 

We decided how it 
would finish after 
the punch bit. 

I just had to 
remember how to do 
the story of the 
cartoon (Bugs Bunny 
and the professor) 

and we just started 
writing. 

Well I didn't do 
where the bed ... 
Well I only just 
started where the 
bed came up and where 
he was sleep walking. 

Tony was helping 
me. It was about a 
month ago and I 
forgot a bit of it 
( the TV show) 

and he was telling 
me about it in 
between writing where 
I forgot what 
happened. 

The last bit he (Tony} 
said 1 No that isn't 
how you do it.• 

I just changed it 

notes 

response to 
question: 
What were 
you thinking 
about here? 

It is 
assumed that 
Daniel asserts 
that beginning 
of the story 
depended 
on his recall 
of a Bugs 
Bunny cartoon. 

response to 
question: 'Is 
your story 
any different 
to the cartoon? 

Two points 
seem important 
here. 
1) How Daniel 
determined some 
of the content 
2) the source 
for this 
detail 

Daniel seems 
to be making 
the point that 
he decided to 
end the story 
differently · 
from the T.V 
show on which 
it was based. 
(Col'\t p, l. 7 3) 

PROCESS (P} 

Facets 

Selecting 
details 

Ending 

Source. TV 

Starting 

Selecting 
details 

Source 
-other 

Selecting 
details 

Ending 

Selecting 
details 

Code 

2.25 

2.32 

1.24 

2.12 

2.25 

1.25 

2.25 

2.32 

2.25 
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NaID.e: DANIEL age: 8 school: X for: PROCESS (Pl 

comment 
number comments 

14. I always, lots of 
times put 'One dark 
night.' or something 
like that. 

15. Ralph isn't my 
brother we just made 
that up. 

16. We decided to have 
our own names 

17. Oh the punch 
straight through 
about the ghost 
and the dark house. 

notes Facets 

So two components 
are noted. 
1) finishing 
the story and 
2) choosing an 
alternative to 
the TV show. 

comments as 
he begins to 
write the 
story. 

comments as 
he writes 

Starting 

Commenting 
on content 

Naming 

response to Selecting 
question: What details 
had you worked 
out before 
you began 
writing. 
This response 
is given in 
terms of 
specific details 

Code 

2.12 

3. 21 

2. 47 

2.25 

Name: DANIEL age: 8 school: X for: DIFFICULT TASKS (D) 

comlli.ent 
number comments 

1. 

2. 

Trying to find out 
what to write about 
and to make it 
interesting. 

If I get the spelling 
wrong and have to look 
it up in a dictionary 
and that. 

notes Facets 

Searching 
for an idea 

Spelling 

Code 

1.12 

2.52 
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M E L I S S A 

8 year old 

s C h O O 1 y 
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Name: MELISSA a ge: 8 school: Y for: READING (R) 

comment 
number comments 

1. 

2. 

3. 

It's got lots of 
funny things. 

I like the pictures 
and the drawings 
the way the story is 
wrote 
to be adventurous. 

There's a lot of 
different characters 
from Disneyland. 
Mickey Mouse is my 
favourite Disneyland 
character. 

notes 

for 'Blinkey 
Bill' 

for 
'Cinderella' 

for 'Mickey 
Mouse' 

traits 

&"-10 

IL 

STY 

ADV 

N.CH 

SPEC 

SOLO 
level 

u 

T-M 

u 

Function 
P ,A 

E G 

E G 

I C 

Name: MELISSA a ge: 8 school: Y for: w"'RITING CW) 

comment 
number comments 

1. I don't know when you 
write adventure 
stories you can write 
a lot more 
because things happen 
and you can get into 
scarey stories 
Lots of funny things 
happen and good 
things 
like if you were 
reading an adventure 
story you could try 
something like in a 
book except in scarey 
stories like a 
haunted house you 
couldn't really go to 
a haunted house. 

notes traits SOLO Function 
level P A 

for favourite L 
topics: 
adventure 
stories. 
Melissa is SPEC 
attempting to 
explain why 
you can 'write EMO 
a lot more' 
So this is more 
than an EG 
assertion of 
'length' as a 
attribute of 
worth. She does 
this by 
concrete example 
Note the 
sentence length 
compared with 
her other 
reponses. 

M E H 
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Name: MELISSA a oe: 8 school: Y for: WRITING (W) 

comment 
number comments 

2. 

3 • 

4. 

5. 

6. 

I think it's good 
I made up lots of 
characters 
That's about the 
longest story I've 
wrote 
and it's interesting. 

I like it because 
lots of people, when 
they read it, then 
it became popular 

'The Sun' is good 
because we made lots 
of things to rhyme 
with it 
and the way we did 
it (the illustr
ations) it looked 
real. 

You have to think 
before you writ~ it 
You put the ideas on 
a piece of paper and 
then you can write 
the ideas into a rough 
copy. 

You might say 
Once upon a time 
there lived a very 
happy family until •. ' 
Well just say if you 
wrote the first part 
of it, some books go 
'Once upon a time 
a dog lived in a 
house 
and that's not very 
interesting 
but the other says 
until and sounds 
exciting 
because you don't 
know what's going 
to happen. 

notes traits SOLO Function 
level P ,A 

for her story N.CH 
'The Prince 
and the 
Princess' L 

INT 

for her story POP 
'The Twirly 
Whirly Slippery 
Dip.' 

for her story RHY 
'The Sun.' 
CA collabora
tive effort 
with another IL 
girl) reference 
to illustrations 
is inferred. 

for a 'good 
story' 

PL 

M 

u 

T-M 

T-M 

for a 'good EG T-M 
story LIT CON 
beginning Note 
the distinction 
between this EG 
and Wl. In Wl 
she began with 
the trait 
'length' and 
explained why. 
In this comment INT 
Melissa begins 
with an example EXC 
compares this 
with another 
and draws SOS 
a conclusion 
but this is not 

E G 

E C 

E G 

E G 

E G 
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Name: MELISSA a q e: 8 school: Y for: WRITING CW) 

comment 
number comments 

7. Just say in the 
middle of it a 
person died, like a 
little boy and the 
mother had another 
baby, a little girl 
and then she became 
very happy. 

notes 

as clearly 
linked to the 
'good story 
beginning• as 
was 'length' in 
Wl linked to 
'favourite 
topics' . 

traits SOLO Function 
level P A 

for a 'good EG u E C 
story ending 1 

Name: MELISSA age: 8 school: Y for: ,PROCESS (P) 

comment 
number comments 

1. 

2. 

3. 

Its a newspaper. 

I did a mistake. I 
put something down 
there. I thought of 
a better idea. 

I was going to put 
south East-Asia then 
I put Phillipines. 
South East Asias' too 
big. 

notes 

See notes for 
Daniel, Pl 

erases S.E. 
Asia writes 
Phillipines 
Whilst there 
are elements of 
evaluation and 
rejection of 
ideas the 
principal 
concern is 
assumed to be 
choosing a 
suitable 
setting for the 
story. 

Facets 

Responding 
to stimulus 

Selecting 
details 

Setting 

Code 

l.ll 

2.25 

2.42 
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Name: MELISSA a ge: 8 school: Y for: PROCESS (P) 

comment 
number comments 

4. 

5 • 

6. 

7 • 

8. 

9. 

10. 

11. 

12. 

13. 

We watched this 
film and it had a 
fire or something 

but I just changed 
it. 

Well I just start 
a title 

and then I just 
made up an idea 
that will suit the 
title. 

1 The Sun' is good 
because we made lots 
of things to rhyme 
with it 

and the way we did 
it, it looked real. 

I thought up the 
first line then 
something to rhyme 
for the second line. 

The third and fourth 
line doesn't actually 
rhyme. We couldn't 
think of anything to 
ryhme so we thought 
of something that 
would sound goad. 

My friend said it 
would be good because 

we haven't got 
anything like that 
and we always write 
the same. 

notes 

Melissa is 
:referring to 
'given• titles 
chosen from 
a list of 
story titles. 

''I'he Sun 1 , a 
poem. written 
so the text is 
superimposed on 
the illustrat-
ion 

Facets 

Source
TV/Movies 

Selecting 
an idea 

Responding 
to stimulus 

Selecting 
an idea 

Judging 
the whole 

this refers 
to the 
illustration. 

Judging 
the part 

Comments on 
the poem 
'The Sun'. 
written with 
another child 

Starting 

It is asserted Stylistic 
that the choices 
major concern 
here is 
whether the 
words ' sound 
good' despite 
not rhyming. 

response to Source 
question: other 
'Where did you 
get the idea Incubating 
for this poem?' an idea 

Code 

1.24 

1.13 

1.11 

1.13 

3.14 

3.13 

2.12 

2.23 

1.25 

1.15 
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Name: MELISSA a ge: 8 school: Y for: PROCESS (P) 

comment 
number comments 

14. I thinked about a 
mountain but we 
couldn't think of 
anything to 

15. 

16. 

17. 

18. 

rhyme with that. 

I just thought of it 
while I was going 
along 

It was about a 
mountain and it kept 
on disappearing and 
it was a magic 
mountain. 

At the end its not 
going to be magic. 
Its just, I don't 
know. 

No, you see sometimes 
I just think up bits 
as I go. 

19. So I went a bit 
closer and it still 
wasn't there and the 
third time! went 
closer it was there. 

notes 

response to 
question: 
'How did you 
decide on this 
part?' 

