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Abstract

& ]
4" The study is concerned with using 1iterature and®

certain related fgllnw-up.q:tivines/tn familiarize a grade
one class, consfsting of eighteen children, with alternate
forms "of writing; and with the effects of such an exposure ..
upon the ‘form and quality of their written, language. ' The
study was carried out over a twelve week period during which
t(ine the children were read selections fl‘(ﬂ;l the genres of -
fadry ta'les. fantasy and poetry on a regular daily bas1s.
Fairy tales were presented to the children during weeks one

to four. Fantasy was-presented during weeks- five to eight,
Poetry was shared with the children on a daily basis during
the entire study but it received its intensive focus during
weeks nine to twelve. Certain features of each genre were
Mgh'lfgh?.e‘d both before and after the reading. Following

the reading, a particularirelated activity was also included.

* During their daily forty minute writing sessions, the children

were specifically asked to write fairy tales, fantasy or

poetry depending upon the particular genre being emphasized

_at that ‘time.

Results of the study clearly 1ndicated that the

I'd
children had matured sufficiently through their literary

experiences to allow them to move bej/ond their egocentric
worlds to praduc: a]ternate forms of writing with

distinguishable features which could be classified as fairy

e L i e e gop———




. in.children's la

. : |
It was also indicatéd that |

\
tale, fantasy n_qd'poetry.

exposure ‘to h{terature resulted in a nut!ceable,imprnvein‘ent

uage development in terms of their™

vocabulary and sentenge structure, as well as an improvement

in their spelTing ability. The results further revealed

that as-azresult of expdsurdzto literature, children's

writings contained various literany_conventions incliding o

characterization. dia!ngue. plot,. thne nq.seeting, as well

as an extensive |ncrease in ngraﬂve languag

The study highly reummends the constant®use

T
ch1|dren H Mterature as a means J fnsur/young chﬂdren'
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"writing process. t

CHAPTER. I

INTRODUCTION *

During the last ten® years many researchers within

the field of Education have focused their attentlan on the

A promiuent researcher. Donald Graves (1983) has
shown that chﬂdren. even young children of five and six
years of age, are capable .of wri twq,/ if given thlwpportunity
to doso. He maintains that: . L

Children want to write. "For years
we have underestimated their Urge to
make marks on paper. HWe have upder—
estimated that urge because lack

?f understanding of the writing process.

p. 5
Graves believes that if children are provided with the right
environment their writing will foster and grow.

Providing children with the right environment includes
putting the control of wrjting where it belongs. This means

that children must be given control of their own writing.

They nust be given full responsibility’ for choosing their own

topics. Children will learn to write by writing.
Educators must recognize and ‘give credit to children's

language.  Children must be allowed to use developmental -

| spelling. This approach will enable them to p}oduce in their

written Tanguage any word which they are capable of expressing
in their oral language. Researchers and cgf-rerit opinfon hold

that this is indeed so (Bissex 1981, Gentry 1982, Graves 1983).




It is this investigator's opinion that if children's
writing |s to - deve1op and flour!sh, then not only must they
be ngen the opportun\ ty to wr»te, and the upportum ty to

choose wha't they want to write, hut they must a]se be .

introduced to 'the d!ff‘erént fur-ms of writing. cthren "EE!{

to be mide :avire.of the characten st’vcs of e ting forms

Fnr example, |f Wi want chﬂdren to wmte a fa'nry tale, then

we must acquamt them with the elements tnat cunstltute

fnry tales; ., If we want them to produce pnatry. then: ve:

* mustshow then the charact:ristics of poetry, [If chii Tdren

don* ¢ know™ what™ these characteri\sh cs are, then they unnct

be ‘expected: to prodnce them in thew wn tmg ;.

“How' can we mtraduce children to difrerent Forns of.“

urit'lng 50 that the form and “content of their own wriﬂr\g
will ‘inprove?- Will the exposure to good' literature wnn

certain fol Tow-up acti vitws improve written language?

Purpose of Study
The: major purpose of. the study was to introduce to
childrer a- variety of Titerature with certain follow-up
dctivities “to deternine if it would have any effect upon the

form and content of their writing. A secondary pirpose was

‘to deteimine if, as,a result of this éxposire,” there was any

fmpro venent in children's wri tten Ianguage\ including both
vucabuhry. development, and sentence structure, and to nnte

whether chere was any improvement in the children s spelling

ity




. HNeed for the Study -

In a guide concerning writing instruction in the
e'leme‘ntary school prepared by the Depav“tment of Education,
Newfoundland (1932); it is stated:

Prominent ‘researchers of writing in

ta the school have claimed that the most

severe problem in the elementary school
is no writing. The little writlng that
is carried on in some schmﬂs is not for
! communication; it is, rather, a time-table

event frequently characterized by such

formal, structured experwnces as completing

a workbook page, filling in a ditto sheet

and completing set blanks. 1)

- + If the above statement is true for the elementary
schools, the situation is pr_uha'b]y as bad, if not worse, in
the primary grades. ‘
<7 T At.the primary level, there are many factors that
dould act as deterrents to writing. The beginning primary
child is usually faced with the burden of not being able to
read, and of ‘not being able to spell or punctuate. In.some
cases thé grade one child does not know how to form all of
‘the letters of the alphabet. - His co-ordination may nat be
sufficlently deve]oped to enable hlm to keep his printing on
‘the :nrrect line or to use correct spacing.

Unless the teacher understands the writing process °
in full, the danger ex1sts that the children will not be
encouraged to write and may even be denied the- apportunity

‘to do so.

Most yqung children who.do write,. write about the




. s experiences that are closest to them, their famili'es, their’

friends @nd their pets. ' Their writing usually consists of
i ’ the mere listing of »gvents,‘ often in a‘n vinapprupriate i
i seque'ntia'l order, and with very little detail included.
i R Very often Ehkeir writing ends abruptly with no definite,
'« conclusion. . ¥ owe

It was felt by the present invest‘igator that if there

'f was an improvement ‘in chil'drenv'.s writing, as a result of

> i having been-exposed to good literature, and of having been

x

/ acquainted with the féatures that constitute various types
of writing, then improvements could be made at the primary - .
Tevel that would eliminate the problem of 'mo writing', and
would also aid in developing writing fluency. Improvement in
writing in subsequent grades would possibly be increased. - ¥
’ It is hoped that knowledge gained frnmvthis s.tudy N
‘ Will bé of benefit to both primary and ielementary teachers
! in carrying out a more successful writing program.
o : v cod
i
|

Limitations

This study was limited to one grade and one school .
only. Bei:ause of* the small population, there was no random

selection made and no control “group was-used.




CHAPTER I1

$ “t
REVIEW OF RELATED LITERATURE

Introduction

. Since language is comprised of ‘both written and oral
'components. an attempt HIH be made to examine oral .language
in order to make a comparison with its written :wnterpa__rt. !
Next, certain factors which are considered to be important | '
to writing will also be examined. . The writing nrnces'.s MR T
T f’ P then h; luukaJ at to see what exactly happens when a child,
5 engagés in writing, and, fiwegly, the relationship to .
literature and its effect on language development will be

presented.

Oral and Written Language Acquisition

Linguists agree that by the time a dhild enters
L school he }nas mastered all of the basic structures of his

language. Children are capable of generating n_nvel ;ev:te‘nce-s. .
This implies that without hav!‘ng been formally taught, -
children grnsp the rules-of our language system from

P experiencing hnguage in action.

i J {As reseu:h continues to develop new theories re!acing

tn the acqu(sition of language, certain facmrs remain '

. constant. A1l children follow approximately the same stades

!

of language development at ;pprox!-ately the same time, and




T V.

all normalchiTdren master their native oral ‘language ina

SO S .

“relatively very short time. It is stated in the Newfoundland

Department of Education pulication, Language Growth (1982):

Provided children are exposed to
language in a supportive environment,

they cannot be prevented from learning :

.young language learners are

effechve language learnexs. (p' 4)

Smith, Meredith and Goodman (1976) maintain that it

is becnuse of the child's great need to communicate that he

‘learns language at all:

U The abthy of the child eventually
to produce exactly the sounds that are
the symbols of the language of his
society is determined by his need for

effective communication.

The-

need to

communicate is ever presené. The choice "
of language is social. As language
develops it becomes a ‘tgol of the child's

In turn, language is expanded by

striving. Purpose. in learning and

striving to derive meanifg from his world. o

this

communication is the (mmedl)at reason for
12

Ianguage learning.

Sveech and wnnng are both cumponents of language.

If a n:th is an effective oral language

is he not also an effective writer? The

that writing is often badly neglected or

our schools.. Graves (1978) implies that

Tearner, then why
literature reveals
poprly taught -ii

writing” is on the

decline; that it is becoming 'an endangered speciey'. l(.‘]hree

years later, he attributes this inability to write to our

educational system.




- . \
Qur research has established that i
3 all children can write at 5-6 years old,
\ can enjoy doing so, and can make at this
time some of 'the.most rapid and delight-
ful growth in writing of their entire
lives. We should look.at the system
which imposes meaningle¢s topics and .
not at the children for the reasons why
® ?o mnr)\y are turned off from writing. =
p. 9 %

Tiedt et al. (1983) state: '6f 411 language” skills;
A writing is the most difficult ‘to. acquire” (p s

The Newfoundland Departnent of Euucation publlcation A

(1982) reveals that "Much criticism of our educational system

gentr;s on the teaching of‘-ritten composition which is often

labelled as being the poorest taught of the language arts" *
- (1), '

smith (1982) concurs with this belief when he say

"It is true that not many people write very much, and that
those who do so often exmn?‘\‘nmevsim or pleasure in
the activity” (p. 17). o ot

Since speech and nritlng .are both aspacts nf hnguage,
and since speech seems to be so effectively ncnuired uM'(e X
writing does not, it is important to look at the reht!onshlps
between oral and written 1ingn>age: Shcﬁ ‘an examination nigh’t
reveal insight into the ways of pro_v1d(r§'g mzan]anu]‘wﬂﬂvng' ‘ Ry
instruction. % ok




©} " Oral Language Necessary for
Written Language Development .

| A]thu’ugh there.are basic differences in oral and ®
| 2 ? i
written language; qral language is essential to written.

. In order to develop this argument it is necessary to ook

at some of the differences that exist betwee‘n the two modes
of discourse.- E . » :
"The developmént of oral and written.language usually
occurs in different.types of environments. -According to
. Cramer’ (1978), speaking is learned in a natural environment,
one that is relatively free from stress. The child is
allowed to‘exper]ment and - use apprux1matinr!s in languaje. Gy o
He {s allowed to take chances and to make exrors. He 1s‘
:xpugt‘ed to zve}itya1l;y learn to speak and he does. Writing,
on the other handy is usually learned »‘" an unnatural
: environment. It o;curs in the structured situaglun of the
' school setting where' the child is expected ‘to achieve
! without bei_)]g allowed the freedom to experi-ent!‘n‘lth,nnd
f . make errors - in Ms written language. * ¥ iz,
b, % .7 To desernine the basic similarities and differences
([ between oral and written dis:ourse. tayer and Sacks (1979)
SR had eight college freshmen pirt1c1§ute in two communication

situations - an oral task and a written task. Results of the

. vl
study showed that written language resulted in a greater
'explns.‘ion and elaboration of the subject than did“speech.

1t was_also shown that the production of certain phrases in




RS S | L,

oral Ianquage such as 'you.know', appeared less frequently
in written language, |

Frank Smith (1981) 1ndicates that although the

_r_e'lationship between talking and writing have not been

adequately explored through research, it is not difficult

to recognize that written and spoken language are not the.

_ same. While sSmith disfingulshe§ between the two modes of

discourse, he also recognizes the importance of oral .e
hnquage in relation to 1!arn|ng to write. He st‘ites:

Vi Writing freqnently involves making
noise, not only to exchange ideas (or
- feelings) with other people, but to
e give vent to expressions of '
‘exhilaration or frustration. *(p. 796)

Dyson (1981) also maintah\s that speech is an

important factor in learning to write: She argues that for
some children, speech is the way they derive meaning from
their experiences. and it enabies them to get that meaning’
into written form. o
: The thematic content of the written 2 {
product frequently evolves in the talk ° / .
preceding writing. Talk is also used

to elaborate on the full meaning of

that product. Further, oral language

ded

information, assist in the encoding of | v
words, and finally, distance self -from ** :
. work (i.e.) express evaluations of -

completed work. (p. 783) ;

) Carter (1983) also, advocates that oral language is
necessary for written language development. She describes
the- environmenf for successful writing in the following

manner. . £




These are classrooms with] voices. The
voices are those of writers rehearsing /
pieces, reading drafts back and forth to

{ one another, calling out ideas and discussing

l difficulties...writing times are not quiet
times in these classrooms. Children -

] frequently share their stories - even those

! ¢ in progress. They talk lbnut their writing

| as they urlte. (p. 4

i

i

Speaking aloud is inseparably Tinkedl with making the |
transition from oral to written discourse. Graves (1981) i
: reports different types of oral discourse evidenced in his
i research. He lists these as: -
“1. Sounding to probe for sound-symbol
& relation.
2. Sounding to 'break off' a phonemic
- unit from the word under attack.
i - f}Raruding language for reorientation .
— in the composing unit.

4. Conversations with friends. 'This N
monster is going to eat up all the
good guys.'

5. Procedural language: ‘'Now what am I
going to do? No, this isn't rlght.

i I need to change it.'
¥ o, 6. Advanced statement of the text: The

child says the text in order to sense
the appropriateness of ‘the current
word.

7. Cnn‘vernﬂnns before and after the i

|
;

composing. Not only is the child 4
speaking during the composing, but
language surrounds the entire writtep
event. (p. 21)

| Gravves explains that in the beginning, most young

Nrit‘rs depend very much on oral language, but as they gain

I & 5
distance on the writing process they make fewer vocalizations. J




’ . . . 115

7N\ £

"Results from a study by Lamme and Childers (1983)
confirm that oral language is an important part of the
composing process for young chijdren. In the stu‘dy three
children aged two to four years were observed in sixteen
episodes over 2 six month period. The children drew, wrote N
vlnd dictated in a group setting with an adult. Results
showed that the children talked constantly while they were | -
compnsing. o "

These’ findlngs are supported h_y Dyson (1983) She
observed and interacted with kindergarten children for a
three month period, in order to determine the role of oral
language in the writing process of young children. Data
consisted of written products, audio-lap_eq recordings of the
children while jnvn]ve‘d in writing, uhservatijona'l'notes and
interviews with the children and their parents. oo

Results showed that children use svee‘ch to make sense
of written language. "Initially talk is used to invest
written graphics with meaning; eventually talk, is viewed as
the substance of written language® (p. 1). ’

yson concluded that: ’ - ¥

“Oral language permeated the writing

process:. This is very close to the

.reactive six and seven year old writers %

described by Graves, 1975, 1979, who ~

typically mutter throughout the urinng ” |

process: rehearsing, rereadin
discussing, and sounding out. (PP. 20-€1)

The findings from these studies strengthen Britton's

*(1970) view that: g B




\ V Young children rely on speech for
-\ all they want to communicate and that |
| when they write their writing takes on

the form of a construct ... or a
performance. (p. 164) o
~\"7 The resedrch, as shown, indicates that oral language

plays an important role in the writing process of.young
|

children. Implications from this should be clear to educators. |
| . i

Young children need to talk as they plan, write and revis
1

theﬁ‘r writing. If oral language plays a crucial role in

writing, then the act of writing itself needs to be considered’
_in \“ungunge deve'low!ent._ ) _
| . T
e .
}& The Importance of Writing to -
! Language Development

‘Growth jin language is considered important for school
success. Both oral and written language are used as measur’es
of children's knowledge of specifh-:v subjects. According to
Cramer (1978) it is the act of writing which stimulates
thought a'nd language to the highest possible degree. He says:

- "Writing exerts maximum-influence on the growth of language
and thought" (p. v). )

. King (1978) regards writing as the ‘hallmark of av
t;-uly l'ltarate society'. She describes it as “a unique'
Tangliage act that contyibutes to :dgn!clv‘e defelopment, Iund
is a means of reflection, and an avenue to discover things

about oneself" (p. 196).




| Smith (1982)' concurs with King's opinion. He state

Things happen when we write. Ideas
can be generated and developed in the
interaction between writer and what is
being written that would not be possible
if the ideas were left to flower and
perhaps fade in the.transience of the
mind. (p. 16)

Moffett (1983) supports this view also. He describ

writing as a way of manipulating inner speech. He contends

that the-act of writing “sustdins the development of a subjec

beyond what'we have thought or imagined about it hefore”

(p. 320).. : v
If writing contributes to cognitive development, and

if the act of writing helps to develop and contro) what ma

be written nex}t. as was.suggested by. King; Moffvettvand Smilth

Ve then it seems {logical to conclude that children should be
provided with everyopportunity to write. There is some |
research and a.lot of opinion in current literature to

| support. this point of view. ‘ i ’

S | Factors to~be Considered in Writing
AOEE‘ortuMLies for Writing o ow Vo g

If children are to develop into writers then it is
essent(a] that they become actively involved in the writing
process; and they must do this nn ardaily basis. E

Smith (193!) contends that




# Botn reading and writing can only
be learned in the course of reading
and writing. Writing may need years
of pra:tlce to make it fluent and
facile.... but the fluency and
facllity come with writing not with ot
repencive and separate exercises and
drills. (p. 794)

‘Bissex (1981) holds a similar view. ~She'says:

Just as children learn to talk by
talking in an environment that is full
of talk, children learn to write in an p
environment full of writing and <
writings. ...Children of-all ages are -
learning to write by writing every day
in environments that are fu Hzxf writing
zn prog;—ess as well as finished products.
P

Milz (1980), reporting on the results of writing in
her own classroom, gives evidence that first grade children
can learn to write if they are giﬂven a purpose for writing

as well as an opportunity to do so. She writes:

Form and conventions of writing
emerge as the child writes whole
messages with a legitimate social _
function. They choose subjects
that they are interested in and put
the information into notes, letters, . .
jourfials and stories when given ‘the
opportunity to do so. (p. 180).

In discussing the importance of having an opportunity
for writing, Rhodes (1983) argues that children learn to
write by writing. She agrees with Milz's view that it is more
important to spend time at 'pu;pnseful u;lting‘ than 1t is to

spend time in learning the '\:onventténs of writing'.




As they write to.convey meaningful
messages to others, as they read other
people's messages, they gradually learn’
the conventional rules and forms of |
written language by expeHmenting and
taking chances. (p. 774)

McDonell and Osburn (1980) give further support to -

the argument that writing should occur on a daily basis.

They claim that: s
,Writing is a skill _that can flourish B
onl,y if children have freedom to -
experiment with the written word. - Since
* no human skill can be mastered unless it
is constantly practiced, opportunities
to ‘communicate in writing must occur daily
if children are to advance. (p. 310)
- Moss and Stlnsell (1983) agree that ch\ldren do need
many opportunities to practice writing. They explain that:
"the act of writing involves making mny choices concerning
meanings, language and conventions" (p. ‘349).
Based on findings from extensive research, Graves
(1983) maintains that children even as,young as five and six
years of age can write when given the opportunity to write
daily. He _a'lso points out that children should be given
‘control of their-writing'. By control, he means that
children should be allowed to choose their own topics for
_uriﬂng. He also demonstrates that the.conference technique
is an invaluable wuy of getting chﬂdren to unfold and
flourish in their .:bnlty as wrlters. The conference
technique is usually a matter of the teacher or a séudent
being involved in a one-to-one relationship with the writer,

asking him questions about his work in order to help him
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includé more meaning and clarity into his writing. The
conference may last for only a few ‘minutes or it may be
longer depending upon the negd of the pupil.. At no time
during the cunfe;'ence does the teacher tell the ch\Hd what
to write or how to write. rd . = by, ok
Results from research seem to i"d"l‘-\itf that children's
writing fourishes best if they are given r;any oﬁpnrtunities
to write and if they gre allowed to gain control over their
own work. i '
If children are to,enéage in writing in ?h‘e school
setting, then it seems appropriate that the purpose for

writing should be considered.

\ . .
Writing for a Purpose and an' Audience 3 : . /

Britton (1971) divided the purposes of writing, into
three major categories.

1. Expressive Writing.is described as
writing that is done to reveal the
self to self and to others.

2. Transactional Writing™is described
writing that is used for informingor

o
“w

’

A

persuading. . ¢
.3. Poetic Writing _.:is .dqgcribedaas writig\g ¥
that is used as an art' form. i
The Newfoundland Department'of Education publication . |

(1982) recommends n.wt the Com‘mun‘utive approach tJ writing T .
(which includes the expressive, transactional and poetic |
categories of writing) be adopted an;d impiemented in the ,
|
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elementary schools in Newfoundland.
When young children write, very often they fail to .
jnclude details. Their writing lacks a certain clarity.
S s
They usually employ the expressive mode of writing., The
Newfoundland Department of Education publication (1982)
¥affirns that:
Any reading or listening audience
must take the writer on trust, for e '
in expressive writing thoughts may be .
half-uttered and attitudes half- expressed !
.o (pe27)
~ Golden (1980), in recognition of the major categories
of writing as developed by Britton (1971) emphasizes that:
Writers, then, write fdr a purpose
§ o - to communicate to an implied audience. ‘
) # Since purposeful writing cannot 6ccur in
a vacuum, writérs are, in varying degrees,

aware that someone will read their message .
or poem. (p.

, Golden continues to report the results of an
observation she did on children's writings to determine why
. ey wrote. She reports that ‘the writing of young children
Lo (fwe and six years-of age) ‘was done largely in the expressive
category, although some transactwnal writing was present.

. ’vf She found that children at this age used their writing mainly
to describe their own experiences. "Writing was a wa): of
archIatmg a persnna] expenence" (p. 759). Co

- " . Most'of the junior and middle schoo) children were
descrlbed as writing in the transactional mode. They wrote
mainly to report information or to record an event., It was

found_ﬂthat children at both levels wrote as a result of their
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own experiences, with the purposes of communicating to ather‘
people. She concludes:

uritmg, then, is a natura] outflow
of expenence. Children expect towrite
as a way of articulating meaning.
Second, children have a sense'of audwence
because they know their work will be £, @
displayed for classmates, teachers,
parents .and visitors to'see. The writing
is bound up into a communication process
of writer.- message - audience. (p. 760)

There is always a pyrpoée for writing, whether it be
i 2
for self or others. According to Smith (1982), the purpose

. is often determined by a sense of audience. He writes:

Awareness of a potential aud1ence

may play a considerable part in the
— original motivation for writing.. We
may wyrite because we want someone’ w o
“elge to read: what we write. The .
audienée provides the incentive. But
there are occasions when we write for
our own eyes only. Even when we write
for other peoble we are still our own .
% primary audience. (p!. 80)

Sometimes having a known audience other than self. '
can help the writer to clarify ideas. In Graves' (1983’)
opinion a sense of audience is vital to the writing process.
He firnﬁy advocates the practice of. having.the writer read
his composition aloud to the teacher or anmother -thild. The
listener will ask questions if somelthilng is not clear. This
- will help. the writer focusshis ideas and ;rcduc! a more
coherent piece of writing. Hhe’n the child knows.that his
writing will be read, he Will strive to make it meaningful.
According to Graves, it is through this sense” of audien‘ce

that the child will progress and de\'/ﬂop‘into a.writer.
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Graves also recognizes the fact that ad.audience can
have an i1l effect upon writers, and 'utterly destroy them'.
He explains that sometimes the effect of an unseen audience '

i 5
o such as a Leacher or parent who demands perfection ‘in spelling
and the other mechanics of writing can hinder the chﬂd s

ability to produce. ‘He says:

The child can't move ahead because
of the fear of the one audience that
won't.understand what he is doing.

Prior teachers can be present as . .
'unseen audiences'. The child may i
not even realize they accompany him .
in the draft, yet their approach to
* the teaching of writing has built up
avoidance patterns that make the child
— fear audiences. This can occur even
when the current teacher is accepting
“of the writer's work. (p. 266)

In recognition of the importance of a sense of

audience and of purpose in writing Moffett (1983) states.

o 3 . Ne put our thoughts in order to get
+ our story straight for someone elsé, for
a purpose... The writer puts herself in

the shoes of the reader (gets inside of
herself ur‘1ntru;|ect5 the “other")..

+ The writer casts about, tries out,. reworks

. -'on or off paper, it doesn't matter -

, seeking ways and means. The cumpnsitwn
evolves during the rhetorical process of
getting it r\ght for an audience and a
purpose. (p. 3

If children are provided with a purpose for writing,
and if they develop an awareness of sense of audience, ‘then
research seems to‘indicate, that children will be able to

produce n;eaningfu] writing.




In addition to a lack of purpose and a hck;of sense
of "audience, there seems to be another factor which'may
prevent children from writing.

Many teachers may be hesitant to introduce writing
at th= beginning of the year to a grade one class because of
_the fact that children may not be able to spell many words, .
or their handwriting may not be uell developed. Researchers
tell us that this is the wrong approach. According to
Wiseman and Watson (1980):

Children can experiment with wr!t‘lng
\ as -soon as they hold pencils .i . thes
. ¢ early expluratlons are sure signs that >
{7 the children have begun their untylored
% % venture into print both receiving'and
F . producing it. ‘That -is, even without

‘adult. instruction children strike the
reading and writing trail. (p. 750)

In 2 study done by Wiseman and Watson (1980), a group
of, seventeen children, ranging in age from four to five yurs;
win_o had no formal instruction were asked to participate in
v, : three writing tasks. On all -rit‘ing tasks the children were
#w s ; em:ul;raged to produce writing by comments such as 'Pret!v;d to

Write', or 'Show me how you think you would write'. Results
showed that children understand that writing involves

letter-production, as Jetter-like ele’ments were produced, and

that writing has a ‘certain form (p. 753). They concluded by 77
. - 3
saying: | # ~
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with"wrlting, as the literature suggests, and if we are to
encourage that interest,

express themselves

doing.

déve!opmenta1 approach to spelling, which will be discussed
= ' Z

next.

Even these early intuitive writing
attempts illustrate that young children
are active participants in their
personal writing acquisition. The
teacher can encourage natural growth in
print production by providing an
atmosphere where children.feel free: to
continue on the trail they have already
begun to mark. (p. 754) .

If young ch\ldren are natura'ﬂy inclined to experiment

This includes allowing the .children to use the

Developmental Spelling

children have to dea] with in learning to write
inability to spell. If children write only the words they

can spell correctly, their writing will be very

Perhaps 'one of the biggest obstacles that Joung

then we must allow children to

in whatever manner they are capable .of

is their

.'Hm\ted and -

quite stilted. 'bfe must ‘encourage them to write the'1angua_ge
. i

they .are capable of ‘producing.

Few things in life are as précious
or as beautiful as the native language
of children. Reé%pgect for its honesty
and reverence for its beauty are the
hallmark of the gifted teacher. Teachers
nust nurture the native gift of language;
they must® entice it out of thecrevicés of
the mind and onto paper; they must give 4t
the respect that is its due; they must use
it to help children realize the value uf
their gifts. (p. v)

" . N ——

Cramer (1978) suggests:

b
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| If we want children to write, we must not becdme
overly concerned with correct spelling or the mechanics of
writing. In recognition of this belief, Clay (1975) asserts:

« There will always be errors in word
detaid if the child is motivated to -
express his ideas rather than merely

L stay within the confines of the
vocabulary with which he is faniliar
and the skills he can control. (p. 35)

Learning to spﬂl is'a developmental process. It
cannot- be achieved all at once. The teacher shqu]d‘be aware
of this fa-_utur when dealing with young w‘n‘cers‘. According

to Smith (1981): . 1 - P Ll

Learning tp spe\H takes t1me, it
begins with misspellings. Children
who write only the words they know T
how to spell end up writing and

- knowing how to spell very few indeed.

N (p. 185)

Red (1975) noted that pre-kindergarten children are

capable of develop\ng a system of speng which allows them
to cnmmum:ate their intended messages. In an ana)ysis of %
children's spellipg, he observed that certain ge!era]
chananteristics occur. For eﬁmple, certain sounds are .
represented by a single, letter only.
s Bissex (1981) also refers to certain patterns
occurring in ghildren's spellings. She comments that: . |
. #Preschoolers'" invented spellings,
= which "are unconventional but consistent
across children are rule-governed. For:
instance; nasals before consonants are !
unrepresented, (DUP = dump) since that |

nasal is not articulated as a separate !
speech segment. Without instruction in




sound-letter relationships, these young

(writers) (spellers) abstract relation-

Ships from the letter names they know,

leading them to many conventional -
| consonant spellings but also to such
| inventions as 'H' for 'Ch', (PKHR =
+ picture). (p. 786)

In supporting the idea -that children should be
allowed to write, us’i‘ng this pattern of developmental
spelling, Graves (1981) re_parts: "Our data shuw'that the
words evolve from crude spellings to greater refinement”
(p- 19). i

He gives an exélr;p!e of what he calls 'spel'h:ng
“evolutions', which can be Found in-a child's writing.

FLLAOWZ -- flowers

. FLLAWRZ --

FLLAWR -- flowér
FLLAKRS -- - ‘

FLOKERS -- ! I3

.Graves_feels that by accepting this 'type of spelling
from a writer, the child wi'l'] be ‘capable of writing right
from the beginning. He wiv‘H be able to use his knowledge ‘of
sDund-sy}nhul rel’ationship to convey any‘ message into print.
-Ke contends: "It appears that a child who knows six sound-
fymbol relationships (usiglly consonants) can begin to write.
nd they do." (p. 19) s u

Sm?th (1981) agrees-that spelling is not just a

haphazard guess for children. He feels that children misspél'l

" words, not through @ny fault of -their own, but'thréu,gﬁ an




_beginning talker is allowed to make errors without constant

uver»débenden:e on the snuﬁd-symboI relationship. Although
\ .
he argues that an over-reliance on sound-speech relationship
is responsible for 'the frequent violence done to conventional
English orthography by children', he is not.against using this
method. He concludes that:
. “A more restrictive tactic subsequently
adopted by astute school children who
become persuaded that creativity in
spelling is not widely commended is to
~avoid writing words that they think they
are likely to spe]] incorrectly. (p. 185)
Reports in the literature from several teachers who
.are encouraging .chi]dren to use .deva’lopmentﬂ spe]Hn’g in
their writing, a!l"show favourable results in that it aﬂows
the childrén to be Free to use 1anguaqe. and to ga1n cnnfidence
in their ability as writers..
Milz (1980) reports that her first grade children can

write because she givés them a purpose and allows them- to

" experiment with their spellings. She feels that just as the.

corrections, 'so should the beginning writer be allowed to do
. n

the same with spelling. - : .

Jan 'Turhm’ (1982) reporting on a project by twenty- -
seven teachers in Australia who are using Graves' Process
approach to teach writing says:

Invented spelling is” an immensely
valuable natural path a beginner can
také in expressing thought .confidently

in writing before he or she begins to .
spell. It ends the traditional
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domination of learning to spell over
learning to write, unhindered by fear
of incorrect spelling ... indeed the
‘rate of progress atteszed by these 27
teachers is exciting! VYet speldling is
4 . not ignored. (p. 51)
Gravds (1981), explains that invented spellings go
through scang of development along with the child. He sees
these stages as first inventions, words in transition, stable -
inventions and sight words. l. claims that the stable
inventions are more likely to ‘be revised. * ' i
N "-Gentry (1982) concurs with Graves that spelling is a *
. B developmental process. He maintains that chitdren pass -
thrnugh five stages in learning to spell.
' 1. The Precommunicatwe Stag is described as the
Tevel where the child first uses symbols :from the alphabet
to represent words. He has no knowledge of the Tetter-sound
relationship. His spelling attempts at this stage are not

readable. 5 i
hi# = T2, The Semighonet\c Stage occurs when the-speller
i begins tn relate letter and sound. " The semlphoneuc spel\lng
is abbreviated; one, two or more letters may represent the
undle word .

" 3. The Phonetic Stage - At this stage the spellings
are quite readable. Letters are used as they sound,
regardless of their conventions. d : i
$ . 4. The Transitional Stags - This stage occurs when
i : the speller begins to assimilate the conventional alternates

for representing sounds.
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5. The Correct Stage - This stagé is reached when

“the child's spelling corresponds to the English orthographic

system and its basic rules. (pp. 192-199) "

In addition to-spelling, writing~ considered
to be a developmental process. This facto s to b

considered when discussing children's writing. With this

view in mind, the writing process will be examined:

The Writing Process

The literature indicates that interest. in writing as

a process is a fairly recent development. Earlier research

-centered on the result of writing or the product. The

Process theory centers on the actual process that i;‘ involved

-when one writes. It is concerned with how writing ‘develops.

Janet Emig (1971) is re:\agnized as being' the first
to study writing as a process. She directly observed 'eight .
high school students while thgy were engaged in -the a:f pf
writing. She used a case study prucedure.‘ The pupils were
/asked to cumpo‘se their compositions aloud, while recording
them on paper at the same time. She also interviewed each
subject. Results of her investtgatl\’nn revealed that students |
usua]’ly-wrotg without any planning u:r use of an outline.
She also reports that there was a significant differénce iﬁ
self-initiated writing and school impns:d writing. In the
self-sponsored wr‘iting students showed more planning. T eir
behaviour also showed that they stopped and started more

often than in the imposed writing assignments.




‘Mischel (1974) rephcated Em\g s study. He didl a
{ase study of a grnde twelve ™ student who ‘was considered to
- ~'.be articulate-and generany intelligent, but who teshfled
i .. that he did not enjoy writing. Results from this study
showed that the subject's time spent ‘in planning, ranged

\f?om Tess than one minute for school required writing to

about twenty minutes for a self-chosen writing assignment.

It was reported by the study, that the stident did all of

his p‘lanning menta‘l'ly He paid 1ittle attention to revising
‘excep.tg to re- arrange groups nf words.
Stallard (1974) analyzed Lhe writing behaviour of

fifteen mgn s¢ hmﬂ students who Were conslidered to be ‘good

writers and compared the results Lith the pehaviour nf:
'group that had been randomly selected. Results ind1cate‘d
\ : that good writers put more effur.t into their ‘product than
writers selected at random. The investment of tii:\e. 4
conscious attention to communication problems, and the ~
‘effort of repeatedly contemplating what had been written
! ‘ during the process of writing seemed to be vthve major
differences between these good twelfth grade writers and
»twe'lfth“ grade writers that were randomly chosen (p. 217).
Graves (1975) studied the writing procedures of a
" * group of seven year old children. "rhe children w;re
observed while they were.engaged in the process of writing.
Data was collected in a case study procedure.’ The children's

behaviour,: range and type of language used to accompany the




*1980, and Graves 1981) was reported by Humes (1983). The
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actual writing were recorded. Interviews were held to
deternine the children's views concerning their own wri ting
and their understanding of a 'good writer' 4

. Results frop this study indicated that when children
are allowed to :hon:;se their own topic they write more and
for a Tonger periud"nf time than u’hen‘ they are assigned a
topic. i}eq'uired writing was foun/d~to be inferior to informal
\;J'riting in co‘nten‘t, range and quantity. Results of the
informal writings showed that children are able to Yrite

without external motivation or supervision.