Melissa is 
referring to 
a story which 
inspired her 

response to 
question: 'How 
is your story 
different from 
the other?' 

response to 
question: 
' What had you 
worked out 
before you 
began writing? 1 

Facets 

Rejecting 
an idea 

Selecting 
details 

Source -
literature 

Ending 

Selecting 
details 

comment Commenting 
whilst reading 
her story aloud. 

Code 

1.14 

2. 25. 

1.21 

2.32 

2. 25 

3. 21 

Name: MELISSA a ge: 8 school: Y for: DIFFICULT TASKS {0) 

comment 
number comments 

1. If I want to write 
a story I might not 
know how to write 
something. You might 
have to look it up 
in a dictionary. 

notes Facets Code 

Spelling 2.52 
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M O N I C A 

8 year old 

S c h o o l Y 
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Name: MONICA age: 8 school: Y for: READING (R) 

comment 
number comments 

1. 

2. 

3. 

4. 

5. 

I like the way it 
was illustrated. 

I like the 
illustrations 
and it was funny. 

It was interesting 
I found out things. 

It' s really good 
stories the way 
they describe it. 

I like the story 
especially where 
Pottle Pig goes to 
school. 
Its funny 
and exciting 

notes 

for 'Ice 
Cream for 
Rosie. ' 

traits 

IL 

for a story IL 
written by 
Narelle {lly} EMO 
in the school's 
library 

for the book INT 
communication INF 

for 'Over the STY 
Rainbow 

for 'Pottle SPEC 
Pig. I 

EMO 
EXC 

SOLO 
level 

u 

T-M 

T-M 

u 

T-M 

Name: MONICA age: 8 school: Y for: WRITING (W) 

comment 
number comments notes traits SOLO 

level 

1. It's pretty exciting for her story EXC T-M 
and its pretty 1 The Wizard. 1 INT 
interesting if you 
like those sort of 
stories 
I got the idea from PL 
thinking of wizards. 

2. Miss Javes for her story POP u 
liked it. Lots of 'The Runaway 
people who read it Fairy. I 

liked it and that 
ma.de me pretty proud. 

Function 
p A 

E G 

E G 

E G 

E G 

E G 

Functior 
p A 

E G 

E C 



282 

A N G I E 

11 year old 

S c h o o l X 
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Name: ANGIE a ge: 11 school: X for: READING (R) 

comment 
number comments 

1. 

2. 

3 • 

Right now I like 
love stories 
but I like lots of 
different styles at 
times. 

I like love stories 
because the ones 
that I read never 
get boring. 

I've read lots of 
good ones. They 
don't get boring 
You can understand 
most of the language 
they use 
There's a story in 
it. It's not just 
nothing 
They have a way with 
words 
It just makes them 
interesting 
They're full of not 
just one story 
Well there's one 
character I like best 
and they're full of 
the whole life of the 
character 
interesting parts 
not dumb parts. 

notes traits SOLO Functiqn 
level P A 

note the SPEC 
reference to 
the diversity STY 
of literature 

difficult to COMPEL 
classify, 
could be 
INTERESTING, 
though she uses 
this in other 
comments. I'm 
unsure whether 
she means the 
interest is 
sustained 
through one 
book or over a 
number of books 
as for comment 3. 

for books by COMPEL 
L.M. Montgomery 

She is VOCAB 
attempting to 
create an 
interpretative COM 
structure, but 
it is weakly 
developed so STY 
this is 
marginally INT 
transitional. 
The function COM 
is classified 
as hypothesiz- SPEC 
ing since she 
attempts to 
develop the 
argument in 
terms of why INT 
the stories 
'don't get 
boring.' 

0 E G 

IJ E G 

T-R E H 
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Name: ANGIE a ge: 11 school: X for: READING (R) 

comment 
number comments 

5. I used to read 
adventures and 
mystery all the time. 
Now I've changed 
just as long as 
they're interesting. 

notes traits SOLO Function 
level P A 

for advent- INT u E G 
ure or mystery 
stories - an 
oblique 
reference to 
diversity of 
literature. 

Name: ANGIE a g e: 11 school: X for: WRITING (W) 

comment 
number comments 

1. 

2 • 

3 • 

• 

4. 

It would appeal to 
me because of what 
L'm interested in at 
the time. 

I can never write a 
good story if I have 
to make up M'f own 
heading. 

I liked it because 
it's long 
yet interesting, 
exciting. 
Everyone who read it 
liked it. 

I wrote a few good 
ones last year. I 
remember I was very 
proud of them. I got 
an A plus for a few 
of them and that's 
what made me happy. 

notes 

for favourite 
topics 

for favourite 
topics 

for her 'best 
story. ' A ( each 
letter is for 
a different 
story, judged 
her current 
best effort.) 

traits 

SPEC 

PL 

L 

INT 
EXC 
POP 

for her best POP 
writing B 
Note this is 
essentially a 
report of the 
teachers 
assessment and 
Angie's reaction 
No qualities 
within the 
story are offered. 

SOLO 
level 

u 

0 

M 

u 

Function 
p A 

E G 

E G 

E G 

E G 
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Name: ANGIE age: 11 school: X for: WRITING CW) 

comment 
number comments notes traits SOLO Function 

level P A 

5. 

6. 

It's not bad, it's 
better than quite a 
few I've written 
lately. There's a 
new system and you 
have to make up your 
own headings. 
It's the first good 
one I've finished 
because I gave up all 
the others. 
It's longer but it's 
still inderesting 
and it ends up quite 
happily. 

I thought it was 
pretty exciting 
It had a lot of 
characters. I liked 
that 
All the characters 
had a different 
personality 
made it more 
interesting 
There was a plot 
and it turned out OK 
It wasn't a tear
jerker or anything 
It was sort of like 
the Enid Blyton 
mysteries because I've 
read quite a lot of 
them. 
I always have dialogue 
It makes it more 
interesting. 
You can tell what 
personality the 
character has. 

for her 'best PL 
story.' c 
This has sense 
of the 
'markers' of 
hypothesizing 
( 

1 because' , 
'but') FIN 
however they 
are somewhat 
undeveloped 
not offering L 
a clear INT 
explanation EMO 
or qualification 
So for example 
she doesn't 
explain why a 
story should 
have a problem 
being long and 
interesting:--

for her 'best EXC 
story.' D 
This response N.CH 
offers a number 
of traits and 
most (except CH 
perhaps 'plot 1

) 

are amplified 
by explanatory INT 
C'It was sort 
of like' ) 
or expressive 
(I liked that, 
I always have 
comment 

PL 
RES 
STY 

EG 

DIA 
INT 

CH 

by what they say instead 
of great long descriptions. 

ST.CON 

M E G 

T-R E H 
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Name: ANGIE age: 11 school: X for: WRITING CW) 

comment 
number comments 

7. 

8 • 

9. 

10. 

11. 

In the beginning 
I wanted it to be a 
love story, 
but it got too mushy 
I wrote that while 
I was in that sort 
of mood but the next 
time I came up I 
thought what a 
stupid story so I 
screwed it up • 
Everyone's writing 
love stories. A lot of 
my friends are and it 
just seemed stupid. 

I think the best 
stories have an 
interesting lead up 
and are really good 
when the climax comes. 
Something you don't 
want to stop reading. 

A good beginning is 
if the climax doesn 1 t 
come, 
but it is interesting 
in other areas, 
for example tell the 
characters, surround
ings and other vital 
information. 

Starting not very much 
just a little bit in 
front of the climax. 
A bit of nothing 
going on in the 
beginning, 
so long as its 
interesting. 

A good ending can be 
happy or sad 
as long as it truly 
ends. 
The final sentence 
should be something 
that the readers will 
remember. 

notes 

for her 'best 
story. 1 E 

Note the peer 
popularity 
is a negative 
factor here. 

About half of 
this is 
reporting {C) 

for a 1 good 
story.' 

traits 

PL 

STY 
PL 

POP 

INT 

ST.CON 

COMPEL 

for a 'good ST.CON 
story beginning 

An explanation INT 
of the 
criterion ST.CON 
is given 

for a 'good ST.CON 
story 
beginning' 

This is not as 
clearly 
expressed as INT 
W9 above. 

for a 'good EMO 
story ending. 1 

RES 

POP 

SOLO 
level 

M 

M 

M 

M 

M 

Function 
p .A 

E G 

E G 

E H 

E G 

E G 
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Name: ANGIE age: 11 school: X for: WRITING (W) 

comment 
number comments notes traits SOLO Function 

level P A 

12. I hate books that 
have a sad ending. 
I usually give it a 
good or happy 
ending. 
and its not very good 
if you don't finish it, 
it it's left half
written. Like if you 
stop in the middle of 
the climax. 

for a 1 good 
story ending. 1 

EMO M E 

RES 

Name: ANGIE age: 11 School: X for: PROCESS (P} 

comment 
number comments 

1. 

2. 

3. 

I think I was gonna 
write something like 
'the trip was going1 
would only take two 
hours and I was happy 
about that. 

I just thought it 
sounded better 
without it, just 
saying: 'It would only 
take two hours and I 
was glad. 

It wasn't a very 
important decision 

notes Facets 

crosses out. Stylistic 
Because Angie Choices 
makes no 
direct refer-
ence to short-
ening I the 
change is 
classified as Judging 
stylistic the part 
choices. Note 
that she not 
only details 
the change but 
also asserts its 
worth. 

.response to 
question: 'Can 
you recall 
what you were 
thinking about 
here?' 

Commenting 
on content 

Code 

2.23 

3 .13 

3. 21 

----------------------------------~ 4. (I 1 m) crossing out crosses out Spelling 2.52 
an 'a' 

G 
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Name: ANGIE age: 11 School: X for: PROCESS {Pl 

comment 
number comments 

5. 

6. 

7. 

8. 

9. 

10. 

11. 

12. 

13. 

14. 

15. 

16. 

I think I was trying 
to see what sounded 
better. 

Who wants to listen 
to what you actually 
heard on the plane. 

So I decided to 
sleep through it. 

I think I spelt 
1 soared 1 wrong 

I don't know what 
I'm going to do 

I suppose that's just 
a fill-in sentence, 
because I didn't know 
what to write 

because, I think I 
w.anted to end the 
paragraph. 

I think it was just 
something to end the 
paragraph. 

I wanted to find 
a good name for the 
hotel. 

It just depends what 
sort of mood I'm in. 
If I'm in a bad 
mood then I sometimes 
write a sob story. 

once I 1 ve started then 
I'm pretty good but 

if it gets boring 
then I throw it away 
because I can't 
stand boring stories 

notes 

accompanies 
a pause 

pauses 

pauses 

pauses 
The decision 
to use a 
'fill-in 
sentence' is 
regarded as 
one of style 

pauses then 
writes quickly 

crosses out 

response to 
question: 
'How do you go 
about a story?' 

Facets 

Stylistic 
choices 

Judging the 
part 

Selecting 
details 

Spelling 

Searching 
for details 

Stylistic 

Paragraphing 

Paragraphing 

Naming 

Incubating 
an Idea 

A difficult Planning 
comment to 
classify. 
Clearly it Production 
concerns Problems 
'How to write 
it?' and sets 
forth the 
condition for 
perseverence and 
so has elements 
of planning and 
production. 

Code 

2.23' 

3.13 

2.25 

2.52 

2.24 

2.23 

2.56 

2.56 

2. 47 

1.15 

2.11 

2.51 
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Name: ANGIE age: 11 School: X for: PROCESS (Pl 

comment 
number comments 

17. It started out that 
it was going to be 
like a particular book 

18. but it got too much 
like the book so I 
changed it. 

notes Facets 

Source 
Literature 

Rejecting 
an idea 

19. I don't think I stopped 
until I was finished. 

Production 
Strategies 

20. 

21. 

22. 

23. 

24. 

I knew easy things 
like we'd stay 
camping for a week. 

I didn't think about 
it. I just went 
ahead and wrote it. 

In.the book there 
was this boy and he 
dropped this girl 
and she was very 
upset 

and I decided I would 
do that 

but lots of people 
had read the book so 
I decided to do it 
different. 

25. I didn't want it to 
be too long. 

26. 

27. 

I knew I had to write 
a story so I said 
to Mum and she said 
what about 'Our 
Camping Holiday. 1 

I'd probably also 
just finished reading 
'Saturday Night Date.• 

response to 
question: 
'What had you 
decided before 
you began to 
write. 

response to 
question: 
'How did you 
begin?' 

Selecting 
details 

Starting 

comment Source 
during reading Lit erature 
aloud of story 

pauses near 
end of story 

Selecting 
an Idea 

Rejecting 

Shortening 

response to Source 
question: other 
'Where did the 
idea come from?' 

Source 
Literature 

Code 

1. 21 

1.14 

2.26 

2.25 

2.12 

1.21 

1.13 

1.14 

2.31 

1. 25 

l. 21 
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Name: ANGIE a ge: 11 School: X for: PROCESS (P) 

comment 
number comments 

28. I got the idea from 
Dad about the action 
in the first part. 

29. 

30. 

31. 

32. 

33. 

34. 

35. 

The romance idea came 
from lots of things, 
especially Mum's Mills 
and Boon books. 

I was really excited 
at first but then I 
got really mad 
because it seemed to 
be never finishing. 

It got a bit boring 
writing it. 

Nobody who ' s rea·d it 
through thought it was 
boring 

The cruise, the fire, 
abandoning the ship 
the two main 
characters, getting 
to the island and 
them marrying. 

I thought it was a 
good beginning 

but couldn't get a 
way around into the 
good part of the story. 

notes 

response to 
question: 
'How did you 
decide what 
to white?' 

Facets 

Source 
other 

Source 
Literature 

30 and 31 Production 
are separated Problems 
to distinguish 
the aspects of 
the problem, the 
time factor and 
boredom 

response to 
question: 
'What had 
you worked out 
prior to 
writing?' 

Production 
Problems 

Sense of 
Audience 

Selecting 
details 

comment Judging 
during reading the part 
aloud. 

Production 
Problems 

36. It was Dad's suggestion Source
other 

37. to have excitement at 
the beginning with a 
description. 

Planning 

Code 

l. 25 

1.21 

2.51 

2.51 

3.31 

2.25 

3.13 

2.51 

1.25 

2.11 
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Name: ANGIE age: 11 School: X for: PROCESS CP) 

comment 
number comments 

38. 

39. 

40. 

The number in the 
life-boat, the 
dialogue. 

I decided Matthew 
would be cool and 
calm, but anxious to 
do things like explore. 

By his jokes after 
the fire and 
abandoning the ship. 
That 1 s cool and calm. 
He was sensible 
asking about food. 

41. I just knew he'd be 
smart otherwise she 
wouldn't marry him. 

notes 

response to 
question 

Facets 

Selecting 
details 

'What had you 
worked out prior 
to writing? 1 

response to 
the question: 
'How do you 
think you 
showed this? 1 

(i.e. comment 
P38) 

Character
ization 

Selecting 
details 

Character
ization 

Code 

2.25 

2.46 

2. 25 

2.46 

Name: ANGIE a ge: 8 school: X for: DIFFICULT TASKS (D) 

comment 
number comments 

l . 

2. 

3. 

4-

5. 

I find that beginning 
a story is difficult. 

Unless I'm given a 
heading or a plot 

I hever know what to 
write about 

The beginning because 

you've got to know if 
the story starts off 
boring you don't get 
interested. 

notes Facets Code 

Searching 1.12 
for an idea 

Responding 1.11 
to stimulus 

Searching for 1.12 
an idea 

Starting 2.12 

Mood 2. 43 
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Name: ANGIE a ge: 8 school: X for: 

comment 
number comments notes 

6. 

Name: 

But you've got to not 
give away too many hints 
but still make it 
interesting, that 1 s why. 

ANGIE age: 8 school: X for: 

comment 
number comments notes 

1. 

Name: 

The middle when I'm 
really stuck into it. 

ANGIE a ge: 8 school: x for: 

comment 
number comments 

1. 

2. 

3. 

My writing has changed a lot this 
year. When I was reading Trixie 
Beldon books I wrote a lot of 
mysteries. When I started reading 
love stories I also tried that style. 

If I always had good ideas to begin 
with I would probably complete 
many more stories. 

I always write school stories 
to impress the teachers. Therefore 
I can't copy things that I hear 
or read. The stories I write best 
are mystery stories and I find them 
more interesting. I try not to 
repeat what I read in the mysteries 
but I can't help doing it sometimes 
because all of the ones I've read 
stay in my memory. Since I've read 
so many these are the stories I find 
easiest to write. 

DIFFICULT TASKS (D) 

Facets Code 

Planning 2.11 

EASY TASKS (D) 

Facets Code 

Production 2.26 

DEVELOPMENTS (C) 

notes 

for improvements 
noted 

for desired 
improvements 

for influences 
noted 
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Name: ANGIE a ge: 8 school: X for: STORY RE-TELLING 

Our Camping Holiday 

A family goes on a camping holiday and the main character she 
doesn't get involved with anything else that the family does 
until her mother gives her a pep talk about how she can't mope 
around about Charlie forever. Then she decides to go out and 
be sociable and she meets a boy and they go along the beach and 
all sorts of things like that. They become really good f riends 
and when the week is over the girl says to her mum, 'Can we get 
another dog and call him Charlie?' and then it just says how 
they boy made her come back to her old self again and that's 
the end. 
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N I C K Y 

11 year old 

S c h o o 1 X 
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Name: NICKY age: 11 school: X for: READING (R> 

comment 
number comments 

l. 

2. 

3. 

4. 

Well in E.T. it's 
really sad 
and in the James 
Herriot books James 
always gets inter
esting jobs and I 
want to be a vet. 

They're about horses 
and both of the girls 
go into shows and 
they win. 

Oh, where you get a 
special thing to 
fight with like a 
feeling 
like in 'a Wrinkle in 
Time and the same in 
'The Flame Takers. 
They're both about 
families. The two 
girls in both have 
special things to 
fight with like a 
poem or her faults. 

Oh like midnight 
feasts and they get 
up and sleep walk 
during the adventure. 

notes traits 

for 'James EMO 
Herriot books 
and E.T. SPEC 

for the SPEC 
National 
Velvet series 

for mystery SPEC 
books. Two 
features 
are discussed. 
Some repetition EG 
is evident. 
Generalizing is 
evident in 
drawing out 
features common 
to the books 

for books SPEC 
about boarding 
schools. The 
single feature 
for SOLO 
response is 
giving examples 
from the text. 