Further research (CalKins 1980, Graves and Murray

researchers spent a ‘tnree' year period in the classrooms
directly observing what young children do while they
participate in the process of writing. Resulti from their
findings offer m;ch know1edge about thé writing processes

of young children.  Their findings are particﬂar]y hel pful
because they -are the first researchers to be concerned with

the writing processes of young ch\'ldrep, Other educators'and

.writers in the literature who report successful results in

the teaching: of writing attribute their success to foldowing
: '

Graves' approach to writing.

’ Graves' research proves that even first grade children
can become successful writers if they are given control of
their own writing. When teachers receive(d a piece of writing,
that is, v‘men they 'listenef to a writer read his piece aloud,
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and then quest\ioned the writer, the writer.was capable of

" generbting more ideas to be put into written Forn. When

‘students reag and discussed their work with.others they were

moré inclined to re-draft and revise their work. Rea:h;ng
the work aloud helped ‘children develop a sense of audience
and it gave them purpose for developing clarity in their 7
work. It also enabled them tdé develop good rEvis‘!cn skﬂ]ls
and\tn improve their spelling and other mechanical skills of
writing. It was found, though, that children ’at the g‘rade‘
one level did not revise their work to any Qreat extent.
The 'use'_of developmental spelling enabled the children ‘gn
produce written Tanguage. ‘

Perl (1979) studied the composing processes of five
unskilled collegewriters. Data was collected through !

wri tten pr‘agur;ts, video-tapes of the oral languazge used s

. while composing aloud and interviews.

Results showed that .these writers were more concerned
with the surface featutes such.as correct spelling and having
their paper look ntt‘ractive rather than revising for ideas
and meaning.

Ma jor results from the studly showed that "al1l of .the
students displayed consistent:composing processes, that is,
behavioural subsequences - prewriting, writing and editing,
appeared in sequential patterns thiat were recognizable across

writing sessions and. across students" (p. 328).
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In the research cited, it appears that the" writjng 7
process is not comprised of ‘a single stage but is made lp

of several stages which may not be thought of “as discrete

“from .one another.

/! ]

Stages of the Writing Process.

A review of the literature as reported by Humes
(1983) shows that researchers differ on the la;bel]i.ng of
the components of the writing. progran. Elbow "(1973)
descriibes writing as a two-gt'ev process ; "First yﬂl:l figure
,‘out your meaning and the!l you put it into language." (p. 14)
“Rohiman (1965) c(‘:nsiders‘w\:iting to be a- three stage pprocess
1T uding “pre-writing, writiny and post-writing, Murray
3(1978) also recognizes writing to be comprised of three
components . .He Tlabels his stages as ‘pr;vision, vision'and
revision'. Britton (1978) calls the stages 'preparation,
(ncl{bation and articulation'. King (1978) refers to the
. process as 'prewriting, articuhf:iun and post-writing'.
Legum and Krashen (1972) speak of a four stage process -
. ‘t‘:onceptua'ﬁzing, planning, writing and editing!, while ,'

Draper (1979) includes a five stage process - 'prewriting,

formulating, transcribing, refornulating and editing'.
Flower and Hayes (1981) developed a model that has three
major components - 'planning, translating, and reviewing' N

They regard the writing process as being recursive,




that is, the writer moves back and forth from one stage ‘to
another (p.-4). .
. The Newfoundland Department of Education publication
(1982) also uses a model comprised of. three stages, namely,

prewriting, writing and pogkt-writing. . . %

Graves (1983) describes the three stages of writing

" as follows:

Prewriting Phase - This phase is immediately

preceding the writing ofsthe child.

N Writing.Phase -. This phase begins and ends with the

actua]‘wriung of the message.

’ Post-Writing Phase - This phase refers to proof-

?Jead\ng, revision and the completion of the finished product.
i F]ower and Hayes' (1981) théory that the act of

writing is recursive supports Perl's (1979) statement:

."Composing does not occur in a straightforygrd linear

fashion" (p. 331). It is also”in agreement with Hampton's

(1983) argunent that the writing process is an internal *
dialogue that exists withln the writer. The wrlt_er has to

move back and forth from one stage to ‘the -next as he

questions, answers, reviseNand re-reads, in his attem;;t

to bring meaning to his writing (p. 343).

A1l of the writers reviewed, agree that writing doe Y
occur”in stages, and is .hardly ever completed in one attempt.&@, .

Théy differ however on ‘the number of categories used and on s

“the terminology used to describe each category. It doesn't |

e g s et
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really mitter what it i$ referred to as the <important point

. is the concept being conveyed‘. For clarification purposes,

writing process throughout the rest of this paper shall
refer to the three stages of pre-writing, writing and post-
writing. This choice is made in keeping with the current
terninology that is being used by the Department of v
Education,-and which is being implemented injthe elementary

schools of Newfoundland and Labrador.

Pupil's Role

The pupil's role in the ‘'writing process is to acquire‘

the 'self-felt' purpose for writing: [This f&&1ing will never.

come about 1f children are not provided the opportunities to
write about those things that are real to them. Pupils. should -
see the teacher as a’friend to praise what is enjoyable, to

question the vague and to offer choh:es and alternaﬁves in

content, in organization as we'{\ as in syntax Students must
come more and more to the point of respuns!blhty for
analyzing their own thoughts and checking their own form.

In this Process approach to writing the pupil is

responsible for choosing his own topic. He is encouraged to
use developmental spelling, in order to. be free to let his
language flow. . 3 =

He will learn to read and discuss his writing and

" this will help him to learn the skills for self-editing.

His writing.need not-be finished ih one sitting.




Teacher's Role

The teacher must become actively involved inlthe

writing process, that is, he himself must serve as model. for .

the students. Teachers must provi‘de the child with the
opportunity for .daily writing. The teacher must unde;‘stand
the writing process and be willing to conferencé with a
writer in order to help him grow. Most importantly, the

teacheér must respect the child's language and encourage him

towards new growth.  In the words of Searle and Dillon (1980), )

. the teacher must "serve as a prober and audience, helping
children discover what they have to say and find.ways to say :
it" (p.' 781). et R

Literature and Language Development

Areview of the literature reveals thit most of the
authorities agree that reading aloud to young chﬂdr»en wih
fncrease their vocabularies and -enhance languaye developrient.
A few research studies are available to support this positl’iom

Dorothy Cohen (1968) investigated the effect of
literature on vocabulary and reading achievement with a group
of socially disadvantaged school children. ‘The study
fnvu]yed 285 second gr‘ade .children chosen from seven \schou]s.
in New York. 'In the experimental c]asse’s, a story w‘as _r'ead‘
on a daily basis from October to June. After the story was
read, certain follow-up activit‘ie‘s were engaged in. These

)

v



activities included things such as a-trip, letter writing,
crafts and the like, with the purpose of improving

comprehension. 9 o

The cofitrol group continued -as usual with stories
vead to them only as an- 'occasional sometimes treat'.
Results of the study showed a significant increase in
voc‘ahu}]ary. word knowledge and _re'ading comprehension over
the control group.” Cohen makes the observation that:
" Continued exposure in early childhood

to stories read aloud apparently affects

basic, beginning.stages of the transition

that must take place in growth from

comprehension of oral language to the

final use of symbols in reading. (p. 213)

In a similar study with almost identical results,
Bailey (1969) studied the effects of a library resource
program on a group of economically disadvantaged grade one
pupils. The children were read to, and participated in -

follow-up activities for one hour a day, for twelve weeks.

Results showed that children who had been exposed to the
reading aloud program scored significantly higher in total
Tanguage ability than®those who had not received any such
exposure. C ’
Chomsky (1972) studied the linguistic competence of
a group of thirty-six children, ranging in age from six
years to ten years. A record was kept of each child's
exposure to written language for a week. This exposure '
{ncluded independent reading and the 1istening to bobks resd

aloud. In addition, interviews were held with pupils and
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parjentvsr to vdeter»mine the amount of reading exposure the child
had received since birth. Results of the study showed a very
strong correlation betvesh reading exposure and language 3
development. As a result,of these findings she concludes:
The child could be read to, stimulated
to read on his own, not restricted to
material deemed 'ay his level' but
w permitted access to books well 'above his
1eve1‘ to get out of them wh‘atever he may.
“(p. 32) :
“cullinan et al. .(1974) invesitigated the "effects b% a
Titerature based oral lamguage pragram on Biack childrenis. . = s
ability to reproduce star;dard ;ng]ish structures.
. The study required the daily reading aloud ;of one of
the fifty literature selections and participation in.an dral
language follow-up activity. The prugram‘lasted one academic
year. 'The control group alsn had daﬂy .reading frum fxf?.y
identical books, but no oral language actlvuty fp]]nwed
Results of the study showed that the special
literature-based oral language program madea—significant
difference in standaré English scores at the kindergarten \

Jdevel only. Their conclusion was that such a p}‘ogram as was

used in the study may be helpful in helping Black children
"master standard English structures they would be expected

to read" (p. 111). toa

.

Results of a study by Boutcher (1980) invo]vin§ a
group of remedial students indicate a positive relationship
between stor’ies heing’read aloud and improvement, in language -

‘production.

— |
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Gorcyca and Cummings (1981) report results of a study
they d“id to determine’ the role of the 1inguistic environment
on children ranging in'age from five to seven years. The
study included twenty one mother-child pairs. The mothers
read stories to the children for a period of six weeks. The
exper\mental gruup was exposed to fifteen stomes with ten
percent of the verb constructdions transfo med to passives. . °
The control group was exposed to the urigjna] reading materials
without -the verhrtransformatiyns. Language samptes were
obtained once each week from each child through audio-taped
interviews. '

Results showed a positive relationship between stories
read and children's language. The children in'the experimental
group created more new passives in their language production
than did those in the control group. Gorcyca and Cummings
conclude that:

o The use of stories read at school and
~———at--home-provide -a powerful tool in the i
shaping of the language behaviour of

children. Indeed, stories read by

mothers have a Jarge.impact on their

child's language patterns. (p. 53)

If children are expected to produce stories then we
must provide them with models. According ‘to Huck (1965):

Children can't write or tell stories

until they know what stories are. By

hearing and reading many excellent stories

children may be guided gradually to develop

an understanding and feeling for the

elements that compose a”good book...

Children need guidance in identifying the

form of a story and applying criteria bf

evaluation appropriate to the genre of
literature represented. (p. 149)
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Brown -(1977) supports H;&s views. . He maintains th'at‘
listening to stories being told or read aloud is crucial to
reading and writing.
Cazden (1972) recognizes the possible influence of
being read to upon a child"s.Tevel of language development.
She says: % - )
It is important-to remember that the
. child's 1inguistic environment is not
limited to speech. Children are read
to, and later they read to themselveS...
what and how 'much’ they read may be a
. 'significant source of variation in
environmental assistance to their
language development. (p. 107)
Reading good books aloud'is essential in serving.as R
fot ¢ : s
models. for children -who are learning to write. Ac:ordiqg to
‘Cramer (1978), the reading of ‘good literature will help the -
children develop an awareness of story-form, plot, character-
ization, moovd and so on which in turn will help chem‘ to become
good writers. He also says that good literature will increase
their imaginations and help thgm find topics for writing. He
claims that Feaﬂing to children will "enrich the store of

Tanguage available for writing, and unconscious as well as,

.conscious memorization of words, phrases, -images, and syntax
often results" (p. 72).

© A1 of the Titeraturs cited lends strong support for
using children's Iiterature to improve ‘1anguage -development. B
It must be nnéad however that the research studies reported,
concerned oral )’anguage and‘ reading development, rather than

written language. Both Huck (1965), and Cramer (1§78).




advoc1ted very strongly the use of literature to improve
vwr!tﬂ]g, but since they provided no research evidence, their
, theories could be regarded as opinion only. It was hoped by

the present investigator, though, that their opinions would

hold true; that there would be an improvement in children's
; writings after they had been exposed to the reading of

literature.




CHAPTER I11 N

' THEORETICAL FRAMEWORK AND METHODOLOGY

Introduction

- A de‘scriptiun of the design including the sample
selection and ,an account of the research prncedure§_1s the
subject of this chapter. Divided into five sections, the
chapter will describe the sample, the materials selected,
the procedure, the evaluation criteria for children's
wr1‘t1ng and the evaluation criteria for the specific study.

Sample

The sample consisted of a total class of eighteen
grade one )pupi'ls. It included five boys and thirteen girls.
While the sample may be considered small in Mumber, it was
felt by the present investigator that in terms of academic
ability, i_t was representative ;:f the majority of grade uﬁe
classes in general. The children ranged in ability from
Tow to high. -

The ‘study was carried out in Saint Anne's Elementary
School, Conception Harbour, in the Roman Catholic district
] for Conl;e!:tion Bayy Centre. Saint.Anne's Elementary School
is comprised of single'classes of grades kigdergarten to
grade six, with a total population of approx‘imatély one

hundred. pupils.
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Materials Selected

‘ ' A selection of children's Piterature was chosen to
! bé read to the children. This selection will appear in
] Appendices A, B and C. In consideration of findings from

the literature, in combination with knowledge based on the

investigator's experience of working with six and seven year
old children and of knowing their interests it was decided
to include selections of literature from the genres of fairy
“tales, fantasy and poetry to be used with the children in
this particular study.

The choice of selecting suitable Titerature for
chiidren depends to a.large degree upon the age and intérest
of thechildren involved. In agreement with this fact, Allen
and Seaberg (1972) 'state:

The child should first of all enjoy

literature of the kind he likes at a

given point in his 1ife cycle for what

it can mean to him. Developmentally

this coincides with the unfolding of

literary structure so that structure

also emerges as a by-product in the

“mind of the child but not as the

primary focus. (p. 369) .

Allen and Seaberg recommend that the young child's
1jterary experilences consist of poetry,‘fairy tales and

fantasy.

*a

We believe the curriculum should
proceed from rich ‘exposure to simple
rhythmical poetry ‘including nursery
rhymes, the fairy and folk tale and
modern fiction fantasy. Given this
foundation children are ready to move
to realistic prose. (p. 355{ :
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Furthermore they advocate that the introduction of a’
literature program. to-children begin with poetry since
children have a natural ability for expressing themselves
in poetic fashion.

Although Allen and Seaberg (1972) feel that poetry

.is such a natural way to begin literature, many primary and
P

elementary schools do not follow this advice. The teaching
of poetry is mot stressed in the curriculum of the primary
schools here in Newfoundiand. Many teachers may shy away
from encouraging children to write poetry because, they
themselves do not feel comfortable with it.” If this is so,

it is really doing an injustice to children, for children

-and poetry belong together. In recognition of this, Hurst -

(1980) suggests that even though we as teachers may have had
h'mi.ted and unfortunate exposure to péetry ourselves; we
should not deny poetry to children.

We want to bring poetry and children

together even if the curriculum doesn't

demand it. The two seem somehow to have

a natural ‘affinity. Anyone who listens

to children will hear unconscious poetry

in their expressions. We often hear

children chanting nonsense syllables and

rhyming words - nursery rhymes and

children have long been inseparable.

(p. 28)

It is important that children be acquainted with
poetry. They should also be given many opportunities to
create their own; for poetry can be'a means of helping
children make sense out of their worlds. ‘According to

Cramer (1978): %



Writing poetry enables children

to transmit to the outer world their

internal experience. MWriting poetry

is a'natural way for children to deal
~ with the reality of their inner world
and at the same time come to terms
with the reality of their outer world.
(p. 138)
Authorities on children's literature, Sutherland and
A);buthvnat (1977), tell us that children are attracted to
paetry because of "its singing quality, the melody and
movement -of the word ‘and the.linés" (p. 248). They also
feel that children enjoy poetry because of its story-content
its alliteration and repetition, and its vivid sensory
impressions.

Suther]and and Arbuthnot (1977) consider nursery
rhymes to be an excellent starﬂng point with kindergarten
and grade one children because-they contain many of -the

)
elements of poetry - including rhyme, rhythm, a11|teratvpn
and so on. Although they suggest starting with nursery
rhymes they do not imply that young. children should be
exposed to this type of poetry, only.- In recognition of.
this point they say:
There is no age limit for poetry

that ts distinguishably, and often

distinctively contemporary ... a poem, .

more than any other kind of literature

has no boundaries, and a suggestion

for a reading level is only that -

an.indication that for many children

the poem will probably be most

appreciated at a certain age.

(pp. 266-267)

/
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Other authorities, Koch (1970).“HcCord (1978), and
B " Jacobs (1983) all agree with Sutherland and Arbuthnot (1977)
that children should be exposed to a variety of poems in
order to give them the feel for quality in poetry. 1In
keeping with these views, the poetry used in this study
included selections from nursery rhymes, as wel.l as
se'lecti‘uns from individual poets Incv1ud|ng David McCord,
Aileen Fisher, Myra Cohn Livingston, Eve Merriam and John
Ciardi. These people have a'|1,“gained recognition for
excellence in 'the field of-childrén's poetry. . Since
repetition was one of the .feazures to be highlighted with
the children, there was a sel_e:'t'lon of poems ch_osev’n from
v‘ariuus poets, emphasizing repetition of. sounds, wordsf and_
lines. Poems from anthologies were also read to the children.
= In order to determine the features to be emphasized
in poetry writing, it is necessary to consider what the
expe;ts deem ‘to be important when teaching young children to
write poetry: . )
nosi young-children believe that poetry has to rhyme.
Although rhyme can add to the pleasing quality of sound, it
can also detract from the poem if it is used merely for its
own sake. In accordance with this opinion McCord (1978)
offers this advice to teachers of poetry: "Tell the children,

if you're going ‘to rhyme, rhyme with true rhymes, and don't

rhyme forced rnymes"' (p. 386).



Koch (1970) also believes that rhyme is a very

difficult feature for young children to deal with in their
own writing. He says: @
¢ Rhyme is »'mnderm but cmdren : -

generally aren't able to use it

skillfully enough to make good poetry.