SOLO 
level 

T-M 

0 

T-M 

u 

Functior 
p A 

E G 

I C 

I G 

I G 
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Name: NICKY age: 11 school: X for: WRITING (W) 

comment 
number comments notes traits 

1. 

2. 

3. 

4 • 

5 • 

6. 

7. 

Well topics should be 
interesting 

favourite INT 
topics: 

so people read them. detectives, POP 

They're easy to write 
You can make them 
short or long. 
Let's say you can•t 
think of anything to 
write you can write 
a short one and if 
you really want to 
work you can write 
a long -one. 

animals, 
naughty people. 

favourite 
topics: 
mysteries and 
naughty 
people 

PL 
L 

PL 
and 
EG 

I Like to write poetry for her 'best RHY 
because it rhymes writing 
and its interesting. INT 

I like the one where 
the door opened and 
the eye came out, 
because it sounds 
revolting. 

for her 
'best story' 

EG 

SPEC 

Oh 'Graffitti', its a for her EG 
story about two boys story 
who get up in the 'Graffitti 
middle of the night as 1 best story' 
and get up to mischief. 
They get caught while 
they're doing it by a 
policeman. 

It has ot interest 
the reader 
and it has to be 
interesting as well. 

I like sad stories 
and adventure stories 
It has to be a good 
ending 
and it has to be 
interesting. 

for a 
'good story' 

for a 
1 good story' 

POP 

INT 

EMO 
ADV 
ST.CON 

INT 

SOLO 
level 

u 

T-M 

T-M 

u 

u 

u 

M 

Function 
P A 

E G 

E G 

E G 

E G 

I C 

E G 

E G 
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Name: NICKY a g e: 11 school: X for: WRITING (Wl 

comment 
number comments 

8 • 

9. 

10. 

11. 

It has to be 
interesting so the 
reader likes the 
story right away. 

It's got to start 
off interesting. 

It should be a happy 
ending 
and it should be 
just as interesting 
as the beginning. 

Well sometimes a sad 
ending and it makes 
you cry and sometimes 
happy endings and 
it makes you happy 
Some stories can 
teach people lessons 
like the one I've 
done. 

notes 

for a 
'good story 
beginning• 

for a 
'good story 
beginning' 

traits 

INT 

INT . 

for a 1 good EMO 
story ending 1 

INT 

for a 'good EMO 
story ending' 

the didactic 
characteristic 
as provocative PRO 
to focus upon 
the reaction it 
produces upon 
the reader, 
apart from 
simply approval 
of disapproval. 

SOLO 
level 

u 

T-M 

T-M 

Function 
p A 

E G 

E G 

E G 

E G 

Name: NICKY age: 11 School: X for: PROCESS (P) 

comment 
number comments 

l. 

2. 

I got the idea from 
a movie. 

The general plot, the 
plane crash, climbing 
down the mountain, 
petrol dripping from 
the engine. 

notes Facets 

for her story Source 
'And I Alone Movie 
Survived.• 

response to Selecting 
question: details 
'What ideas did 
you use from 
this movie?• 

Code 

1.24 

2.25 
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Name: NICKY a ge: 11 School: X for: 

comment 
number comments 

3. In the movie the 
person climbed down 
the mountain and headed 
towards the village. The 
movie had a happy ending. 

4. In mine the person went 
blank so you don't know 
what happened in the end. 

s. Dad suggested the start. 

6. with a description of 
some exciting action. 

7. I read it to my friends 
and they said things 
like, 'You wouldn't 
say something or other'. 

8. I was going to be stuck 
under an avalanche 

9. but Dad suggested it 
would be long and boring. 

10. You 1 ve got to make up 
the character and 
explain what they're 
like 

11 • . ·and make up a situation 
and get them out of a 
situation. 

notes 

12. I'v~ read lots of 
books 

response to 
question: 

13. and they get people 
into situations and 
mysteries and then 
they get them out. 

'Why must you 
do it this 
way?' It is 
argued that 
this 'idea 
Nicky has 
adopted to 
develop her 
stor . 

PROCESS (P) 

Facets 

Source -
movie 

Conunent 
on content 

Source
other 

Starting 

Production 
Strategies 

Selecting 
details 

Source -
other 

Character
ization 

Production 
Strategies 

Source -
Literature 

Selecting 
an idea 

Code 

1. 24 

3.21 

1.25 

2.12 

2.26 

2. 25 

1. 25 

2.46 

2. 26 

1. 21 

1.13 



299 

Name: NICKY age: 11 School: X for: 

comment 
number comments notes 

14. 

15. 

Name: 

It 1 s about a girl and 
she's got pimples 
all over her face 
and her mother buys 
her some pimple cream 
and then her pimples 
eventually fade away 
and all the friends who 
teased her before all 
get pimples. 

When I've done a 
paragraph I read it 
to my friends and they 
say it alright and 
I go on. For other 
stories they've 
suggested things like 
that doesn't sound 
right or the spelling 
or you should change 
that part of the story. 

prior to 
reading aloud 

Nicky's 
example 
contains a 
variety of 
concerns. 

NICKY age: 11 school: X for: 

comment 
number comments notes 

1. 

2. 

3. 

4 • 

The end of the story. 

Writing the middle 
part 

and starting. 

Sometimes I start 
a story and it sounds 
revolting and I have 
to throw it away. 

a compromise 
classification 
Note that 
Nicky has 
actually 
nominated all 
sections of 
a story. 

PROCESS (P) 

Facets 

Theme/ 
moral 

Production 
Strategies 

Code 

2.41 

2.26 

DIFFICULT TASKS (D) 

Facets 

Ending 

Production 
Strategies 

Starting 

Rejecting an 
idea 

Code 

2.32 

2.26 

2.12 

1.14 
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Name: NICKY a ge: 11 school: X for: 

comment 
number comments notes 

1. 

Name: 

The middle of the 
story. 

compare this 
with Nicky's 
Statement 02. 

NICKY a ge: 11 school: X for: 

comment 
number comments 

1. 

2. 

3. 

Maybe I choose better topics 
and I write interesting stories 
sometimes. 

If I could get more ideas on what 
to do them on they might improve. 

Angela, she reads my stories and 
tells me how to improve them. Also 
my parents read them. They made 
some changes in the spellLng and 
some of the words in it. My 
parents give me ideas for the next 
paragraphs. 

EASY TASKS (El 

Facets Code 

Production 
Strategies 

2.26 

DEVELOPMENTS (Cl 

notes 

for improvements 
noted 

for desired 
improvements 'them' 
refers to stories. 

for influences 
noted 
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R I C H A R D 

11 year old 

S c h o o 1 X 
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Name: RICHARD age: 11 school: X for: READING (R) 

comment 
number comments 

1. 

2. 

3. 

The excitement 
and I also like 
history. I 1 m 
interested in 
history 
and it's the style 
of writing 
and the different 
periods it's set in. 
The style is just 
different from other 
authors. 

Things like escapes 
in war time make good 
reading. They're 
exciting. 

They make better 
reading. 

notes traits SOLO Function 
level P .A 

for authors 
s:enry Treece, 
Harold 
Sigundsun, 
Donald Welsh 
C.S. Forester 
(mainly the 
Hornblower 
navels), 
Alaister 
McLean, 
W.E. Johns 

EXC 
SPEC 

STY 

SPEC 

STY 

C Biggles), and 
Ursula Le Cuin. 
Richard was able 
to list all 
these authors 
of historical 
fiction and was 
very familiar 
with the works 
of each. 

for 'favourite SPEC 
literature' 

EXC 

for science EMO 
fiction novels 
e.g. the John 
Christopher 
series. This is 
classified as 
concrete 
function because 
the response is 
tautological. 
Another way of 
asking 'Why do 
you enjoy these 
books?' might 
have been to say 
Why do these 
books make better 
reading?' 
Richard has not 
given a 
generalization so 
much as 'recorded' 
the question. 

M E G 

u E G 

p E C 
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Name: RICHARD a g e: 11 school: X for: 

comment 
number comments 

1. 

2. 

3. 

4. 

5. 

Oh the interest 
and excitement. 

I like them to have 
some sort of base in 
history 
and also lots of 
action 
and lots of 
description 
and good characters 
people you can 
expand on 
realistic ones, ones 
who would have been 
real. 

I think it is better 
than the other because 
it is long, 
interesting, 
accurate, 
exciting, 
and well worked out. 

A sound background, 
good knowledge Ronald 
Welch spends at least 
a year researching his 
novels. 
Imaginative 
descriptions, 
likeable characters. 

Something that sets 
the stage for the 
story. I think the 
most important part 
of the story (sic) 
are the first 
paragraphs. 

notes 

favourite 
topics: 
adventure, 
historical 
fiction. 

favourite 
topics: 
adventure 
stories 
Nate that he 
has amplified 
his notion of 
'good charact
ers . 1 So thi s 
has elements 
of hypothesiz
ing 

for his story 
'Navarene's 
Revenge' 
Perhaps 
'accurate' 
could stand 
as a separate 
trait given 
Richard's 
interest in 
history. 

for a 'good 
story'. 

for a 'good 
story 
beginning.' 