~1t gets in their way. The effort of

finding rhyme stops the free flow of

their feelings and associations and

poetry'gives way to sing=song. (p. 8)

Craper (1978) supponts McCord's and Koch's views. He

fee]s that rhyme can be a st‘umbhng h'(uck for the yoiing child

who is Tearning to express ‘Winself in poetic form. He states:

The, premature mtruductwn of %
rhyming may -interfere with the natural °
use of language among young children...
Rhymé is'a delightful, important,
poetic device. Furthermwe, children
should have opportunities to use it in
- their poetry. But it should not be
, stressed in early stage,s of poetlc o
‘composltmn (p. 136)

. Sifice it has been shown from the’ fol’egomg examples
that rhyme is a very difficult feature for ynung children’ t
d
work with, 'in the early stages of their poetry writing, /j
the children in-this study were encauraged to wrlte free
verse. Cr-amer (1978) believes that free verse is an
ef(ceﬁ'ent form for young children to.use. He says:
Free verse is the most natural
form of poetry for a child. Children
& should have a great deal of experiénce
writing free verse before they ar
8 introduced to rhyming poetry. (p. 141)
Although free verse is f'ecnyﬂended for the young
o n ~ 3
child, this does not imply .that bhhdren‘nud not be aware

of other forms and features of poetry.
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Koch (1970) suggests that a good, form to use with
children is repetition. Each line could begin in the same
J ) way, or each line could'end the same way. From his own

experience in working with children he found that repetition’

I .was very good to use because it gave strength and interesting
o . <
. ’ forms to the children's poems. Koch writes:

~ © . " . Repetition is natural to children's
te speech, and it gave them an easy-to-
.understand way of d\vldxng their poems = =%
into Tines. By using it they were able
to give strong and interesting forms to
. their poems without ever sounding
3 strained or sing-song, as they probably
. would have using rhyme. And it left their
. . * poetry free for the kind of easy and
. spontaneous music ‘so much appreciated by
b . ‘contemporary poets, which rhyme and meter
would have made impossible. (p. 16)

Koch¥s views are in agreement with those of Leland

) Jacobs  (1983) who also gives value to the form of repetl’tinn’:
He intimates: ’
. ' Repetition seems to help give shape x %
or pattern or design~to poetic ideas. 2
It seems to produce a pleasing sound
5 to what is written. Not only does.a
reappearance of 1ines or phrases help
.to aesthetically order a poem, it also

affects the tone of the atmosphere,
mood m)- feeling being couched m words:
p. 76

" - In addition to the feature of repetition, Koch,
Cramer, Jacobs, and-McCord also suggest other feagures that
can be used with young childrensuch as comparison, and
imagery. ' 5 R

" As a result of the recammen};atians from the foregoing

[} . writers, it was decided to highlight the following features
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in introducing poetry to children: . s

1. Feeling - Does the writer enter into

the poem.in a personal way?
In other words, does he
convey emotional feelings
of joy, sadness, anger and
so on?

2. Repetition - Does each line of the poem

‘ begin or end in the same way?
Are sounds, words or images
repeated’

-3. Comparison - Does’ the writer compare one .

< object or event with another? .
X Are these comparisons ordinary
¥ or.are .they original?... 3
4. Imagery - ' - Does the writer make use of . . «
c sensqry imagery - that is, does
he uge images of s|ght, sound,
taste, touch or smell?.

While certain featu;es of poetry, as was suggested
by Sutherland and Arbuthnot (1977), may speak to ldiffererit
age levels at the same time, the appropriateness of stories
depends very much upon a‘ge and interest levels.

Most children at the grade one level are fascinated

with the world of magic and make-believe. Favat (1977)
suggests that fairy tales are enjoyed best by all children
between the ages of five and ten y‘ears. and at this
particular age children are not especially interested in
stories of realism. )

_ Favat further deals with the inherent character-
istics of both child and fairy tale. He draws upon Piaget's
theory tonbase his a‘m conclusions about child ‘devﬂopment

and its relationship to fairy tales. Favat argues that the

e i Y s
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esser{ti‘a'l featuJ‘eS which Tink cPild and tale are:

& ol - 1. Belief in Magic - The child is fascinated
the magical happenings of the story.
because the 'magical relationships that
exist in the child's conception of the
world exist as well in the world of the

-..°. 2. Belief in Animism % The chita’ s _interest
® in magical happenings is also dssociated
with belief in animism, which is reflected
% 'in the talking beasts of the tale.

3.. Causal Relations in Child and Tale - The
child Tays stress on events rather than
relations, and this emphasizing of evenys
is also characteristic nf the ta'e.

4. Egocentrism - Young cm]dren believe that

5 they are the center of their world; that
everything exists for them. They believe
that their thoughts and wishes are known
by everyone around them. The hero,of the
fairy tale, also, 'exists at the center
of his world, the events of which, however
initially adverse, consistently .conjoin in
myriad ways to znable him to fulfill his

.. desires' (p. 37).  For these reasons the
young child is able to identify with the
hero of the fairy tale.

5. Sense of Morality - The young child sees
every action as either good or bad. In
the tale the same type of morality prevails.
'The deed rather than the motivation behind
4 . . it is what matters.' (pp. 25-38)

Fa_\;at suggests that it is the form of the fairy tale
that‘the child finds most appealing. The form has patterned
repetitions with fairly predictable outcomes. The tale

. itgelf is reasar;ably short. It begins quickly, has action
and has a suitable conclusion. The hero is always sure to
. be rewarded; thus_th;{’chi'ld can find a certain amount of
- security in this type of literature.
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Favat's views of the importance of bri.nqing the
fairy tale and the primary school child together are
suppoéted by Allen and Seaberg (1972) who conclude:

1. Developmentally, the child needs to t
deal with the wish-filling, imaginary
world to clarify the world as it is.

Only then is he ready to discard the
fanciful and move'on to the real.

Humanistically, imaginative 1iterature
develops creative power which permits
the individual to construct in Frey's
words, posslhle models of human
experience’ (p. 367 !

The reasons for selecting fantasy for tMS study are
“inherent in the reaspns for :hoaslng fairy tales. As was
previously discussed,

Favat- (1977) firmly believes that young

children between the ages of five and teﬁ years ar‘e not
especially interested in storfies of realism. - This view is
supported by Alien a_r}d Seaberg (1972). They suggest, that
chi]dren should be expoéed to the type of literature that
they enjoy at a-given point in their lives™ They strongly
recommend thn fantasy be included as part of the young
child's Titerary experience. !
Sutherland and Arbuthnot (1977) contend that children
enjoy fantasy for the same reasons as they enjoy fairy' tales.

They attribute 'the special appeal of fantasy to its

'interesting story patterns, distinctive style, and memorable

characterization' (p. 200). Sutherland and'Arbuthnot (1977)
further state that} '

7
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* The special quality of fantasy is
that it concerns things that cannot
really happen or that it is about -
people or creatures who do not exist,
yet within the framework of each .
story there is a self-contained logic, 43 3

a wholeness of conception that has .its &
own reality. (pp, 200- 201)

This view is supported by Stewyig '(1980) who-also
believes that children enjoy fantasy because it concerns
events that cannot possibly happen or cha::ac'ters that do

i nob exist, and yet the stories cnnt:’ain a certain‘\ogic and
consistency.: He says: ' o ’ .
. Fantasy makes the unhel\evah‘le »

5 plausible as readers suspend their

disbelief "about improbable beings
doing unlikely things. (p. 442?

The literature, Eqoff (1975), Sutherland and
\Arbuthnot (1979), ufiedt (1979 ) and Stewig (1980)., indicates
that stories of fantasy -can include different worlds or
universa‘\ settings. The characters can have special or
!n;usu:ﬂ powers. " Time and space.can be manipulated. Fantasy,
however, must be logical and° consistent.  The beginning and
ending of fantasy stories differ from that of the fairy
O— tales. Fantasy does not necessarily begin with 'Once upih
a time'. Neither does it always end with a happy conclusion.
- Authorities on children's Titerature, Sebesta and
Iverson (1975) and Sutherland and Arbuthnot (1977), advocate
using picture story books with.the primary ‘schooi child. ~ °
They recugnrize that many good picture books are available.
o The books offer both good literature and gonﬂ art for the
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c}|i]d. The art, according to Suther'lana ‘can help create
mood, establish setting or portray character'

With the above cané{;ﬁerations in mind, the investi-
fator chdse Picture Story Books as the medium for presenting
fantasy and fairy tales. The main features that were

highlighted in these two genres of literature are as follows:

Fairy Tales
! 1. The Introduction - A1l fairy tales beg1n with
'Once Gpon a time'...

2. Repenhon - Thi} is a veny common character{st{c

of fairy tales. ‘It includes repetition of words, phrases and

—patternsT —
3, The Ending - AH fairy tales have a predictable

ending. They have a happy :nnc\usion. .

Fantasy -

1. Fanciful Plot -'The story must concern something
that cannut possibly happen in the world of reality.

2. . Fundamental Features - The stories were examined

/ for beginning, middle and ending. -

A1 of the many features of each genre used in this
study were not pointed out to the children because it was
felt that in the beginning stages the primary school child

would not be able to deal with more than a few.




Procedure

The children were read selections of chosen iiterature
on a regular daily basis for a period of twelve weeks. Since
one of th; purposes of the study was to. familiarize children
with alternate forms of writing, the distinctive features of
the various forms were discussed before and after thesreadings.
Fiary tales were presented to children from weeks one to four.
Fantasy was presentad during weeks five to eight. Poetry was
shared with the children for ‘the twelve week period. However -.
it had its intensive focus during weeks nine to twelve. -

The writing periods were carried out in afternoon

. |
sessions’, consisting of forty minutes each, while the read‘ing

occurred in an equal time frame during the morning sessions.
'Il‘he purpnsﬁ'fur doing.this was to ensure that the children
understood that the main purpose for hearing. the stories read
was enjoyment. Although children enjoyed writing immediately
prior to the study, if they had been required to write after

. every reading experience, they may Igave developed negative
attitudes towards both literature and writing. %

Following the re"ading of the stories or poems, the

distinctive features of each genre were highlighted. In
addition to this, certain activities were included. These
consisted of choral speaking, dramat:.iuunn, miming, discussion
and art. The nature of the activity depended to a large extent
upon the appropriateness of the story and the children's

interest.




Since the children had had very little exposure to
pottry in the school setting, it was felt that they would
need much exposure in order to familiarize them with the

flow. and rhythn of poetry. Children were read two or three

" poéms on a daily basis during the twelve week perfod. During

wee‘hg_ one to eight, the cm‘ldren were not asked to write 3
poetry, although they were not discouraged from doing so, if
they so desired. During week; one to four the main em‘phasis
was on writing fajry tdles, weeks five to eight concentrated

on fantasy writing. - Dﬁring weeks nine to twelve, the main

emphasis was on pc’et’ryv writing.

Evetuationtriteria=—for Chitdren*s Writing

In order to assess the children's written language
samples in a consistent and uniform manner, & definite set of
criteria had to be established.. In determining just what
these cr11tér1a would be, one should consider the purposes of
the writihg activity itself. Both Rupley (1976) and Tripp
(1978) ag‘ree with this poSition. They maintain that if a
teacher wishes to introduce writing for the purposes of
enjoyme‘nt or to develop an interest in wFitlng. then
evaluation should be concerned with content or ideas expressed
rather than with the mechanics of writing. This view is
further suppurted by Searle and Dillon (1980) who argue that

the main focus on eva]uacwn should be on content or meaning,
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since the mechanics of writing is a developmental process
and cannot be mastered all at once. They say:

Children cannot master all the
mechanics of wrnmg quickly, and
for a long time in the elementary,
school, they will seek to write
things .beyond their level. of
mastery of mechanics. (p. 780)

A

In recogm‘iing the importance of children's writing
as a purpose for enjoyment and development of ﬂuency;
Cramer (1978) is in agre!ment with Rupley (1975) Tripp &
(1978), and Sear]g and Dillon (1980). He advocates that
evy{ph;s1s' should be placed on thoughts and ideas rather than
on-the mechan’ics of wriéinq. 3 o % h

Greenhalgh and Townsend (1981) present somewhat of

a conflicting view. Although they are in: agreement with
Cramer and the others that igeas are important, they also -
stress the importdnce of the skills of writing. They
propose that children's writing be evaluated holistically.
This approach includes a combination of, several features. )
These are: “‘syntax. word choice, expression of ideas,
coherence and organization as well as the conventions of
spelling, capita]ization, punctuation and usage" (p. 811).°

Wilkinson et al. (1983] are in agreement with

"‘Greenhalgh and Townsend. They agree that hoth ideas and

skills are important.. They state:




If one seeks to develop only the
'skills' of writing then one chooses
a marking scheme focusing on:these.
But if one believes one is concerned -2
foremost with the growth of the
individuals for whom language is a
means to that end, then one's scheme
of assessment is conceived
fundamentally to perceive that growth
('skills' and all) and to further it. .
(p. 873)

Purpose of writing was cnnsidered/a major factor .in
choosing the eva]uatiwje criteria for this particular study. .
"'since .one of. the purposes of the writing activities was to
determine the effects of listening to literature on the form
and- content of ch”dren'; written.language -samples, then
these two features, form and content, were included in the

criteria. L

Since the chi'h;ren's writing up to the beginning of
this study had all been of the egocentric type, the writing
was examined to determine if alternate fDrl|.|s had been usedvg.
It was examined for certain specific features of fairy tal‘es.
fantasy, and poetry. T ’

Because this study consisted of young children who
were just in their first years of using written language as
.a medium of expression, and who were still struggling with
the mechanics of spell_ing. handwriting and punctuation,
handwriting and punctuation were not considered as part of
the criterfa. Spelling was included as a measure of the
developmental impruvemeﬁt in ‘the children's spelling ability,

only. It did not measure spelling correctness.
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In addition to the specific features, the writings'
were examined for other elements of form. These.included
story title with its r‘elation to the story as a-whole, plot
development ar_ni an overall sense of styry including
_characterization, setting and climax. Writer reacfi;on and
originality were also considered.

Ag¢cording. to App]ebeev(wm). children even as
young as two and a half years of age, have a sénse of story.
This sense of story is characterized by the child's ability
to include one or more formal conventions in his story.
These conventions include formal opening or title, formal
closing ar,d consistent use of past tense.

‘Applebee considers plot structure to be'a develop-

mental process. It begins with the unlinked thoughts of

the two year old and continues with the linked ideas to a
central character for the five to six year old. It proceeds
to the »fi:nal_;stige\uf the true narrative, where the child has
succeeded in 'chaining and centering' together chardicter,
action, sétting and theme.

Brown's views (1977) are in agreement with those of
Applebee, when he argues that the child's ability to use
certain features indicatefhis sense of story development.
Brown further implies thaf story sense is concerned with
correct sequencing, characterization, dialogue and the
‘ability to use the language of the story', which includes
var%ed and ‘complex sentence patterns and vo:ahula_ry. Brown,

in.interpreting Applebee's views of true narrative says:



There is a perceivable beginning, a
section which introduces characters and
action followed by a climax -and the
feeling of completion at conclusion.

(p. 358) 2

Some of the same features of story as discussed by
Applebee and Brown have also bgen included as criteria in
much of the literature relating to evaluation of writing.

To illustrate this point a few models of “evaluative writing
criteria will be presented.

Loban. (1963) described the written language samples X
of superior students in the fo11unin§ mannér:‘

1. Uses well constructed sentences.

2. Employs a variety of sentence
. patterns.

ses—phrases—and—ctau skitfutlys
4.  Uses relanonal (tranntiunal words )
- yet, however, since, etc. to bridge
the parts of his writing.
5. Has well organized ideas. \
6. G_\'ves_time and place:
7. Includes title. i
8. Employs vigorous verbs. !
9. "Employs a vivid, picture evoking
vocabulary, specific rather than
general.
10. Uses correct spelling and punc:uanon.

11. Relates picture content to past and
or present experiences.

12. Shows awareness of reader. (p. 25)



-

’ Some of these features were also present in Moslemi's
(1975) model. . She included originality, idea production,
language usage and uniqueness of style. Other researchers
Such as Brown (1977), Phillips-Riggs (1977), and Webb (1978)
have all included originality, characterization, sentence
structure, vocabulary and writer reaction as part of their
_evaluative criteria. ) i
In describing the qualities she looks for when o
) analyzing children's writing for publication, Tway (1980)

includes originality, variety and timeliness. She also

ists certain features which she calls ‘nuggets' which are L
indicators af‘ ‘promise' in a child's writing. - These are:

1. Original comparisons

* 2. Interesting observations.
3. Elaborations. -

4. Universal treatment or twist to
unusual idea or expression.

5. Creative spin off from tradxt\una1
or popular stories. |

© 6. Wordplay. . : N
'7. Contrived spelling for effect. )
' 8. Spoof on Vagari‘es of Tife.
1 9: Vivid impression.
10. Surprise ending. (p. 304)°
In view of the recurring features of the foregoing
cr‘iteria, and'in view of the purpusés for which this present

study was done, the following evaluation model was used.
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Many of the criteria have been incorporated’from the sources

méntioned.

Evaluation Criteria for,Present Stud

.'1. Classification of Form

A. FairyTales - Does it emloy a traditional
‘beginiing-and ending? Does it'make use of past
% 0

. tense? Does it include repetition?

B. Ffantasy - Does it contain fanciful or’ imaginative .

happénings or elements? Does the story contaim

t developnent? Does it have a beginning, middle,

T

and ending?

. .Poetry --Does it contain poetit form? Does it -

- e \
contain feeling or emotion? .Does jt.contain

repetition? Does. it contain imagery? Does it *

contain comparison? 2N

© I1.” Content. - Classificatioh .of Sense of Story

. Coherence - Does each part relate to the whole?
Does it have a title? Does the title duit the

story? .