WRITING (W) 

traits SOLO Function 

INT 
EXC 

SPEC 

ACT 

DES 

CH 

CRED 

L 

INT 
CRE 
EXC 
PL 

PL 

IMAG 

CH 

ST.CONV 

level P .A 

T-M E G 

M E G 

M E G 

M E G 

T-M E G 
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Name: RICHARD aqe: 11 school: X for: WRITING (W) 

comment 
number comments notes traits SOLO Function 

level p A 

6. I think if you can for a 'good CH M E G 
tell who the fellow story 
is and what he's beginning 1 

doing Note the main 
and make way for the characters is ST.CON 
middle which will 
have the main story. 

7. Something that for a 'good EXC u E G 
finishes off the story 
story excitingly ending.' 

Name: RICHARD age: 11 School: X for: PROCESS (P) 

comment 
number comments notes Facets Code 

1. 

2. 

3. 

4 • 

5. 

Sometimes I just think 
of a story and then 
write it down as quickly 
as I can. 

If I really like the 
subject and I've done 
a decent first page, 
there's no problem 
writing. 

Starting 

Starting 

It canes in a flash 
of genius. 

response to Starting 

I just thought it 
would be fun to write 
about pirates 

and made it up as 
I went along. 

question: 1 How 
do you go about 
starting a 
story? 1 

Selecting 
an idea 

Selecting 
details 

2.12 

2.12 

2.12 

1.13 

2.25 
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Name: RICHARD age: 11 School: X for: PROCESS (P) 

comment 
number comments 

6 • 

7. 

8 • 

9 • 

10. 

Sometimes, I think 
it's going to be a 
good story and I start 
right away. 

Sometimes I write a 
beginning or a summary 

and never use them. 

I got 'like a dragoon 
full of drink from 

George McDonald 
Fraser's 'Flashman'. 

notes 

response to 
remark: 
'That's 
an interesting 
expression 

11. If I know what I'm 
doing I can write a 
good description. I can 
just keep on writing. 

12. I'm reading it to reading 
get up to date. I 
usually do this. 

13. I was just thinking pauses 
of what to write next. 

14. I had a bit of a 
mental block then. 

15. I'm stuck on where 
the story should go. 

response to 
question: 
Was this CPl3, 
14) just a 

Facets 

Starting 

Planning 

Rejecting 
an idea 

Lexical 
choices 

Source 
Literature 

Production 
Strategies 

Re-reading 

Searching 
for details 

Production 
Problems 

Searching 
for details 

16. I had it pretty well 
thought out. de tai 1 or the 

general 
direction of the 
story.' 

17. I couldn 1 t think of 
how to put it into words. 

18. I was just thinking 
what to write. 

19. I was just thinking 
what else to put. 

pauses 

pauses 

Lex:ical 
choices 

Searching 
for details 

Searching 
for details 

Code 

2.12 

2.11 

1.14 

2.22 

1. 21 

2.26 

3.11 

2.24 

2.51 

2.24 

2.22 

2.24 

2.24 
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Name: RICHARD a ge: 11 School: X for: 

comment 
number comments 

20. I'm going back to 
find out the name 
of one of the 
characters I've 
forgotten. 

notes 

turns back 

Name: RICHARD age: 11 school: X for: 

comment 
number comments notes 

1. The beginning 

2 • and the ending. 

3 • Thinking of a story. 

4 • The first page of a 
story. 

Name: RICHARD a ge: 11 school: X for: 

comment 
number comments 

1. The middle of the story. 

notes 

PROCESS (P) 

Facets 

Selecting 
details 

Code 

2.25 

DIFFICULT TASKS (D} 

Facets Code 

Starting 2.12 

Ending 2.32 

Searching 1.12 
for an idea 

Starting 2.12 

EASY TASKS (E) 

Facets 

Production 
Strategies 

Code 

2.26 
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Name: RICHARD 11 h l X for: a ge: sc oo: 

comment 
number comments 

1. 

2. 

3 • 

Before this year I never really 
wrote as I never had the time 
to write and was never required to. 

I don't know. I've never really 
thought about it. 

Ronald Welch (an author) has 
probably improved my writing and 
also Alastair McLean because they 
have clear, well-thought out 
characters. 

Name: RICHARD a ge: 11 school: X for: 

A Pirate Story 

DEVELOPMENTS {C) 

notes 

for improvements 
noted 

for desired 
improvements 

for influences noted 

STORY RE-TELLING 

It's about this fiercesome pirate chief and first of all he 
quells a mutiny and chucks the leader to the sharks and then 
the look-out spots this merchant ship on the horizon and he 
tells the pirate chief and the pirate chief alters course to 
cut off the merchant ship and when he draws level with the 
merchant ship they board the merchant ship and from below comes 
this band of Royal Marines and they board the pirate ship and 
they go and massacre. Well when the pirates found their 
boarding party had been cut to bits they fired into the hull of 
the merchant ship and then the merchant crew jumped across into 
the pirate ship and killed the gunners and everyone and then 
the captain of the merchant ship axes through the door of the 
mate's cabin and finds the mate burning the log. When the 
pirate mate sees the merchant captain he flings the burning log 
into his face and he draws his cutlass and then they have this 
great cutlass fight and the pirate mate is wounded and then 
they take over the pirate ship and they sail it to Kingston in 
Jamaica and they try the mate for piracy and they find him 
guilty and then they hang him and put him in a gibbet at a 
cross-roads. 
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ANDREA 

11 year old 

s C h O O 1 y 
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Name: ANDREA a qe: 11 school: Y for: READING (R} 

comment 
number comments 

l. 

2. 

3. 

4. 

Well in 'Wildfire' 
you have to use 
your imagination to 
picture happenings 
that you know won't 
come real. 

In Nancy Drew the 
suspense keeps you 
reading. 

In 'Wildfire' they're 
stories about girls 
mostly my own age. 
Lots of girls in our 
class have read them. 
They're just kids 
your own age and 
what they get up to 
and you wish you 
could get up to it 
but you can•t. 

I like the suspense 
trying to guess 
and you felt you 
were older reading 
these books. 

notes traits 

for the books I.MAG 
'Wildfire' and 
'Sweet Dreams' 
and 'Nancy Drew' 

FAN 

sos 

SPEC 
The first two 
sentences are 
'concrete'. POP 
The final 
clause of the SPEC 
third sentence 
is generalizing 
and draws upon 
the information 
on content. 

for mystery SUS 
books e.g. works 
of Agatha EMO 
Christie. The 
feeling of 
maturity is 
classified as 
Emotional 
Appeal. 

SOLO 
level 

u 

u 

M 

T-M 

Function 
P .-A 

E G 

E G 

I G 

E G 

Name: ANDREA age: 11 school: Y for: WRITING (W) 

comment 
number comments 

1. They can't come real 
but you can dream 
and picture them 

notes 

for favourite 
topics 
'fiction' 

traits SOLO Functior. 
level P A 

FAN 
DES 

u E G 
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Name: ANDREA a g e: 11 school: Y for: WRITING (W) 

comment 
number comments 

2. 

3. 

4. 

5. 

I hate writing about 
things like sharks. 
It's so boring 
because you can't 
make it up out of 
your own mind . 
Because when you do 
write about facts 
someone's already 
written about it, 
but when you write 
about it yourself you 
can feel its unique 
and no one else has 
written it. 
I prefer something 
that could never, 
be true 
like something so 
good it could never 
happen to a person. 

Writing about a set 
serious topic on a 
set date. 
I think it's superior 
because I include lots 
of information. 

I just liked writing 
about their everyday 
life and putting some 
of the true facts 
about the animals 
into a ficticious 
story. 

Any sort of fiction 
like the books that 
I read, that's what I 
use as a base. It 
could never come true 
but I wish it could. 
You feel like making 

notes traits 

for favourite EG 
topics: 
Andrea offers EMO 
a explanation FAN 
of why certain 
topics are 
'boring' and UNIQ 
why (preswn-
ably) free 
choice of 
topics is 
preferable. 

Compare this 
attitude to 
choice of FAN 
topics with 
Angie's W2 
comment EG 

for her PL 
'best' writing 

INF 

for her 'best INF 
writing 
A 'Macos' 
project on the 
chimpanzee. 

for her 'best 
writing. 

PL 

FAN 

EMO 
POP 

the reader feel like that. 

SOLO 
level 

T-R 

u 

M 

Function 
p A. 

E H 

E G 

E G 

E G 
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Name: ANDREA age: 11 school: Y for: WRITING (W) 

comment 
number comments notes traits 

6. 

7. 

8. 

9. 

I think confidence 
and effort as well 
as free choice of 
topic make a good 
story. 

for a 'good PL 
story. ' 
Note these 
qualities 
apply to 
planning the 
story and apply 
to the author 
rather than 
the prose. 

When the writer comes 
on softly at the 
beginning, makes a 
good beginning. 

for a 'good STY 
story 
beginning 

A good ending is one for a •good RES 
that doesn't leave story ending.' 
you hanging in mid-air. 

Definitely not living 
happily ever after 
(It) depends on the 
story. Some stories 
sound good with an 
ending that gets you 
thinking what will 
happen next. When 
they relly finish it 
off they don't sound 
too good either because 
you haven't got 
anything to think about 
after the story. 

for a 'good 
story ending.' 

NOV 

PRO 

SOLO 
level 

M 

rJ 

0 

M 

Name: ANDREA age: 11 School: X for: PROCESS CP) 

Function 
p ---A 

E G 

E G 

E G 

E G 

comment 
number comments notes Facets Code 

1. I got the idea from my 
brother. 

Source 
other 

1.25 
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Name : ANDREA a ge: 11 School: X for: PROCESS (P) 

comment 
number comments 

2. 