B. Character - Are 'the characters developed? Do *

.they have mames? Are they stéreo-typical? o




III.

2
.3
4
B

'C. "Dialogue - Is dialogue used to add -insight to

~gharacter? Is it used to bring immediacy to the

J® situation? 4

D. Climax - Is there a definite unfolding-of events
or is it a mere cataloguing? Is correct sequence
followed?

E. Setting - Is there a _de‘fin‘lte setting or is it

undefined or general?

Vocabulary . : o & < %

1. .V_urIet} of words
25 Use of adjectives and adverbs

3. Use of verbs and verb tense
4. Vividness of words - picture words, figurative
li;lgulge o )

5. Approbriat:njs of words wsed

‘Sentence Structure

= .

1, Variety of sentences - interrogative, imperative,

exclamatory, declarative s -
. Type of sentence - simple, complex
« ,Sentence inversion -

. Sentence expansion,




VI.

vII.

viIL.

“Originality

not to dos0?

Writer Reaction

A. Egocentric - Is the writing concerned solely with
self, or does it include a distancing? Is the

writer aware of a sense of audience?

B. Feeling - Does the writer show any emotional
qualities such ’as a sense of humor, joy, sadnes;

and the 1ike?

. Does the writ@r invent a new element or twist to
a’traditional story or plot? Does the writer use
orig’ina] title, character, setting, beginning or
ending?

Developmental Spelling
Hag the writer's spelling ability improved? -

Editing

Does the writer edit his/her work? Why does the

writer choose to do so?' Why does the writer choose

Conclusion

Since there seems to be a general consensus among

authorities on children's writing, (Applebee 1978, Gentry

1982, Graves 1983), that writing is a developmental process, °
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it was not expected that all of the criteria included here

would be contained in each writing sample. The criteria

were used as a measure to determine.the children's level of
language attainment both before and after the exposure to
Jiterature. It is an indicator of the children's power and
fluency with written languagé. Every evaluator of children's
writing would do well to remember Leland J‘a:nb's' §1983)
Words:  VGHGNER dn WRTEING takes guidknce,, takes resssuring,

takes patience, takes time" (p. 80).
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i = N CHAPTER 1V -

EVALUATION OF THE STUDY

& ! Introduction

The findings reported in this chapter r:lalg
specifically to those factors judged to be important to an
'zv'ahtinn of the writing of grade one children as outlined
in the previous chapter. Finst; a comment on the children's
writing prior-to this 'study will be presented/s This will be |
followed hy a reporting of the children's yriting aft’er’
exppsure to the thr‘ee‘literary genres of fairy tales,
fantasy a_nd poetry. MNext, 2 discussion of noticeable 7~
developmental trends in the children's writing after studying
the three genres will be presented. Finally, sections on the
importance of sharing to the development of children's
writing will be discussed. Examples of the children's
writing will be provided to highlight and to supplement the

discussidns of the findings.

Comments on Writing Prior to the' stu‘dy

In order to determine if the exposure to literature
had any influence upon thevchildren's writing i'n-'il be
necessary to examine the type of writing that v;:urred before
the study began. ’

When the children were first encouraged to write at

the beginning of the school year the idea was met with a

S S
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great deal of opposition. -;The children repeatedly stated:
“We can't spell. We don't know how to write." They were
Tacking in confidence and were concerned with spelling
accyracy. Their first attempts were based primarily on their
" basal readers. The vocabulary and sentence structure used
were identical® to that of the text, as is illustrated by the
following examples. ' i -

Candy's kittens, can e
run and jump.
Oct. 13, 1983
Jack's kittens can ru
i and jump. Yes, Yes
o The kittens can play in bed.

g ¥ Nov. 16, 1983 .
The children were very careful to spell each word
correctly and to use only the-wprds they could spell from an
3 ¢
available text. At first, their writing samples consisted’of
one or two lines. The longest samples were no more than a
half page in length. Sometimes these samples consisted of a
single sentence on each line. ’
Bears' are funny.
Bears can-jump. » : 7
Bears can run too. " . ¥
Bears look funny. 4
) Oct. 19, 1983
Father Bear can jump.
Father Bear can run.
Mother Bear'can jump too.
Nov. 8, 1983 .
The children were encouraged to spell words on their
own. It

explained to them that they were just in the

process o?’-i-urn‘lng to spell, that they were not expected to

A\‘,‘




know how to spell words like an adult, and that the teacher
knew how to read grade one writing. The main emphasis was
placed on content. As time went by the children began to use
developmental spelling, and they began to write about their
dwn experiences. Still the writfng remained predonfnantly the
same. It consisted chiefly of simple sentences. Phrases
which ‘uere reflective of their basal readers appeared over
and over .iqainA One such phrase was ‘run and jump'

My horse

My horse can ran
My horse can jump
The nb.

Dec. 983
(Chl]d s Verslon)

My Horse : ¥
My horse can run. / G
My horse can jump. &
The end.

« Dec. 5, 1983 .
(Scrihe' Version)
My dogs
My dogs cna jump and

1 can jump too.
and me and my dogs can
run and jump yes
we can play toogtrip
dorpro and yopos
my two dogs.

. Dec. 14, 1983

(Chitd's Version) . o ¥ Iy

My Dogs
My dogs can jump and ¥ . 3

I can jump too. » LA

And me and my dogs

can run and jump. Yess

we can play together -
Duncan and Yap, my two dogs.

Dec. 14, 1983 z
(Scribe's Version) ¥
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At tJr!stmis

Shat is nhacs.
Shat can run. : &
Shat can jump to. LI }

" Dec. 15, 1983 )
(Child's Version) o

At Christmas

+Santa is nice.
Santa can run.
Santa can jump, too.

Dec. 15, 1983 5
(Scribe’s Version)

Another feature that was reflective of their basal

readers was the frequent use of 'too' as a terminal marker. '

A Breen e 3

A Breen is nis to N
And it can skep to .
“it.can etd crs.

Jan. 26, 1984
(Child's Version)
A Bear

A bear is nice too.
And it can skip too.
It can eat grass. | =

Jan. 26, 1984- . —_
(scribe’s Version)
The children who were producing longer pieces of *
writing at this time were often being repetitious. Frequently
when they reached che.end of the page they terminated their

writing whether they were finished a sentence or not.




My mon
I 1ike
My dad
My mom
= My dad
My mom

jump to.

My Mom and Dad

likes me.

my mom to.
likes me to.
likes dad to.
likes“mom to.
can run and
My dad can

“_run and jump to. .
My mom can jaf i
the car to. {
My dad can jaf
the car to.

P i Dec. 19, 1983 $
L (Child's Version)

My Mom and Dad
My mom likes me.

I like
My dad
My mom

my mom too.
likes me too.
likes dad too.

66

My dad likes mom too. .
My mom can run and
Jjump too. My dad can
run and jump too.

P My mom can drive
the car too.
My dad can drive
the car too.

Dec. 1983
(Scribe s Version)

ln the above sillple the child is reputing the fact
thu he. and nls parents_ ‘hke each other, and that his
parents can run, jump and drive a car. It takes him twelve
lines to express these ideas. .

In another sample the child's writing ends abruptly
just at a crucial point in the story, because he has reached
the end of the page.

- —— e
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At my Grandmother

One time I ws at my R

.grantmothers. And my other

grantmother ws thtar two. And *

I wat .up two the sars. And .

1.s0 my Dog. My dog /
surprised me two. becos

he haed a box and in the box

Dec. 19, 1983
(Child's Version)

At my Grandmother's

Orfe time I was at my Grandmother's: .
_* 'And my other grandmother was there too.
’ And T went up to the stairs. And
v I' saw my dog. My dog surprisedme :
.too because he had a box. And in the box

~ Dec. 19, 1983
- - (Scribe's Versiuﬁ!)
When the child read the foregoing story'and was® .
¢ duestioned by the teacher what was in the box he smiled,and
“said, "I don't know, I never had space to finish.it." When
he was asked if he wanted to finish it on the next page the
child indicated no and seemed content to leave it unfinished.
To- the child it was finished because the page had been
completed.
Many of the children had no idea how to write an
_ending totheir story. Yet they were aware that they needed,
& conclusion ‘as_many of them concluded with the words, 'the
énd' or 'th‘at.'s the end'. Examples of this tendency can be

seen in the following samples.



I wnt in the Wos
One Day i ye in the wos
Dod wnt to I said r
We go in the trc

me and my ‘Dad y 3 &
the end
Jan. 17, 1984 2
(child's Version) . . 3%

I Went in the Woods
One day I went ,in the woods.

Dad went too. I said, "Are we “ o
“'going in the truck?"
Me and my da .
The End ;
Jan. 17,

984
(Scribe's Verswn) s

My Car

My car is not
-and we can ren

in it. And we can
go far a.rat in
the car. And we
go for a rupc

in the car. And

it is fun. - .
And thus.the Ent. =
Jan. 18, 1984 1

(Child's Versinn)

. My Car

T My car is nice.

And we can ride in it.
© And we can go for a
ride in the car. And we
go-for a ride in the car. And
it is fun. And that's the end.
Jan. 18, 1984
(Scribe's Versjon)

/ . . ) ) -

.
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The children's writing contained very little content
and reflected a limited vocabulary: ~The samples-contained -
no vigorous action words. Semsory words that evoke responses
of sight, taste,” sound, touch and sme‘l_l were also absent.
Very few descriptive words were used by the ch‘iwren. Those
that were occasionally used consisted of the words 'nice’,

' "big‘, ‘little' and co1lour words such as 'red', 'black' and
'white'. Very often time and place were excluded. The :

following sample will illustrate many of these points.

' My grandmother .
My grandmother enrcn
wenrsc nerwsn  She car me < .
# i some candy and some "
> cookies. crne she nenr

The Ene
Dec. 15, 1983 .
(Chilq}s Versiom) .
My Grandmother -
My grandmother always N
bees nice. She gives me i
some candy and some
f . cookies because she's nice.
The End. %
w e . i.Dec.,5, 1983 - -
7 2 (Scribe's Version)

Although the story is»\c,a]'led .'My Grindmather'. we are
not presented with a visual picture of what grandmother looks’
like. 1s she fat or thin? Does she have grey hair? Dose
i . she wear glasses? What colour are her eyes? If this child
had used descriptive words she could have presen‘ted us with a

. .
vivid picture of how grandmother looks. However, we do know

.



: .
that grandmother is 'nice’ because she gives 'candy and
cookies'. We have no knowledge of how many candy and

cookies are given or ‘what kind, shape or size they are. The

child could have used sensory words that would evoke our
feelings and whet our appetites. For example, she could
have said 'tiny lemon squares topped Wit whigped cream',
'delicious crunchy peanut-butter cookies' or 'dark chocolate
fudge squares'. From the child's writing we are not informed
about place. We don't know i Grandmother lives with the

" ~child or if she lives in hér own home. Time is referred to

I in a vague way, for thethild says, 'My grandmother always
bees nice'.

The children's writing contained little character
development but names of characters were sometimes mentioned.
These inc]uq‘ed names of fa[ni'ly members-and pets. Dialogue
was used-in some instances but was not developed to any

great extent. . Typical examples are. as follows.

Yes, I can.
Dec. 1, 1983

) J ack said, "1 can rﬁ and jump. s

. "I said r we go in thastrc” g M
Jan. , 1984
{chitd's Version)

I'said, "Are we going in the truck?"
(Scribe's Version)

f



"it was Snadt. He said
Ho Ho Ho Ho. He said . . -
_ Merry Christmas Jamie." P .
Dec. 14, 1983 ¢ . ¢
(Child's Version) 5 -

(It was Santa. He said, .
-- "Ho, ho,"ho; Ho!" He said-
M "Merry Christmas, Jamie.")

= Dec. 14, 1983
“(Scribe's Version)
\

Chiefly, the wr‘lt!ng samoles :nns\sted of a !vstmg

of events with very little characterization or detp\'l inc]uded

| Sull
G5 S, ta sull we work =
: wun the pell res A

we have are reses.
And we play we

play with lobas. Wun
reses is over.. We co
bak to work. We do
are math. And wun
*the sakned pell res.
It is tim for 'HSA

Jan. 1984 &
(child s Version) - =

School

At school we work. R .
When the bell rings 8 :
we have our recess. 2
And we play. We play

with Leggo blocks. When

recess is over we go back to work.

‘We do our math. And when

the second.bell rings it is

time for Tunch.

Jan. 18, 84
(Scribe's Version)

ey i L e K e parne



In the above exam‘p]e, the child just lists event
pfter evet. She does not say if the work is easy or N
difficult. No indication is given as to whether she enjoys
school or not. No mention is“made of the teacher. Class-

mates are referred to only in a very general way, 'We work',

H 'We have our recess', 'We play', 'We do our math'. We don't

know if they are friendly, kind, helpful or'what. She does
; * indicate though that they playtogether with Leggd blocks,
. so in this sense she is being specific. Mo reference is made

to the type of school or the actual classroom.. Is it 1arge’

or small? What type of furniture is there? Do the children

sit ‘at desks or tables? How many children are there? In her. %

étary she wrote 'we work', and 'we do our math'. What else
o ) do they do? Do they-read stories, draw pictures, ‘have gym
and music? What are the things she likes about school?’ What' s
doesnit she Tike? The andwers to these questions:would, ’
provide a more interesting piece of writing. f

Much of the writing was devoid of any emotion. The
children usually made a‘statement without adding any of ™
their own personal feelings. When personal responses were

‘made they were generally thg type that indicated the child's

desire to please, such as, 'it was nice', 'l Tike it', 'l

Tove her', or ‘he Toves me'. In the example that follows the’
‘ 5 child makes no type of personal response at all. She merely
states that at a Chf¥stmas party Santa gave her gifts and she

continues to enumerate what these gifts were. She doesn't

\ .
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tell what Santa or the gifts looked like; although on twdw

occasions she uses the word "Httle'. She speaks of 2

.*little Christmas book', and 'a little box'. We don't know

how she felt about receiving -the gifts or about seeing-Santa.
Was she delighted, surprised, or afraid? We don't know sinee
the child has used no words to indicate her feelings. She
.pe;haps just assumes Fhat everybody would l’utomntically know
that receiving gifts ‘from Santa would be a most pleasant
experience and that everybody must know what Santa Tooks Tike.
At any rate, she is not concerned with details or feelings.®
She begins her story by being fairty specific. She tells
what kind of a party it was, 'it was called the Christmas
part):'. Then she starts to tell what she received. She
begins each sentence with 'and'. The 'and', seems to
indicate that she is in a m‘irry to name the gifts she
received, 'and Santz gave me a doll and he ga{e me.a little
Christmas book, and gave me a little box with some candy in
the box'. The word ‘he’ has been omitted from the Tast
'séntencs. This omission probably indicates her eagerness

to” tell about the candy in the bnx. Although she ml'y have
been eager to relate her exper\ence. her experience has

s\mply, been a stateuent of facts.



. At Christmas
At Christmas.
Iwnta to the party.
it wa called the
Christmas party, .
and sants wa thenee. .
+ and sants knee
me 2 doll.
and He knee me
a little Christmas 5
book. andiknee - » > .
me a little box
" with some candy

Dec. 19, 1983
(Child's Version)

At Christmas

At Christmas I went to the party
It was called the Christmas party.
And Santa was there. And Santa
gave me a doll. And he gave me
a little Christmas book. And he
gave me a little box mth .
some candy in the box. e
’ The end.

Dec.
(S:ribe s Vhrsmn) »

In the next two éxamplzs the child's great need to be
Toved and accepted is illustrated. .

. & . 5

me . ¢
1 1ik me *
my fuses:-liks me
my mother 1iks . . 5 * e
my father. 1iks me ¥ i RS
Deirdre to
my; nan and pop Hks me.

Jan.

{ 6, 1984 - w8
Child's Version * 3 ¢
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Me

1 like me.
My friends I|ke me.

Deirdre likes me too.
My nan and pop likes me.

Jan. 6, 198
(Scribe's verswn)

LY My school
-~ my school is .big

and 1 have a teacher
and 1 love my
teacher and she loves
me to and all a v
the teacher's love
the cmm's to and the
cmm's love the teacher's
to and are school is
fantd a-love. The End. - °

Jan. 21, 1984
(Child's Version)

o = My School

My school is big.
And I have a teacher.
And 1 love my teacher, and
she Toves me too. And all of
the teachers. love the children
too. And the children love the 5
teachers tgo. And our school 4
is a fam l‘of Tove.

The end.

Jan. 21,-1984

(Scribe's Version) .

) 3 w Fig
The last two examples indicate that the writing is

largely egocentric, The cpildrep are concerned with their

own basic needs. In the first sample, the child is

concentrating solely on herself and how everyhody feels

towards her. She mentions the people who are important to

e



o .
her; her friends, her mother and fatfler, her sister, her

nan and poﬁ. It is important that she receives their love.
She does not, however, reciprocate that Tove in her writing.
These Denple‘szem to exist for her alone. ihe second sample
which was written by a different child shows a more mature
outlook. The writing reveals that the child is not.concerned
with self alone. The writer indicates that she returns love
as well as receives it, 'l love my teacher and she loves me
too'. . She began the story with the focus on self, '‘my school’
and 'I have a teacher'. She ended the story with the focus
on others, 'Our school is a family of love'. This last line
seems to reﬂe‘:t her growing maturity and her awareness of
other people. °

While the examples mentioned may serve to illustrate
that the basic need td be loved and accepted was being
expressed strongly by the children, no expression of sadness,

‘joy. anger; fear, frustration or 1onel|ness_:ou'ld be found in
any of the written samples.

The children's concept of Writing a story prior to
this study seemed to be a retelling or a statement of facts
that had happened to them. Hhelhe( they were asked to 'write -
a stora‘ or s",ly "to write' seemed to produce the same
results. The children were now at a su?e where they were
writing about real facts and real events. They were not
using the’ir 1maginat‘1ve or creative powers. They were r.elying :

on mere facts in their own egocentric worlds. Very often




their stories hcked plot. Usually, there was very little
deve‘npment. The\r writing oY ten began abruptly and usual\y
\ended in the same manner. Of course a certain amount of
variation existed among the children's writing and a few'of
the_chﬂdren appeared to- have a sense of how to begin a
st‘ary. One child* began several of her storiés with 'one time'
and immediately procesded to relate the events. The majority
of the children retated the events without ‘'one time'.

Another point noted in the children's writings was
that. very often the title was not completely suitable for the

" particular story, ‘as can be seen in the.following example.

Christmas

1 1loik to go saenu
and I Toik’ to go senowa

waei my little bowae . B
and we make a saowmaie t

and we make a saoe hauen . o e
and Christmas {t fun. . .

Jan. 10\ 1984 .

(Child's Wersion) .

Christmas
I like to go skating. .
And I like to go skating
with my Tittle brother.
And we make a snowman.
And we make a smowhouse.
And Christmas is fun. .

Jan. 10, 1984
(Scribe's Version)

L ]

Only the very last line refers to Christmas. The rest of the

LSstory relates to outdoor activities, 'skating', 'making a

.snowman and ‘a snowhouse'. - The child probably did these

! -




activities dur‘ing the Christmas holidays, and is associating
the activities w\'tl; the thought of Christmas. However,
Christmas itself is not discussed. 3

In another example the same type of tendency can be

rECOganEd.

My Party 5
One time 1 had a party at my
tarty all oue my frns wr thar
and one frred wos Joenlen o
Dolbn, and my coznd Alozn
Powr.. And Wadr Terry, and Recy Terry,

too.
Nov. 28, 1983 °
(Child's Version)
My Party /
: One time 1 had a party. Atmy .

party all of my friends were there. ) H
And one friend was Joelene Dalton,

And nmy cousin Allison Power, and

Wandy Terry and Ricky Terry too.

Hov. 28, 1983
(Scribe's.Version)
The story focuses on naming the people who were at

the p?rty rather than the‘party jtself. ‘The writer has told
us nothing about the party. Was it a birthday party? MWas
there’ a cake? MWere therev presents? Was it a joyful party?
These are some of the things the cﬁi]d was not cunéern‘ed with.
This lack of concern-for detail and for unity seened to be

reflectivé of the children's writing ac&hag particular time.
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Highlights of Children's !riting'Prior to the Study

In the early stages of writing the children were
lacking confidence in their own ability to write. - They were
‘spelling conscious'. They relied heavily on their basal
readers for content and vocabulary for their writing. As the
children gained confidence in their ability to use develop-
‘mental\spelling they bedan to write about their own -
experiences but’ their vucabular; was éxtremel‘y limited. They
répﬁated words and phrases typical of their basal readers.
Sty'iistic features such as 'too' as a 't'erminsl marker and
‘the end' were used almost exclusively by thel\childrﬂen‘ The
writings were egocentric in nature. They :onsis‘ted chiefly
of a cataloguing of events. Very few descriptive words were
nsed.’ Sensory words were non-existent. Simple sentencés and
simple verbs were common. Although names of characters were
used and dialogue was present, no real development of
characterization or dialogue was evident. With the exception
of love, emotion was missing from the written samples. The

children mostly stated facts without making personal comments.

- Originality was not reflected in the writings. The children's

concept of story was not concerned with a sense of conflict
and solution. Neither was it concerned with having a G
beginning, a m’iddle and an ending. Prior.to the commencement
of this study, many of the children were still producing a
few Hneg only. Some of those who brnduced more were

repeating ideas. '



evidenced in this child's writing.

80

Although the children's writings may appear to be
lacking in mny’ qnllitie‘s. an important step had occurreds B
The children had begun to use developmental spelling to
express inee?‘igém Many of them looked forward to the

time of day when they had the opportunity to write as is

My seores

I love my seores and I fael
lioc reoing there seores in my N
“seores book yes I do. Sometors T
I dor reort there seres oer
one. Oh I fouegot I love
“reing a sear.
Jan. 13, 1984
(Childhs Version) *

My. Stories ~ N

1 love my stories and 1 feel like
writing three stories in my story
book. Yes, I do. Sometimes I do
write three stories, or one.
Oh, 1 forgot, I love writing
a story. o

Jan. 13, 1984

(Scribe's Version)

:

Background to Analysis of Fairy Tales

When fairy tales, as listed in Appendix A, were
pres?nted to vthe children, they received the;n with much
eagerness and anticipation. They Tistened attentively ant.
responded appropriately. They laughed with tht-heértedness
at the humor and exaggeration of Henny Penny. _They joined in
the chant.of such 1ines as, 'Then I'll huff and I'11 puff, and

\ .
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I'11 blow your house in', and they showed their anxiousness
as the suspense of the more complicated plots unfolded. They
also showed their relief at the outcome of the stories by

smiles of satisfaction and-joy. Sometimes when the action

“and excitement of the starywﬂdlng as in the encounter

between Red Riding Hood and the wolf, where Red Riding Hood
comment.ea on the wolf's 'big teeth', some :M]dr;en would
appear to hold their breath in anticipation of what was to
follow. Other children could contain the suspense no longer
and would reassure themselves by saying, "The woodman is going

to come, or "She'll get away.", or other expressions of a

‘similar nature. Chil_dren often made predictions about how

certain events of thé story would proceed. As they became
familiar with the sequential and repetitious nature of these
tales, they usually predicted what the outcome would be. The
fact that the children were making predictions and in many '
instances, making them:correctly, indicated their growing
sense of story. :
We began our introduction to 1istening to fairy tales
with the kind that are considered to be the simplest - the
cumulative tales. The children appeared to enjoy the minim‘:m
plot and maximum rhythm of these tales. They particu]arly
enjoyed the building of the action in The 01d Woman and her
Pig an& the retracing of that action as tHe story was )
brought to its concIus‘Iu'n. When'these simple cumulative
tales had been experienced, other.cumulative tales that were '
still repetitious and sequential but which :qntained‘ well
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rounded plots were introduced. The children appeared to
enjoy the action of the three Billy Goats as they
building suspense as the three bears came trudging home
from the forest. They were delighted when Red Riding Hood
was rescued from the big bad wolf, and when clever Mother
Goat successfully retrieved her sev‘en little kids from the
wolf's Ttomach.

The cunulative -tales w’ere followed by tales off magic.
These were rgceived with no less anticipation and joy. Each
day, after the story had been read to the children, they
always asked if they could act it out. When they @id so, it
was evident from the words and expressions used, that their
vocabulary was becoming richer as a result of listening to
literature. It was rewarding to share in the joy that the
children experienced. as™ they 'Iis‘tened t§ and enacted these
stories. X

When the chi]dmﬂ were asked to create their own falry

tales, many though not all, were quite eager to do so. The

few who were reluctant to try were the one or two children

who found Tt difficult to settle down to any type of activity.
However, as 'the others began to share'their stories with the °
class, thase who had been less reluctint began to create their
own fairy tales as well. A great deal of variation existed .-
in the samplés produced by the childien but by the end of the

fourth week of both listening to fairy tales, and ovrit‘lng
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their own, each child had experienced tremendous growth.
In order to assess that growth, the stories were examine.d
in light of the established criteria of chapter three.
1. Does it employ traditional beginning and ending?
2. Does it make use of past tense?
3. Does it dnclude repetition?
In addition to these three features, other factors were also
noted. These factors included length and céntent of the
story. 'Then the stories were examined for writer technique
and literary conventions as was also outlined in chapter three.
Some of t{le criteria were combined wherever possible in order
to avoid'unnecessary repetition. -
During the course of the twelve wéek,study,
appruxﬂ'v\ateiy twelve hundred written language samp]es'were
obtained from the children. While all of these ‘samples have

been examined in detail, it is not ¢onsidered necessary to

* comment upon each one individually since the nature of the

study pertal’ns' to the writing growth of a grade one class in
general rather than that of each pérticu]ar child. Where .+
appropriate, representative samples of writing v:il] be given,
in order to present as complete a picture as possible. The
written language samples Will appear first in the child's
version and then in the scribe's version. The child's
version will be a reproduction of the child's story, written
with the same spelling, same punctuatiqn, capitalization,

grammar and same sentence structure as the child produced it.
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The scribe's version will be an exact translation of the
story as it was read by the child to the teacher. The
grammar .and grawmatica]‘ construction of the sentences of the
scribe's version will remain exactly as the child has

1 translated them, while spelling and punctllation will be
%ormalized in order to enhance clarity for the reader. An

analysis of the fai'ry tales will now be presented.

Use of Traditional- Beginning and Ending

The children appeared to have no difficulty in using
the traditional 'Once upon a time' fairy tale beginning. Al]
of the fairy tales without exception began in that manner.

In the beginning a few of the children started with 'Once

upon a time '1'_ was!'. By the end of the fourth week of writing

fairy tales, all children were writing 'Once upon a time there
was'. The use of this formal beginning appeared to allow the
children _the opportunity to gain ‘a certain distance from self -
and to allow them to create a story that was concerned with
Events‘ other than.self. The children's writing was no longer
of an egocentri‘c nature. They were ip‘deed producing fairy

tales, as the following example +illustrates.

The Tine Tiee man

¥ Once upon a tfne tear wos a .
tine tiee man hoo Tive in a thene' i
tear hous with tine tiee pocdods. He
had a tine tiee cat and a tine
tiee-dog. Ho cot a rat. ‘Ho hats the
cat he eat it's mother rat.. One day
the:tine tiee man put his tine tiee
sosa and tok a waok wn he was
waoking he sow a fihs sand




and he tok.one. Wn he got hon

he wos tiea so he pot the fihs in
the dihs and his dog with wit him
ta with to.slip th ta wor wacna
by a nis it said give me my fihs
the man was fita so he poled the.
pilo drown oue his had and it

said give me my fihs and he o -
said tik i it wis the cat. . :
Feb. 8, 1984

The Teeny Tiny Man : i

Once upon a time there was a teeny
tiny man who Tived in a tee Co
tiny house, with teeny tiny po]kadats.
He had a teeny tiny- cat and a . 5
teeny tiny dog, who caught .a rat;
who hates the cat. He ate. its
mother rat., One day the teeny tiny man
put on his teeny tiny. shoes and took
a walk. When he was walking he saw
a fish stand and he took one. .
When he got home he was tired so g, "
he put the fish in the dish, and |
his dog went with him. They went to, !
sleep. Then they were wakened by h
a noise. It said, "Give me my ;
fish". The man was frightened,
so he pulled the-pillow down over

__—" his head. And it said, "Give me
my fish”. And he said, "Take it!"
It was the cat.

Feb. 8, 1984

, One child's work was an exc}ption to this. Her
writ;.‘lng showed a great deal of fnconsistency.. While at
times her stories were completely ¥emoved from self, often
*they focused on ;elf and family. The following story
“illustrates how she began with 'Once upon a time' and
introduced her ch’ar‘acters as fictional, but soon spoke of
thém as 'T', 'mom' and ‘dad’. " i



N Awtn-and two Chis

Once upon a time threre was ¥
two chisown hat a mother, and
a father One nath I net-a
cat and a dog I woth
to chinu the cat. And dog
got I chin so I got the cat .
and dog to soc my.mom and Dad.
-~ and my mom and Dad told me p / 4
1 cand cathing the cat and Dog..
and I saven the 1 loo the cat.,
and dog awat. to a house wat
~ we nata moth. and I. said to |
the cat. and Dog good bay I
wit come. and see a got. and the
cat. and Dog said good bay.

Feb. 12, 1384

A Woman and Two Children 2

Once upon a time there was . ¢

two children, who had a mother .
and a father. One night I met

acat and adog. I wanted to

keep the cat and dog but I couldn't.’ *

So I bought the cat and dog to )

show my mom and dad. And Dad 2

told me I couldn't keep the cat .

and dog, and I shouldn't. Then

I took the cat and dog away to

2 house where we met” another P

cat and dog. And I said to the cat ~

and dog, "Good-bye, I will come

and see you again." And the .

cat and dog said good bye. - a

Feb. 12, 1984

As is obvious from the above story, this particular

child was still very much concerned witﬁ her own egocentric
oy 3 : A

. worid. herself, her mom and dad and her pets, but it was
probably the only wpﬂd; she knew. Although the cbii'lddhad
/'/rgceived exﬁosure to 11 terature, she‘was still at a point
in her writing where she tended to Focus mainly on self.




In the.majority of the childred's cumuiative tales,
the ending usually followed the_traditional manner.’ For
"example, in the stories that contained the ‘runaway'. theme -
*as in the gingerbread Boys ‘}\e runaway which.was nearly ‘always - i
.some item of food,'was usu%ﬂy, \‘.houg -not always, caught
and consumed. ' These stories usuaﬂy ended abruptly as did -
5 . the origina] verslons Examples of some of the 'children's _;
em!\ngs were as fnllows“

He sate ip .50 cos to the
bere He. dotp him drwn.

(He stepped un s0 close tn the bear,
he gulped him down. v

1 wat to gﬂlay you - e
and he did PR

“ R ] ’ (1 want-to gnbh\e you ‘up,
-And he did.)

- ‘One fer and ‘a sne The
v, - cow wis ger.

(One flip and snap!. The T
COW was gn ne.) N B

It was qulte evident frnm some of the examp1es that

" s, . the children considered this type of ending to be a pruper

one for their charactar. as sta ements of enJoymel\t were.
““ included in the endings. ! ~

In-ten sas he Jac ‘the 2 %
mnk "Mmmm' he said it was goud. & -

(In ten seconds he drank the . + 3
milk. "Mmmm," he said. "It was good.") G

The gingerbreadman wosant looking and.
Ll the focs gobld hem up delehos.

(The Gingerbread Man wasn't looking, and the
“fox gobbled him up. "DEHciouSI"g

b ¢ § . B
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“A similar trace.of humor was also’indicated.by other

] example.

Another child revealed a sense of humor when her

Tunaway character, a delicious Julcy strawberry, Wy -,

swallowed by a bear. She wrote: i

“#in one sap the strawbre was
gon the strawbre said "ho trn off .
the lats".

(In one snap the strawberry was
one. . The strawberry said, “"Who
turned off the lights?")

children's conclusions’

» .3 the duck ate the mupe. dayre
" o

owr store

(The duck ate the mop. There .
can't be ne more story.) .- e

Yes said the pig get on'my snt e w
then gaop thet was Lhe end o %, R,
.

of thet stry. 3 ©
{"fes,” said the pig: "Get on:my smout.®

Then, "Gulp!" That was the end
of that story.) o] . .

Other children had their runaway characters escape

AY 2
and 1ive happily ever after, as is indicated in the following

“l,can run a wane for you yes S
1 can and the tanew run a.wanen
and the -tanew linew hane a new
anwie. -

(I -can run away from you." Yes I
can. And the chocolate ran away

o5 and the chocolate Tived happily
ever after.)

:




When the children wrote stories that consisted of

4 more complex plot, they ilniys had these stories end on - /

a happy note as is charalctefistic of the fairy tale. : One
0 story wifl be presented to‘illustrate this.

t ! The to Bear and Tear mother ! .
I L © *Once upon a time tear liye to . . T
! : Babby Bears and tear Mother - )
and the two Babby Bears want’
i to go up-the hill to get fat
~et ’ so- they asked tear mother and tear
| S mother said yes and of f the chen
'; went and the gartd began % .
3 to mofroa and tear Mother came Vs
! out to safa them. They had
2 Happy evevyr 1iting liong. N

2 ! - - "Feb. 16, 1984

The Two Bears and their Mother

Once upon a time there live two
% . baby_bears and their mother. And the
two baby bears want to:go up. d -~
the hill to get fat so they . + P S 2
I asked their mother. And their mother 4 o '
said yes.. And off the children went. b ;
And the ground began to move.
And their mother came out to
save them. They had a happy
ever lasting long life.

& Feb. 16, 1984 .

- ; Even though the middle and dnding ‘were not fully
developed in the above story, the child indicated that [the
Mother Bear solved the problem. She rescued her babies from

the moving ground. Of course the child did not tell us how

the bear accomplished this. But the child was aware that

fairy tales had a happy ending since she concluded with .
‘they had a happy ever lasting long life'. ' 5 §
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The words 'lived haf;pny ever after', appeared at
the end of the majority of the stories. A few nxlnﬁ!es

will be sufficient to {llustrate this.s
Thn one brit erle mrning the spill
brok the u|sh die he lvd. hapl_y aur afr.

(Then-one- h 1ght early morning the spell 5
* broke. T tch'died. He live &
happily e 9 after.)

¢ Bag! Bom!! the net wos drown.
tn tawnt in the and put- in the s!v. 3 »
And ta“Tived -hale evr aftr. . |

(Bang! Boom! The net was drawn. Then
| .. they went in the house and put the witch
o T in the)xove. And they Tlived hapmly 3
ever after.

The children's writing -indicated that they were aware -

of the concept of good and evil in fairy tales, and that the
principal :haracter always fared well at the end, while the
bad character experienced a Htting reward. . The following

story/is representative of the way in which the children dealt

with this :once’pt.