3. 

4. 

5. 

6. 

7. 

We had conferencing 
Others help you in 
how to start them, 

I had the ideas to 
talk about. 

I made notes on the 
main ideas for 
finishing how I'm 
that plan and putting 

little bits in to 
link them together 
It makes it easier 
when you've though of 
an idea you can recall 
it later when you've 
written it down and 
add to them. 

I knew What to say 
but I didn 1 t know 
how to write it - the 
words.• 

Because the word I 
put in I though it 
was good, but then I 
thought ahead; it 
didn't make sense. 

notes 

response to 
question: 
'How did you 
begin?' 

response to 
questibn: 
'What next?' 
Note the 
somewhat 
detailed 
accruement 
of planning 
production 
strategies. 

pauses 

Facets 

sources 
other 

Incubating 
an idea. 

Planning 

Production 
Strategies 

and 

Lexical 
choices 

crosses out Lexical 
Andrea gives choices 
some indication 
of factors 
influencing 
her choice. 

8. The way I wanted to pauses Ambiguity 
put it, it sounded too 
confusing, so I wanted 
to make it clear. 

9. I know What to say. pauses 
Well I don't know 
what to say. I don't 
know how to put it. 

10. I had to check some turns back 
thing. I said someone 
was going out and 
they'd be back at a 
certain time so I had 
to check. 

Lexical 
choices 

Selecting 
details 

Code 

1. 25 

1.15 

2 .11 

2. 26 

2. 22 

2.22 

2.55 

2. 22 

2. 25 
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Name: ANDREA a ge: 11 School: Y for: 

comment 
number comments notes 

11. Sometimes when I'm erases 
thinking what to write 
I do half running 
writing and half 
printing and I can't 
understand it. 

12. You know with little pauses 
words like 'of'. You 
know how there are 
stacks of them to write 
Sometimes I get confused 
about which ones to put 
down. 

Name: ANDREA a ge: ll school: Y for: 

comment 
number comments 

l. 

2. 

The beginning 

and the ending. 

notes 

Name: ANDREA a ge: 11 school: Y for: 

comment 
number comments 

1. I find the easiest 
is putting all the ideas 
you already have 
together. 

notes 

PROCESS (P) 

Facets Code 

Handwriting 2.53 

Grammar 2.58 

DIFFICULT TASKS (D} 

Facets 

Starting 

Ending 

Code 

2.12 

2.32 

EASY TASKS (E) 

Facets Code 

Planning 2.11 
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LOK E 

ll year old 

S c h o o 1 Y 
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Name: LUKE age: 11 school: Y for: READING (Rl 

comment 
number comments 

1. 

2. 

3 • 

4. 

It continues, you 
know a serial. 
It's adventurous. 

They're like Star 
Wars. 

The good people don't 
always win. 
Most books and shows 
the good people if 
they're in a bomb 
they just get out in 
time. Everything 
goes right. 

They're funny 
they're not true 
Some are impossible 
but always based on 
something. 

notes 

for the book 
1 Star Wars. 1 

traits 

SER 

ADV 

for the books SPEC 
'The Empire 
Strikes Back' 
and 'Splinter 
of the Mind's 
Eye.' Classif-
ied as specific 
topic appeal 
given that they 
are com-pared to 
a specific text. 

for the books NOV 
'Buck Rogers' 
and 'That Man EG 
on Beta. 1 The 
inclusion of the 
criticism about 
books in which 
' everything 
always goes right 1 

suggest Luke is 
more concerned 
with unpredictable 
outcomes than 
novel or 
unconventional 
ones. 

for the books 
'Andy Capp' 
'Witchety's 
Tribe' and 
1 Jolliffe I s 
Outback' 

EMO 
FAN 
CRED 

SOLO 
level 

T-M 

u 

u 

M 

Function 
P A 

E G 

I C 

E G 

E G 
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Name: LUKE a q e: 11 school: Y for: WRITING (W) 

comment 
nwnber comments 

1. 

• 

2. 

3 . 

4 • 

s. 

6. 

I find it hard to 
write about facts 
unless its in a 
project 
and I think of those 
type of things 
(adventures,etc) most 
when I got to sleep 
not always, sometimes 
I think of things, 
stories I could 
write on. 
* - crashed 

It was adventurous 
It was about a group 
of children who were 
on BMX's and they 
were fighting with 
the cops. People 
stacked* and the 
policemen crashed and 
stuff like that. 

on this story the 
start started off with 
a space ship 
and you wouldn't know 
the brains would come 
down to earth somehow. 

It's the only story 
I've finished. 

If there 1 s a star on 
something 
like they don't come 
out of the story 
alright, they're hurt 
or maybe even killed. 

Different, something 
different to what the 
story's about. 

notes traits 

for favourite PL 
topics: 'Oh 
weird, differ
ent things.' 
Really the ADV 
trait 
classification 
doesn't do PL 
justice to 
Luke's comment 
but it seems his 
principal 
concern is 
planning ahead. 

for his story ADC 
'It's Been a EG 
Hard Day's Work. 1 

Even though most 
of this response 
is a snynopsis 
we may assume 
that Luke offers 
it as an 
amplification of 
1 adventurous. 1 

for his story 

for his 
'best story' 

for 'good' 
story 

for a 'good 
story 
beginning 1 

EG 

NOV 

FIN 

EG 

NOV 

NOV 

SOLO 
level 

T-M 

T-M 

u 

0 

u 

u 

Function 
p A 

E G 

I G 

E C 

E C 

E C 

E G 
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Name: LUKE a ge:. 11 School: Y for: PROCESS (P) 

comment 
number comments notes Facets 

1. 

2. 

3 • 

4. 

5. 

6. 

7. 

8. 

9. 

There was a part up 
the top of the sheet 
there was this red 
writing to put more 
expression into the 
story and I had to 
look at it to find 
out what was there. 

When they 1 ve died 
their brains fell 
out when they hit 
thei.r heads. 

Luke refers 
to his 
teacher's 
comments on 
his first 
draft. 

Responding 
to stimulus 

Commenting 
on content 

I wanted a different 
starting from the TV 
shows 

for the story Starting 
1 Day of the 
Triffids 1 

I don•t know if it 
was serious or comedy. 

Luke is Mood 
discussing what 
he was thinking 

Chris suggested an 
overdose of green 

of as he began Sources 
his story. other 

Elf (a plant 
fertilizer) 

Having decided 
on his topic 

Most of my stories 
have been comedy. 

(an adaptation 
of a TV show) Commenting 
his concerns on content 
is now I How to 
Write It?' 

Its a hard topic 
In places it's really 
serious and then I've 
got to get it comedy. 

If I want to do it 
serious a problem is 
finding a scientific 
name for the overdose; 
like gamma radiation 
gets used a lot and 
everybody knows about 
it from the 1 Incredible 
Hulk 1 Ca TV serial) 

I want it to be on 
its own. 

Judging 
the whole 
Mood 

Naming 

Commenting 
on content 

Code 

1.11 

3. 21 

2 .12 

2. 43 

1. 25 

3. 21 

3 .14 

2. 43 

2. 47 

3. 21 
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Name: LUKE a g e: 11 School: Y for: PROCESS (Pl 

comment 
number comments 

10. I tried to stay as 
far away as I could 
from the TV show. 

11. I got all my ideas 
from the last 
programme 

12. 

13. 

like the description 
of the planet 

the place, the 
name of the planet 
the headlining (title) 
the ending, some of 
the action and events 

notes Facets 

Luke has Planning 
decided on the 
name (see P8, 
9 > 'Radioactive 
'Rapeesa.' Source TV 

response to 
question: 
'What things 

Selecting 
details 

Selecting 
details 

(See PlO> did 
you change then? 1 

Code 

2 .11 

1.24 

2. 25 

2. 25 

Name: LUKE a ge: 11 school: Y for: DIFFICULT TASKS (D) 

comment 
number comments 

1. Finding an idea. 

notes 

Name: LOKE age: 11 school: ~ for: 

comment 
number comments 

1. Writing, compared 
with thinking it up. 

notes 

The general 
heading 
is given as 
the facet. 

Facets Code 

Searching for 1.12 
an idea 

EASY TASKS (E) 

Facets 

How to Write 
It. 

Code 

2.0 
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LUKE a ge: 11 school: X for: STORY RE-TELLING 

I've got this story about a spacecraft and it went up to a . 
planet called Gyprus and there were seven Martian - like things 
there and then the people in the spacecraft shoot the Martians 
and the Martians fall down and their heads split open and their 
brains fall out. One of the brains falls on the ship. So the 
people from earth went back and when they went into the earth's 
atmosphere the brain grew bigger and bigger until it weighed 
the ship down and it crashed into earth and then the brain went 
to the nearest child over the age of nine and ate it up and 
after a while all the children over the age of nine were eaten 
up. So it ate adults and a group of adults they made a dummy 
out of papier mache and they put bombs in it and the brain went 
to eat the dummy and it exploded. It exploded into more little 
ones and they grew and then they went and ate people until all 
the adults were gone, as most of them were gone and it went to 
the younger children. There was a child about the age of eight 
and be was playing with a magnetic gun and the brain approached 
him a.nd he pointed the gun at it and the brain shrivelled up 
and spat out all the people it had eaten and they were still 
alive and then this kid told a man and they ma.de a big platform 
of magnets and then they got some people and stood them on the 
magnetic platform and the brains came rushing to the people 
and they all shrivelled up and spat out the humans and the 
earth was repopulated·. 
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11 year old 
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Name:NARELLE age: 11 school: Y for: READING (R} 

comment 
number comments notes traits SOLO Function 

level P -·A 

1. 