' . Theory and the ra
" Once uppon a time thir was " $
three 1ittle with rapits and a '
Big! big! big! big! bad Grny uorf

Wou had efsys as big as a lake R N

he tryde to stopy on the brek
house a man sotie him
they Tive happy ave

¢ Feb. 17, 1984




" appears to be satisfied that ‘the good and bad characters have

The WolF ‘and the Rabbits

X Once upon a time there was three
& 1ittle white rabbits and a big! big! . *
. big! big! bad grey wolf, who'had

eyes as big as a lake. Suddenly, »
a big bang shook the forest. It
was the wolfl The first rabbit
_made his house out of hay. The .
wolf. stepped on the house. He . B
stepped on the stick house. He . y
tried to step on the. brick house. e we
A_man shot him. They lived 2 ¥ J b
happily ever after. 8

' Although the child has surteg‘ with an exceﬂen’tr
beginning to his story, the middle and ending pre not quite
developed. However, he has the good characters 'three little
white rabbits' live happily ever after, while the big bad
grey wolf is shot. The cr_mu does not appear to be too 3
concerned with the details of how he was shot. But-he does
mention that he was shot by a man. At this point the child b

received th=1r Just reuirds without golng into l lot of d:
In :ouparison to the pnrsonml stnrles. the beglnvﬂng

and ending of the fliry tales showed-a definite 1lprnvenent.. .

The personal stories ofén began at the middle, with the

assumption: that the audience knew what had gone before. The

story that follows will serve to illustrate this point.

Christmas

We ‘patod a Christmas
teau up and we patod
draeourdsub aeno the
Christmas teau and my. d. . / Py
loneaed me up to powoea tha w A el
- aeofho up toaeu aeno the s g
Christmas teau. A

Dec. 14, 1983




|-
|
i
!

' Christmas o : !
We put a Christmas tree up.
And we put -decorations b i
. on the Christmas tree.- And ol 3 g -
my dad Tifted me up to ik .
put the angel up'on top ¥ Tt
of the Christmas tree. .
’ Deéc. 14, 1984
W

The fact that ing children were using.a formal *

" beginning in their fairy tales strongly-suggests the - |

influence of literature on their:writing. The.formal,
beginning of the Fairy tales helped the children fo
introduce.the stories. Whereas, the personal- stories often -

seemed‘te end M the middle af nowhere, or they ended when

the end of .the page had been ‘reached, vmecher a partlcular

. sentence was completed or not, the fairy tales nad a definite

conclusion. .The problem which had’ been-presented in the
‘story had ‘been solved, and the formal ending."”ved happily.
ever after', in’'the majority of the samples, blended nicely
with the rest of the story.

A.second. feature noted in the children's fairy tales .

was. the use of past tense, which will now be considered.

Past ansu

An analysis of the :‘hildren's fairy tales reveals that
the stories contained the qse‘of past tense for the descr’iptive

parts but this was not used consistently. In some stories the

chi'l«‘iren.used present. tense instead of vas‘t tense. In the

majority of the cases though, past tense was employed for the




descriptive parts, while dialogue was written in present.

tense.’ The majority of the writers were able to use both

.description and diavlague‘ The val;ﬂity to switch back and

forth from one tense to.another or from descriptidn to ! i
direct dialogue. indicates that the children have a certain

A N feeHng for the way language works. It implies that the "1 »
children avre aware that there is one kiy\d of languagefor by

I ‘. “reporting an event and arother kind for dialogue.

The analysis of the type of verbs and verb tenses
i o " lused in the children’s fairy tales indfdates that, overall, . -
there -was a grud‘.u:n inérease in the‘us‘e af'sc‘ronq vignru}usvy g
verbs., Savern exampus w111 be g1s"en in o;der to‘

. demonstrate the chﬂdren § devehpment towards. a more precise

S and effective use of verbs. + H R .
) In the story The Wolf and the Rabbh:s. the child i

wrote: 'Suddenly a‘'big bang shook the fures\t. I’ was._ the

~Wolf:'  The word ‘shook' seems to emphasize the ‘Powerfulness L

g of that dreaded craatu?é. the wolf. The word 'strugg_1ed', in
the sentence, 'He strilggled and at last he K1led him’,
| ) indicates that the defeat had ot been'an easy one. The word,

B 4 - 'tumb]ed', in the senten:e. 'Tha cow tumbled over', gives us

a much clearer picture than {f the child had ;nsed 'The cow
fell over'. In the sentence, 'The witch sneaked down', the

“word ‘sneaked' gives us a vivid picture of how the witch went.

An—example of oné child's ?rrﬁt1vrumfa"v1‘gmwn€10r‘*‘%7%
word is displayed in the o1Towing. |
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=" bam bi the old wolf came
and he prand on the door

(By and by the old wolf came
. and he pounded on the door.)

The child's selection of‘ the word .'pounded’ is a good .
.one. It suggests a loudness and rapidity of action. We can
" almost see the wolf in action as he-tries desperately to get
into the house. -.Once again we can almost visualize the
‘picture when'd child w(teé éhe following: -
; “Once upon @ time it was

to
Tittle soll and tay hoop'ng 'l
a-lon the pad. . " i, 1

+(Once ‘upon:a time it was two e ._'
Tittle squirrels and they were L B
hopplng along ‘the path.)

The word  'hopping' ‘gives a ceruin precisanESs of hnu‘

the squirrels went. Of course if she hnd included the words

-~ ‘'cautiously', 'slowly' or 'quickly' the picture would have

been more effective, but as it is, it indicates the child's
development towards exactness of verb chofce. Another exnple'
which follows this developmental trend for precise action
words is seen in the sentence. )

the J(nt pat up %

(The giant popped up)
The uord "popped’ allows ‘us to see that the action of -the
‘glant was qu{ck. . P *

Words such as 'ueeping' lnd 'wept' were used instead
i

of ‘cry' The_words; ‘nibhled', ‘gobbled' and tguiped® 2

used in_stu-d of 'ate', The ;gords ‘grabbed", ‘tossed',
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were contained in the children's writing.

’ vigorous verbs’ in their writing suggests a transfer frmr; the

v 3 54 \ 95
: E o

'disappeared', ‘skipped’ and 'sprang'. are other words that

Both present and past tense of verbs 'were employed

| by the children.  This fndicates their ability to manipulate

language to a certain degree. Another point noted, when
assessing the type of.verbs used, was that some children

made overgeneralizations. For ‘example, the word 'ran' was
represented by ‘runned'; ‘fighted' was used for 'F_ight'_:
'seed" for 'saw', and 'hided' for hid'. The inclination . to
produce words such as these examples ind‘lcates that somehow | -
the children have learned that-the past tense of regular
verbs ends in 'ed' so they add 'ed' to irregular as well as‘

regular verbs. N i

literature that was being read to them daily. Their writing
.

was expressing a certain vividness. This vividness was

appearing in the selection of verbs they used is well as ii

‘their rich visual descriptions. -

p i
A.third feature that was noted in the children's fairy. o

tales was the use of revetivti:)n. T}Hs feature will be
discussed under ‘the €u11cw[hg§ topic. -

Repetition.. - y ..

It was quite-evident from analyzing the writing, that
the children considered repetition to be an essential
fe;turz of fairy tales sinée it appeared so w1dé1y dn their

!
-
/RS

The fact that the children were beginning to use more .

i
!
o}
]
-
i
]
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stories.  The inclusion of this feature, however, was not

an_instantaneous accomplishment for every child as this early

sample reveals. s e
0 ‘ T
- A Anerwemest B
G Wrne uprere a thres Jliva a -

gner and she .hrma ctarn and

- she marb-a Jian rne ‘and she

. gnres .Hnn‘grne n the gsrna
nei e Jian-grne was
rneui hne | they eat the

reb.‘a‘ 1984 -

A’Penguin [

* Once upon/ a time there Hved

a pmguh\ And she had children.

‘And she made a:Gingergirl -cake.

And 'she. put the Gingergirl. cak

in the pan.’'. Then the Gingergirl

was running-away but they eat

the Gingergirl.

Feb. 8, 1984 ;
s

The sample from another ‘child written within. the sime
week reveals a ngnt 1ndicat|on that repet't(on was beginnhu;

‘to emerge.
~ \
Oeos‘a upin. a tim Tived

a little oled womn. One day
she went ofer to:the facs

to get a clas off melk.

The meTk-jumped up aot ouf

the facs and ran'a way

the 1ittle oled womn sald come .
Bac here.” No.no no said the
melk. ‘and he ran a: way 7

The melk. T

' Feb. 6,-1984




“The word ‘fio' is repeated by the milk, three times.. This

“ranaway'. The rép:tit‘(nn of. the word ‘nq' i4 an indication ..

. times only, as’'the following story indicates.

Once upon 2 time there lived =
a little old woman. One day she \
went over to the fridge to get a

glass of milk. - The:milk jumped

up out of the fridge and ran.away.

The little old woman said, "Come '[
back, here." "o, no, no!" said %
the milk. And he ran away. /
The milk. = i

| Feb. 5, 1584

emphasizes that the milk was determined to have 0_\(5 own way.

The child's final sentence seems'to confirm this, 'And he

§
that the chﬂd 4's employing r.hjs future as a meins of | i : }
br1ng1ng amphasls to her story., il B - L & | z

In the very earliest attempts to prpduce 2 cumulative i
tale in which repetition of events .was notey, ‘the repeated

adven tures of the runaway character occurred two or three

A hebgr > . .
Oecn abaon 2 tam 2 man was 3 .

faring a hebgr ‘wan the man was - :
going to the fatraem. the .hebgr : 3=
t N oLt

eat you up. 1 runed-awae -

fam-a'man I can run

a way fam you to I can ’ [/

he met a pig. the pig iy A -

said to him come wat me | 5 W
the hebgr said no. you our| S ® -
going to -eat me the pig .| | ined : A
got the hebgr and-he saiq et b p TR ey

it' was baelsis. ' . e g o
7, 1984 ; '




“A Hawmburger

Once upon a timé& a man was
frying a hamburger. When the man was
going to. the front room the hamb®rger -
runned away. And he met a boy. %
The boy said "Let me eat you up. ¥, ¥l G .
I runned away from a man.. I can W
run away- from you too. "I can."
He met a pig. The E(g said to
« him, "Come with me. The hamburger

'said, "No you are going to eatme."

i The . pig got the hamburger.and . g 3 ]
i it he said it was delicious,
Fep. 7, 1984 5 S [

R ! The hnburger ‘In the above story had escand frofa "
3 ; I man and 2 boy before it ‘was captured by the pig. Although the s -
J child could have added more details and more adventures for - N
e his character, his story indicates that he is employing the
§ - featire of repetition, in-a limited way. :
. ,’ ‘ As- the children grew accustomed to hearing the :
i repetition im the tales read to them, the feature of»repet!t_h:m 3
_in their own writing 1»creiséd also. Some children handled the
sequenfia] repetitious patterns, of their stories very.well.
% They were able to repeat an exact series of characters ,each s
time as a new one was added to- ghe 1ist. The folloving
example taken from & child's story illustrates n(ﬁs.
1 ran ayway fom a little old s
man, a fog a dog a fox a pig
and I can run ayway fom you to.- .
e e © Theri he met a be S
(I.ranaway from a Htt\e old
man, a frog, a dog, a fox, a pig
— and I can run away from you. too. .
. Then he met a bear.

& < ;



% that the child wanted to emphas1ze the a]dness‘of the | man aud _",_

‘99
i

_Other children who. appeared to be quite awafe that -

ra,&etin‘on is an esséntial festure of fam} tales, L inven ted

One chi'ld wrotel the fDl'Iown\g.

-He ran’ away- frnn the uomne .
and he-wos ripting! I can i
ron away from, .oand a plg

o ate hime . '

(He ran.away from .the woman .
and -he was; repéating, "I can B

“.run away from youl" And a :
plg atehim,) .

Another chﬂ'd dedlt with' the problen”in the fnf1ow14§9 mamnner

. The'Cow’sigd Shhh and = . : )

agon-he said shhhhhh-and he gl
—sald it six tams. ;

) (The Cowsaid "Shhh1" .° o
“And-.again -he said. "Shhhhh!*.
And he said it six times.)
In still another-child's writing w
me my biat. 10 tins. )

ind, 'And it said give

&)

(And it said give me ny bone 5
ten EINES . . ;
In'some of the stor1es, single words. alone were o)

repeated for emphasis and efféc

: The words, 'o1d‘.and 'long'

- |
in the phrases ‘old, old man', and 'long, 1ung‘wa1 k' indicate

the Tength of the walk. Another child tries to emphasize her
concept of time wh&n she repeats the word ‘never' four

i consecutive Hmes in lthe following senten‘ce.




and| the wif v{aur. Naur, naur, ;
4 Z naur ‘blow. the hws down. L !

(And the wolf never, Rever, never,
. never blew the house dowri.

ot 1a If we refer back to the story The Wolf and the Rabbits, we &
will notice an example of another child's attempt to repeat , ,

N * . a sindle word for effect. 1In the sentence, 'Big! big! big

< big bad-grey wolf who had eyes as big as a lake', ‘the child

> has repeated the.word 'big' four consecutive times. He is

prnnahu} amphasizing-that this creature, the wolf, was no
nrdina'ﬁ trifle to deal with.. 'Noticev also his effective use
of detail and simile.” Itis not just a big wolf but the

word$ 'grey' and 'bad' are included as well. The phrase 'eyes

as big as a lake', further emphasize the powerfulness of this
5 7 ¥

.+ animal. .
The following story further illustrates that the use _ , -

of repetition was being employed by the children.

oL A ter-terr with .
N Once upon a time der-ler a 5
i - _ter-ter with her ler in a ter-terr .
F Wt e ‘cer. One little ter-terr Day the*
— 2 ter-terr fiton per-on the tin-terr
. cor and. wer to the fer-terr "
mermit and ber a tin-tiir pig ;
The tin-tne pig wer jump oners . ~
e N " the sro. The ter-terr.-witn fer
and mek a ser ser ser be pi
“a ! ' der the ser derr. the ter-tie wer
wer a bet and mer a fer 3
H % . - fer fer ber ser ser on de pig . - .
i B fet der ser ssr de pig pid »
. jump oest se and the ter tir
i win got her der nerr.




A Teeny-Tifly Woman
Once upon a time there’lived a

. teeny tiny woman who lived in a
teeny tiny cottage.. One little 3
teeny tiny day the teeny .tiny

+  woman put-on her teeny tiny
* coat and went to the teeny
txny market "and bought a teEny tiny
pig. The teeny tiny pig would not
' Jjump over the stile. ' The .teeny tiny
i. - woman went a bit farther and she
| met a stick. "Stick, stick, beat pig"

. The stick didn't. The teeny.tiny %
woman went a-bit farther and :she 3
met a fire. "Fire, fire burn stick.
Stick won't beat pig." Fire burned
stick. And the pig jumped over the
stile and the” teeny tiny woman,
got Home that night.

s The child has borrowéed frum two sturies, The TE‘?"Z
Tiny Woman, and The O1d Woman and'her Pig, and ‘has triedto

create his-own story but the result is mainly & combmatmn,
of both stories, with a lot of detail omitted: The story
serves to indicate ithe child's growing awareness that repetition

is an important element of fairy ‘talés. He has repeated the

- ‘Words 'teeny-tiny' to describe the woman.and several of the

events surrounding her. He has also repeated the refusal of

the pig and the fire to co-operate. with the ,teeny tiny woman
and finally he has repeated the action

s he retraced the

“events of the story. Flnal'ly, the teeny tlny woman is back

home “from where the ac:\an of the story: beganA : . i
Many of, the stories, as was ev‘ldenced in the precedmg
example included repetition of both words and event_s. If we !

refer back to The Teeny Tiny Man, we will notice that the




child has used ‘the repetition of the words ‘teeny-tiny' and
she has also Fepeated the voice calling, 'Give me'my Fish.'
_ The child is using repetition to create the plot of her story
Althoigh the story is a variation of The Teeny Tiny Woman,
the story read to the class, “the events of both stories-are
d1fferent. , 4
In another sample which deals.with the adventufes' of /
‘a runaway hotdog, a child.wrote: L t Lo

Once upon a time ten little mens
was fring ten little hotdogs.

. (Once upon a time ten little mens
was frymg ten 1ittle hotdogs. )

She then prpceedeq to give the repefitious adventures of.the
ten hot dogs until- finally they were swallowed in 'three qulps”.
As was mentioned previously most of the children's

fairy tales were either retellings or Varjations of the

‘stories they had heard ijclass. In‘all of these stories, a

growing sense of repetition'was indicated. When the children
*tried to write tales of magic, the tal_es that were retellings
or variations contained-a lot of repetition. For éxample;.
one child produced a-variation' of Rumglesiilkskiﬁ. In her

story, the poor girl was locked into-a large room of the»-/

palace where she was'expected to turn paper into diamonds. As

in cn; original story, a magic creature, in this case a fairy,
appeared three times and came to the rescue of the 'girl.

Most of th; stories indicated that the children were|’ -

successfully using the feature of repetition in their stories
1
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Another factor that has already been hinted at to
some degree, but which deserves attention.in greater detail

is the content of the children's stories.
Content N
A popular theme among the children's writings -was the
‘runaway' theme. Some children wrote several stories with

the same theme. For one child the majority of her stories

: révolvgd around this part(cular‘cheme.- These stories were

accepted, for it was felt that any rejection of the child’'s
story by the teacher may, at this point, be considered by
the child to be a personal rejection, and may have prevenfed
the child from writing stories at all. . Other children
included different themes but occi{'{o‘na\ly they returned to.®
-the runaway theme. Those who did this ‘always wrote a more
developed story which contained more repetition than their
_:av:ligr attempts. When the children wrote tales of magic,’
once again many retellings and variations occurred. In ghe

stories that they generated on their own, that is in the

—~stories that were developed-from.their own ideas and

knowledge, the concepts of ‘good and evil were u;uahy
-'_portrayed. The stories usually 1nvulv‘ed prh;ceg, ?princesses,
kings, queens, witches, golden castles and elements of magi‘c.
Many of the stories involved-a vﬂ"tch casting a spell on a

prince or princess, and then one of the good characters

breaking the magic spell, and destroying the evil witch. The f-

good characters were married and lived ‘happily ever after. 1
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Origv(nalitz g

Although.the children's stories consisted largely
of retellings and variations of the stories read to them, a
great deal of originality was manifested in th;ir ;«Mch;g.