2 . 

3. 

4. 

I like a bit of every
thing I suppose. 

noted as a 
reference to 
the diversity 
of literature 
read see also 
Angie Rl 

UN- U 
CLASSIFIED 

They're so like what 
I've always wanted to 
do in school, cause 
a shambles. 
In the end she turns 
out to be a goody
goody monitor and she 
tries to stop kids 
doing what she used to 
do. 

I've always wanted to 
own a horse. 
I like mysteries 

She was sixteen and 
had a boyfriend and 
found an ad in the 
paper and he turned 
out to be twenty-seven 
and both had lied 
about their ages. 
The idea appealed to me 
The whole class has 
just about read it now. 

for books by 
Enid Blyton 
such as 'The 
Naughtiest 
Girl.' 

SPEC 

EG 

for the book SPEC 
'A Pony for 
Sale. 1 SPEC 
1 Mysteries' is 
cited as a 
class of works, 
and is class-
ified as Speci-
fic Topic Appeal. 

for book 
'Yours Truly, 
Love Tamie. ' 

EG 

SPEC 
POP 

T-M 

T-M 

T-M 

E G 

E C 

E C 

I C 
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Name:NARELLE age: 11 school: Y for: WRITING (W) 

comment 
number comments notes traits 

1. 

2. 

3. 

4. 

All my stories are 
different 
before I used to 
write stories and 
poems about what 
I'd already done like 
holidays and that 
sort of thing 
or copied other 
people's stories and 
changed them a bit 
Now I'm sort of 
writing strange things. 
I 1 m doing a murder now. 
I just found out my 
style. My own ideas for 
once. I sort of like 
my own ideas for once. 

for favourite 
topic.s: 
This is mostly 
about how 
and why her 
stories are 
now 
1 di£ ferent 1 

• 

PL 

SPEC 

PL 

EG 

STY 

I was sick of copying 
other people's and 
wanted to try my own 
and see how it came out. 

PL 

The story I am doing 
at the moment is my 
best work because it 
shows imagination 

for her 
'best story' 

IMAG 

and it has a difference NOV 

EG It's about a family 
and the baby got to 
run the household. 
I just liked the idea 
of people reversing 
their jobs. (I) liked 
the way the family 
changed around. 

for her 
story I The 
Year 3100' 

SPEC 

The kids went out to 
work and the father had 
to stay home and work. 

EG 

Fifth and sixth grade 
are supposed to write 
poems. I wrote as a 
soldier about why I 
wanted to join the 
Army and why I did it. 
I thought that's the 
idea someone would 
have. Like a.quick 
version of 1915. 

for her poem EG 
1 Anzac Day. ' 
The first part 
of this comment 
concerns content, 
the second part 
concerns the PL 
source and 
structuring of 
the ideas. 

SOLO 
level 

T-R 

F-M 

T-M 

T-M 

Function 
p A 

E H 

E G 

E G 

E G 
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Name:NARELLE a ge: 11 school: Y for: WRITING CW) 

comment 
number comments 

s . 

6. 

7 • 

You need a good ending 
and a good beginning 
and proper sequencing 
throughout. 

I like them when 
they introduce the 
person 
not do all their back
ground just a little 
bit so you don't get 
lost at the start. 

I sort of like endings 
that lead you on to 
something else. They 
don't actually tell 
you what happened 
to the person in the 
story. 
They let you have 
time to work out your 
own imagination. 

notes 

for a 'good 
story. 1 

traits 

ST.CON 

for a 'good CH 
story 1 

beginning 
Like Angie's PL 
W9 comment 
an explanation 
of the criterion 
is given. 

for a 'good PRO 
story ending' 
The second 
sentence 
clarifies the 
first and the 
final sentence 
gives the PL 
reason for 
valuing this 
characteristic. 

SOLO 
level 

M 

T-M 

M 

Name: NARELLE age: 11 School: Y for: PROCESS CP) 

Function 
P A 

E G 

E H 

E H 

comment 
number comments notes Facets Code 

1. 

2. 

3 • 

4. 

I was reading a book 
on how to make you own 
adventure. 

I had to make up names 
for characters •. 

I had to think up 
a name for a spy. 

I wanted to make it 
more interesting 

Source 
Literature 

Naming 

Naming 

response to Mood 
question: ' Why 
a Spy?' {see P3) 

1.21 

2. 47 

2. 47 

2 .43 
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Name: NARELLE a g e: ll School: Y for: 

comment 
number comments 

5 . 

6. 

7 • 

8. 

9. 

She'd be the odd one 
out. I made her a girl 
so they wouldn 1 t 
suspect her. 

The idea came from the 
French Foreign Legion 
Spies and the Sahara. 

Most of the time I 
pick stories about 
normal things. 

This story I wanted to 
involve the reader 

The book is written in 
that style. It involved 
me so I wanted to 
involve the reader. 

notes 

10. I'm finding out what turns back 
his last name was. 

11. - Trying to think up an pauses 
address. It 1 s a really 
fantastic apartment. 

12. I was working on what 
I think she was going 
to call him. 

13. It's hard to make little 
decisions like that in 
the middle of the story. 

14. I find when I get stuck 
in the middle of a story, 
you, that 1 s where I had 
to put dashes because I 
couldn't think of the date. 

15. I sort of try and plan 
ahead then everything 
will fall in properly. 

16. I started that sentence 
and where I put in one 
word and what I wanted 
after that didn't 
sound right. 

pauses 

PROCESS {P} 

Facets 

Character
ization 

Source
General 
Knowledge 

Commenting 
on content 

Sense of 
Audience 

Mood 

Selecting 
details 

Naming 

Naming 

Commenting 
on content 

Production 
Problems 

Planning 

Lexical 
choices 

Code 

2.46 

1. 23 

3. 21 

3. 31 

2. 43 

2. 25 

2.47 

2.47 

3. 21 

2.51 

2 .11 

2.22 
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Name: NARELLE a a e: 11 School: Y for: 

comment 
number comments 

17. The dashes are where 
I couldn't think of 
anything to put in 
there I sort of know 
what! want but I 
couldn't think of the 
right word for it. 

18. I know how I want 
the story to work out, 
so as if its not by 
chance. 

notes 

reference is 
to dashes in 
the text 
where words 
are omitted 

Name: NARELLE a ge: ll .school: Y for: 

comment 
number comments notes 

1. Getting an idea started. 

2. Trying to get my ideas 
worked out and then in 
order. 

3. That's the main problem 
once I do that I can 
start from the start and 
keep going. 

4. Once I've got the ideas, 
I've got to put all the 
ideas together. 

Name: NARELLE a ge: 11 school: Y for: 

comment 
number 

The ending 

comments 

l. 

2. and revising of stories. 

notes 

PROCESS (P) 

Facets 

Lexical 
choices 

Ending 

Code 

2.22 

2.32 

DIFFICULT TASKS (D} 

Facets Code 

Searching 1.12 
for an idea 

Incubating 1.15 
an idea 

Planning 2 .11 

EASY TASKS CE) 

Facets 

Ending 

Revising 

Code 

2.32 

3.12 
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Name: NARELLE age: 11 School: 6 for: STORY RE-TELLING 

Its about this •.. There 1 s a grandfather, an uncle and a little 
boy and the grandfather's really rich and when the grandfather 
finds out that the little boy's parents have died he wants to 
take on the responsibility of the little boy. Then because the 
grandfather wanted somebody to take his place, to keep all the 
money the uncle gets really jealous and he says he wants the 
boy to suit him too. By suit I mean be friends, give him money 
too. And the people that are going to give the boy to the 
grandfather didn't tell him he wa.s crippled. The uncle sort of 
wants the perfect boy so he swaps him for another boy. The 
actµal boy who's crippled is named David and so the uncle names 
the new boy David because the grandfather's never met the boy 
before. And then as the new boy gets older he starts having 
these dreams that he's not the right boy and there's another 
boy that should have been in her place. And then when the next 
boy tells the jealous uncle about the dreams the uncle catches 
on that the boy knows a lot about the swapping and that and so 
the uncle takes the boy up into the hills and digs a deep hole, 
in the Brindabellas that is, and when the boy's asleep put 
quick-drying cement on him~ fills the hole with quick drying 
cement. 

Then when the uncle gets home again he tells the grandfather 
that the boy got lost and he can't find him so the grandfather 
gets up a search party but they can't find him either and then 
they tell the grandfather that he's missing presumed dead. And 
then the grandfather said he wouldn't give up hope and he find 
the boy if it was the last thing he did and the grandfathe_r 
goes out searching. That 1 s as far as I've got. 

Then there's gonna be a house built on top of where the boy's 
buried and the little girl in the family can't go to sleep 
because she hears this scratching under her bed wheie the boy 
is buried. And I haven't worked out perhaps somehow the 
grandfather finds out because the house was built on his 
property and he goes and digs it up and he finds the boy. 
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APPENDIX B 

Statement from the teacher of the 8 vear old 

group at school X. 

It all REALLY began for me when toward the end ot 1981 I went 

in to see my friend June Howell, now Early Childhood 

Consultant, with whom I'd worked at Duffy. "What's new?" I 

asked, knowing that as usual she'd be dying to pass on 

something good. ''Graves and conference writing II was the 

answer. 

I thought I'd read that PETA book 'Children want to write' and 

really I felt that I was already carrying out the spirit of the 

thing with my first grade class. However, when I reread the 

book and began again, I realized I hadn't understood. 

I looked more closely and saw that previously there had been 

expectations and limitations of which I was unaware, imposed by 

apparently harmless procedures. The fact that we'd had 'oral 

news' first must have led to expectations - by teacher? and 

certainly by children - that the subsequent writing should be 

of a similar factual and rather limited nature. I always 

abandoned 'breakthrough' as quickly as possible as it seemed to 

produce stilted sentence structures which some unfortunate 

children never outgrow, in favour of a dictionary for each 

child. Children could come to an adult and ask for words they 

felt they could not spell. However, this too must have been a 



328 

major constraint. Children needed to realize they wanted help 

with a word, get out their dictionary, find the correct-page, 

line up to see the teacher, return to their seat - and then 

begin to write. 

so, I talked with the children about the new way the sessions 

would run. Children could write each day about anything· they 

wanted to, and guess the spelling. I showed them that they 

knew many letters representing sounds, and together we 'guesse' 

how to spell some words and proved that approximations were 

quite enough to get the meaning. The resulting enormous output 

of writing that morning was an experience the helping mother 

and I will never forget. 

Lukcily, most of these children had been with June and 1 Big 

Books' (Holdaway) the previous year in Kindergarten and it soon 

became clear that some has a secure sense of 'story.' Jillian, 

who previously always wrote a single sentence such as "I love 

my mum" launched straight out into a long adventure story 

written over 3 weeks about a little girl called Befy - a story 

which included the author addressing an undoubted audience in 

the words "now, you will be wondering how Befy .•. 11 

Befy convinced me! The main problem for me was to find a 

consistent way to conference with each child, and in 1982 I 

organized my second grade class into four groups. I worked 

with one group each day, spending at least a few minutes with 

each child. However, later in the year, this grouping was 

abandoned as it had inadvertently prevented some important 

social conflicts being resolved. Instead, I kept a list of 
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children and tried to work through it. It was less efficient 

timewise, but it did mean I sometimes caught someone's need for 

a response just at the right time. Cameron, for instance. He 

was writing the Earthquake Disaster, and to the delight of both 

of us, he was for the first time communicating his rich ideas 

in words instead of his usual intricate drawings. He'd written 

'There was not many people on the street that day. I wondered 

it there was something wrong. Now it was getting quiet.' He 

read it to me and I could see the scene. "How did you feel? 11 I 

asked. When next I passed by, he'd added 'and I was scared and 

started to tremble.' 

By third term the output of the group was great and, as a few 

children had spent a term or more on one long story, other 

times had to be found during the day for longer conferences. 

The enth.usiasm of the children for writing and publication was 

at times overwhelming and parent help proved essential. 

Parents conferenced children with their stories and poems, 

encouraged and discussed on-going plots and typed and typed and 

typed. 

Children were encouraged to choose one in every four or five 

short stories and to prepare it for publication. They were to 

lock through it for sense, later for fullstops and capitals, 

and to check the spelling. Then they chose a writing partner 

to conference with, and finally the written piece came to me or 

a mother for consultation. 

The excitement when a new book - typed, illustrated, covered 
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Sometimes applause broke out at the end of the story. 

Questions and discussion showed clearly that the children's 

ideas of what made a good story developed appreciably over the 

year, and there were some lively discussions about 

'interesting I words used. 1'I liked the way she said .•. 11 

commented Ben, and I feel that responses from the audience were 

quite influential in giving authors new ideas as well as great 

motivation. 

Certainly, most of the children seemed to be writing with 

publication in mind, but not all. Anna wrote about an 

unpleasant experience involving her family, and told me not to 

read it. After three days of writing I was asked to share it, 

we discussed how she'd felt about it, and the story disappeared 

from her folder. I think that was writing for mental health! 

Early in the year, r•d decided to restrict structural changes 

to fullstops and capitals; any remaining spelling errors were 

then corrected by the typist. I was most uneasy about changing 

any words or suggesting changes unless there was obvious lack 

of sense. Many of the children had not done this kind of free 

writing before, and they took some time to gain confidence in 

themselves as writers. As well, I know howI felt when someone 

helped me with my writing efforts - their suggestions did 

improve the work, but I felt a tinge of sadness tosee myown 

words go. It seemed tome that many of the 'shortcomings' we 

can see in these early stories such as unfinished plots, 

sequential mixups, and tense confusion are part of a complex 

development of language. Well meaningcomments and attempts to 

'fix them up' could easily make a child feel loss of ownership 
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of their writing. It seemed to me that children need to become 

confident and fluent writers first - then, more advanced 

concepts can be discussed as the author needs them. 

By the end of the year, several children were seeking this kind 

of extension. They were interested in alternative ways of 

expressing their thoughts and wanted to explore whether they 

had successfully expressed th.e finer shades of meaning they 

wanted to share. 

Letter writing proved popular when I acquired a letter box and 

wrote a letter to each child over a number of days. They 

replied, and wrote letters to each other. I also used this 

medium to exchange some special messages with children with 

whom I needed a better relationship. It made a great 

difference, we felt more friendly towards each other. 

Poetry began to emerge in second term. On Day 1 we wrote a 

group poem-·about our holiday activities, each contributing a 

two word line -it appeared in the school newsletter fer that 

week. At a subsequent writing session I commented that 

someone's writing 'sounded like poetry' and there was some 

discussion about differences between stories and poems. over 

the next weeks I read a number of poems to the class beginning 

with the haiku poems in "Hello, Small Sparrow" by H.L .. Johnson 

and then others from Spike Milligan's "Silly Verse for Kids", 

Cole and Ongerer' s "Oh What Nonsense 11
, "The Young Puffin Book 

of Verse", "Poems chi,ldren will sit still for" (They loved 

"Furry Bear'• on cold mornings) and specially the book of poems 

by children of Mawson, AME, Cooperative and Duffy schools -

poems by real kids, some of whom they knew. 
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In writing this letter to you I've been reminded of the 

importance of the reader. The children's bound and illustrated 

books were kept on a table near the centre of the room and the 

books were much in demand. It specially delighted these 2nd 

graders that the big 4th graders often paused to read their 

books. This year, the books will be in the school library, to 

be borrowed, just like the other books. I hope it will add to 

their validity. I'll watch to see if they are used - they may 

need to be in a more 'hands-on• situation. 

The readers at our school included, of course, the warm-hearted 

aide who shared our excitement and who expressed delight at 

another (!) book to cover, and the school secretary who gave 

the author of a long-awaited two sentence story such a sense of 

achievement as she accepted it for publication in the weekly 

school newsletter. 

Statement from the teacher of the 11 year 

old group at school X 

Approach to Creative Writing 

Children choose their own topics - commercial and 

non-commercial ideas are available, if necessary. Children 

have unlimited time to write a story. When a topic has been 

chosen, ideas are jotted down and sequenced - ideas may be 

added, deleted and expanded upon. This activity makes for easy 
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paragraphing. 

Relate to children the idea of:-

a 11total 11 story - beginning (Introduction) 

- middle (basis of story) 

- end (conclusion, how does story 

finish?) 

Narrative and, if appropriate, direct speech and 

description. 

If at any time the child is not happy with his/her story, it is 

to be kept but discontinued. When the first draft is 

completed, the child checks through the story then asks a peer 

to read it aloud. The peer may question and offer or suggest 

improvements - always in a oositive manner. 

Until third term, I have had the child then read the story to 

me and self correct. If necessary· I pose questions or, where 

the situation arises, I introduce a new concept e.g. inverted 

commas. 

Time posed a problem. when trying to conference approx 60 

children so I now read and correct errors when the child is 

completely satisfied with his/her story - and after the child 

has had a peer read it. The children have been told that they 

can question any errors I have corrected. This allows me the 

time to conference those children who require more individual 

attention. 
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Following these steps, the children write or type their final 

copy which, hopefully, they would be proud of. I am only 

having children publish the story they like-best this term, but 

realize this should be done on a more regular basis. 

Having changed from a one story per week to fortnight method 

{which I had in Term Il, I have noticed that: 

The children enjoy creative writing more and are eager to 

make use of any "spare" language time to continue their 

writing; 

the quality and, in most cases, quantity of work 

produced have improved significantly~ and more pride is 

taken in their writing and presentation of final copies • 

• 



APPENDIX C 

Children's Preferred Types of Literature 

Ben 

Cameron 

Camille 

Daniel 

Melissa 

Monica 

Angie 

Nicky 

Richard 

Andrea 

Luke 

Narelle 

Specific 
Fiction 
Title/s 
Given 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X 

X; r-es po"' ~e 

~ 

Specific 
Non-Fiction 
Title/s 
Given 

X 

X 

X 

-

Fiction 
Topic or 
Class 
Given 

Adventure I 

Non-Fiction 
Topic or 
Class 
Given 

Space 
Car crashes 
Alien creatures 

Football 

Adventure Greek 
Love Mythology 
Mystery 

Love 
Mystery 
Boarding 
School 

Historical 
fiction 
Science .. 
fiction 

Mystery 

Science 
fiction 

"A bit of 
everything. " 

1 