" 1f we refer ahead to the story The Bad King, ‘we will nqtlce.
that the story is reflective of’ Rumplestiltskin, byt the
characters and events are different. The little man turns
straw into knights. When enough knights are 'crea»ée.d they
begin war and destroy one ann‘tl\zr.

_r_ In The Teeny Tiny Man, ‘the child invents a new twist
to the plot. A man brings home a fish, and during the night
a cat comes to claim it.

Many of the stories have changed titles, characters .
and events from the original versions. A1l of this indicates
that as a result of being exposed to.literature the {

children's or(ginaliéy was beginning to blossom.

Coherence

Some of the children's samp]es were lacking 1n *

coherence. In-the example that foHnws the writer assumes

' audi‘en:e knowledge. She assumes that the reader knows the
’ background oi the story she is writifg; therefore, she omits

certain essential detaHs.
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Y A Wid Woman and man

Once upon a time there was ¥

a wld woman. and she said Im '
“not ging. and she said aing Im -

not going. and she was a

old woman.. ‘and she dongve

anvec the witheryv, And the

wth Tivec the man’ in the chin

the mam put the with in the

thing. and the man livend

nothen happying. Y

_Feb. 21, 1984

*A"01d Woman and Man s it

Once.upon a ‘time there was a
old woman. And she said, "I'm not

. ~gn1ng" And she said again, "I'm not
going".,. And she was a old woman. .
And she died after the wedding. . s

And the witch locked the man in
the cage. The man put the :
witch in the oven. And the man_
Hved happily ever after.

Feb. 21, 1984

5 Actua}]y this story was written by the same c?;i!d who
wrote A Woman and Tvlw Children. The child is still
experiencing difficulty in separating se\% from the story.
She is writing abw_t the death of her great grandmother which '
had occurred a few,days prior to .the writing nf this story. l
The sentences. 'I'm fiot going. I'mnot gn!ng », refer to-the !
grandmother s refusal to go'to-the hospital The -wedding
She refers to 1s her aunt's weddtng. The child révenled
these things to the investigator when she'discusséd her
story.  In the Final part of her story we see gHmpses of

Hansel and Gretel. The man putting the wltch in the oven is

i
|
|
i
|
|
|

£ =
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nn. echo from that story. The child's story lacks coherence.
Perhaps it is because she is so close to these events in her
life that she just assumes everyone else knows about them as
well.

’ Probably the most common type of incoherence found
in the children's fairy tales was the omission of certain
wordsy. as in the|following example: v

" One. day the two blgs for a
wnt icrcios the Breg.

‘(One day the two Billies went for
a walk across the bridge.)

The child, in his version, has omitted the word ‘went!." It
seems that in his haste to relate the episode, the child
forgot to include certain words that would have added to éhe
clarity of the sentence. This same se»nse‘ of urgency and
excitement on the part of the writer to express his ideas is

perhaps the reason why some stories omitted entire sentences

as the following sample from a child's story indicates.

The Bird with The gan frs . B

Once upon a time there was a

prssasaas and a king not farar

a way there was a farmer

he had one san one day.the old

san went -to the prssasaas and .
said here is some appls for the
prssasas to see if it will work.

it worked---

Feb. 28, 1984
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The 'Bird with The Golden Feathers

Once upon a time there was

a princess and a king. Not far away
there was a' farmer. He had one sen.

One day the old son-went to the -
princess and said, "Here is some

apples for the princess, to see if

it will work.” It worked--- -

Feb. 28, 1984

In the story the child has failed to explain what
plan the son is trying to execute and v;hy; as a result his
story lacks :oner;nce. )

Even théugﬁ a certain amount. of incoherence was noted
in the children's fairy tales, the majority of the children

wrote a coherent story. The titles of the stories, even
thhugh they may be considered:to be weak, were on the whole

related to the stories. AIthougﬁ some children failed to
develop the middle or ending of their stories, it was fairly
.evident that they had gained’a sense of story. The children
introduced the characters, presented a problem and then

. gttemptgd to resolve that problem, as the following %tp(y

Jindicates. -

The bad King

Once upon a time there was a little
poor miller One day the king was
riteding a loge on hes horuse an .
Blake as nithe the miller saed 4
.my Doter can-turn hay into kn!thes

prouf it bring her to the boi

at-six sape. Now on. with you

the king put her into a 1seg o
room of hay she wept win the

king had disapaet a Tittle man
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scip in he tour all the hay € o :
into knithe he put her in a ifun

1sager room of hay Lhe man cam -

ogoend she gafe him_ her

hersas and ring he tour them i

into nithes once aq}and ‘and . B

over two. rooms a grot

they sten fithing the king and

knithes and they 1live happly

over ovee.

Feb. 22, 1984

The Bad King
. Once upon a time there was a
“1ittle poor miller. - One day the king e
was riding along-on his horse who
was'as black as night: The miller
said, "My dayghter can -turn hay into
knights.". "Prove 'it. :Bring her ‘to
the palace at six, sharp! ' Now on
with_your" . The king put her >
into a large room of hay. She
wept. When the king had disappeared,
a little man skipped in. " He-turned
all the hay into knights.
He put her in an even larger room of
hay.. The man came again. he
gave him her necklace and ring. . He .
turned them into knights once again.
And after there were two: rows of :
guards, they started fighting - the el
king and the knights, And th
Tived happily ever after,

Feb. 22, 1984

The above story indicates-that the child was concerned

with a definite unfolding of events as he 1nc1uded many

details in the first part of his story. - The secund part of

the story is more-of a cataloguing of events. The story is
representative of the children's writfing. oIt indicatés that

although the children were concerned With-an unfolding of

events rather than a mere Eata1ogu1ng. they had not achieved




complete mastery with this particular technique. The fact

| thai the children had begun to include more detail into

l their writing was in all probability the direct result of

| their exposure to litérature since writing done prior to
‘ the beginning of this'stuﬁy was very ‘HmitedAln detail,
I'setting *
| As the children continued to listen to 1iterature
read to them, it was evident.from their stories t:.hat their
Jsensa of sett(ng hacame stronger‘ The children's cumulative
males were rather vague about sett!ng, and mnny included
such phrases as: . {
i she went to the ?ridge 3 . {
| ;he \yent to the oven

she put the cupcake on.the counter

We assume from words such as ‘fridge', 'oven' and 'counter!
that the story took plue,in'tl‘!e kitchen. From sentences
'such_as ‘popped out the door and ran away', we asfuu‘t that
the action was outdoors. And‘s!nce the runaway ;et several
aninils.'we assume once again that it was country rather than
city. Houever, the setting was rathzr vague. but then this
1s typical l]f the cumulitlve tnlesA t '
¥ As the chﬂdren Hstened to fliry tales that contained
" a more definite setting, a surprising number of thpl//stor1es

- shawed a similar trend.. From a child's version of Jack and
the Beanstalk, we find:
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He clmbd an cImb then He got
up to the thee of tar he sow
a gor wit rod He wer wer wee!
on the He got to a gern cer.

(He climbed and climbed. Then he got to
the top of the tree. There he saw L
a golden white road. He walke
and walked and walked until he got
to a golden castle.) .
Fran the ‘above segunt of a story we have a very
defhnte seltmg‘ First we have the 'tree', followed by a

'golden, white road' and finally a 'golden castle'.

-'ﬁxaylples such as the following also occurred: :'

Once upon a time tar was a daer
e

faaintdt. . On the eer sad of -
mann ther was-.a little ghrl.

(Once upon a time'there was a

deer. She had two baby deer too. ¢
\ They had a little house in the

forest. On the other side of

the mountain there was a little

girl.)

It is quite obvious that the story takes place in the forest,

since the words 'forest' and ‘other side of the mountain' are

menuonld.

Another :hﬂd writes that three foxes lived in 'an
ugly bush that had no leaves'. Other storie; contain such
setti;vgs as a 'heautif‘ul golden castle', 'the edge of a d;rk
forest', ‘a big ugly black and uh/lte dark house', ' a little
po‘lka dot house’', nr;d Yin the d e‘p woods'.




Although-many examples of definite setting were
noted, this ans}ot'mean that every child was concerned
with setting in every story. It does indicate, though, that

the majority of the children were becoming aware that a

. = definite setting Relps to"clarify the situation and make -+
the story more interesting. 5 .
; . Another growth that- appeared to be evident in the

children's fairy tales over their personal stories was the ot

development of characterization. : = S -, T8

.¥.." Characterization e 4 ‘ s
4 ' In the personal stories, the children did not'go into

. i ~
any detail in describing the ‘characters. The small amount of

; dislogue that was present in the personal stories added very
. \ 3 1tttle nsight to the characters. In the fajry tales there
is evidence that the children were concerned with making
thei‘r characters helieynbie. They accomplished this thgough
description and dialogue. Early stories produced such
character revelations as the foll\nving exa-p]es: provide:
A laing tim ago levd a X )

. tene tine womn. She was- .
o “ ' fre good. " -

s (A Tong time ago lived a g | ¥ A
. ,teeny tiny woman. She was e 5 o, =
w0 ‘very good.

Onen uit a time they was
: lyn pig he didn' hav ane
tre

. _frans. :
' (Once upon a time there was . S 3
a lonely pig. . He didn't have - 3 L i

-7 any friends.)




‘A 1ittle man and he love :
raspeing and yoegrt.

i : © (a little man, and he loved
H raspberries and yogurt.)

. We can see from these early examples that the children were
.adding detail to describe their characters. 'Stories that - ‘ )
: / % ‘were written about mid way through the section of the study l
H devoted to fairy t‘a"les contained examples such as the 7
follow‘lng' ’ fa . = A
The sart .little pig. . : %
. (The smart -1itt] p1g.)= i -

3 - 7. The precsihad blak har and her . : %
s : name was Charlene|

3  (The:princess had black hair . *
g . and her name was Charlene.) .

a buwful press. She had
butefol goldn and-sprcling eis.

(A beautiful princess.” She had-
beautiful golden ami sparkling eyes.)

thar ws a ugli ulh and he
levd in a ugle haus and he ws

H . black as nit "
: |
(There was an ugly witch, and | A
he lived in an ugly house and !
X he was black as_ night.)
i b © ' .. alittle gerl and she was lone o
2 : and har nam was Lles. -
(a 1ittle girl and she was
Tonely, and her name was Lisa.) .
) g . During the final weeks of fairy ta'les.‘ examples suchs

as the following w‘;ra being written by the children. i :

e e v



A- was a httle grll she had

Once upon.2 time ther wos a 3 4
crold croct weh.who had ice as:

big as: sosr's and rms as: little
as: a piynt on a netl. and langs as
‘soft as: a blact. and angrey as:
amoster.

(Opce upon a time there .-~ .

was a cruel crooked witch *

wha had eyes as big as. g ~

saucers and arms as little
. . as a point on a needle and

legs as soft as a blanket.

And she was as angry as a

monster.) . . ¢ A s &Y

Once upon;a time dayr . ,

i wos a rabt a the focs had . s
5 shrp getring tehe and ise as " &

© black and drc as nit § 5 b

(Once upon a’time there-

was a rabbit and a fox. The

fox had sharp glittering teeth

and eyes as black and dark

as night.)

lt “should be noted thdt these examples of character-
ization were taken from d‘lfferent samples of differ‘ent
chlldren.i,A'Ithpugh it was quite noticeable that the children
were using more descriptive words and detail to describe
their characters, usually only one‘characéer in a story was

described to any length.. For example, one éhi‘ld describes

one of her characters in the following manner:

Once upon 2 time ther .
-blue'eis ta srkilt her name & S8 i
was Krestll Krestl1 benot have g #
a-mather or a father. G "




g

(Once ‘upon a tTie there was a. %
i little girl. - She had blue ‘eyes
- ‘that sparkled. Her name was
Krystal. Krystal didn't have'a
mother or father.)

In the same story she describes the witch as follows:

ter is a_wicse. She well . ~
put a spll1 on the prnsas. .

(There is a witch. She will N s
put a spell on the princess.) N

Lt Dialogue was used more effectively in the latter

storie -4 Jhe dialogue helped to strengthen the character

‘; and. to bring immediacy to the situation. An example taken

from-a ch11d s vanatinn of Rumg]estﬂtskm illustrates th1s._ :

\

Se fal aselp the nixt morning 1\ . .
' se woc up.. .Wooa! It's so - - )
| —Butf. the will oHe fe1l me go’ hon
now. Jast as se was fines spcing
the door opided and in came x
the-kign and he said tis cant.
bee. "Now can I go hom.? "No
‘-you cannot go. hom." N

* (She Fell asleep. The next morning

she woke up. "Wonderful! It's so
beautiful He will surely let me go
home now." Just as she was finished

et speaking the door opened and. |n

s came the king and he satd, °
"This.can't bel!" "“Now, can I go

, home?" “No, you cannot go home.").

This type of dialogue, besides bringing immediacy to -
‘.thé situaﬂon.” eqlph'asizes the girl's eagernes‘s .to return
‘home. .1t a1sé empha§izes the greedy® nature of the king.

In ;ddition to the growth that was. evidenced in

characterization, there was also a noticeable growth in the

vncabu'lary of the stories.

5
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’ The childiens chdice of words used.in their fairy
tales was of a.much wider.diversity than it had been-in their
i)e»f;ana! s‘tn’ries. Whereas t‘hg_vocahulary of t[\e‘pe'rsunal
storfes was fairly limjted, including very few adjectives,” "
adverbs, vigorous action words and very little vivid
language; the. fawy tales in cnmparlson were rlch in tnese
areas. This does not imply that, a'H children were us|ng

rich vocabulary in every area in every story; but it does
‘meéan that all children were using rich vuqabulary in some

of these areas in some of their storfes.’ Each afAth_ese" ‘ '_ A

'arjeAas.w.HI now ‘be discussed ... '~

¥ : : " .
Use of Adjectives and Adverbs P : ;
" In the first 'fajry tales which the children wrote,’ !

they used one or two u';J%ves only. For example, such
»phrases as the fc'l'lnwinwere characteristic of. the andrens_ =
= wr\tu}g. '‘old woman', 'poor wan', 'brown fox', 'wooden a
house'. As the exposure to Hl)erature.cnntinued the children
used more adjectives and adverbs. Many sentences contained
more than one adjective to describe the same noun. The,
following 1§ an example. e
Once upon a tifle dayr levd. : \
a nis litle cind trol ho 1vid
in a 1ittl prety prpl .house.
(Once upon a. time there 1ived

a nice little kind troll who lived
in a little, lpretty, purple house.)




-~
The fact that the children were able to use more than one
adjective to describe a single noun is ‘indicative of their

growth. ’Ihe children were able to combine seunl adjectives

“within a single sentence such as the followi ng ll1ustrltes. >

* ' But ta dint no tat tear was a big
bad-back fox! Wo .had big pit tith. -
——tat wos,so so so sarp! and witha.

(But they didn t know that there .
was big bad black fox who had
big pu1nted teeth, that was so, so,
so sharp and white.) *

One child's description of mother's reaftion to. Jack's

exchange of the cow for a handful of beans resu]ted in the

following predicate adjective: X o I

She was so frstrd she tsd
the bens out the wndw.

(She was so -frustrated she tossed
the beans out the uin ow. ) =

Another Thild's variation of Hansel and Gretel contained the

following: i . I

Thar mother was delid to
_see the marls.

(Their mother was delighted to
see the marbles.)

The word 'delighted’ is so much stronger than 'happy'.

In addition to adjectives, the writing also contained

'ma’ny adverbs. These adverbs all .bring clarity to the
children's uork: The words 'yannlng'_and 'growling' in the

sentence, 'One mb_'rninq he went to éhe fridge .ylvmlng and

RS RO T A A 5%,
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growling', give a ;:iear picture of "how that particu!ar.

character acted in!the morning. 3 o

Rdverbs of time and place were also’used. A féw of’

the exaniples are as follows:

Aftr: he ‘had woctd for a lain

time he came upon’a ju ¥sl.
o

(After he had walked for.a long
time he came upon a huge castle )

"‘Tay|1ivd ner the e]e of a B I
big\nlack forst e e W T e

(They lived near ‘the edge oF a »
big-black forest:) : S T Y

i Y11 he was gan someone brnc
. into his haus St Sl

Gl (Whilé'he was-gone someone y P
. broke into his house.) R v 5

The' adverbs ‘after”, "near', and 'while' all'give a preciseness
to the'events they are.describing. . S )
g ,
Vividuess of Words o

In assess1ng the children's fairy tales, |t was
obvious that they ‘were gai_ning ﬂex\tnhty and-strength -in
using vivid .words in their written language. If we refer . ’ e
O .- back to-the vigorous verbs used by the children we w‘il]

notice that all of the examples provided, help give a clearer

'pictuvje of the action, involved. 3 - B2
When we read the words~-'a big, old, ugly troll' we - !
get a very clear image of what the’tré'l'l‘lnuked Tike: * The ™
», child's phrase 'big jose red Strawbre', (big, jufcy, red.

strawberry) has ‘a strong visual appeal. How vividly we can
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see the images before us when we. read the t‘oﬂowing ‘examples.

S?e had butefol -goldn and sprcling
eis.

“ (she *had- beauti ful o¥1den‘and .
sparkling eyes.)

She heav'a bane’ juam on -
we rune.

(She had a beautiful dress -on
with roses.)

. ta.sar-a blue cotsej mth 7
sars. far wordos.

(They saw a blue cottage wWith. _ L T
stars for windows, B e LR, e

' One bit _suny mrning.

(One bright sunny lmrning) 7 ]

Inthe sente_nce. “he went in - the woons to cap down a - e
ok Vpaety (e ent Tn the woods to chop down'a huge,tree) the

wa‘d * huge! 1mmediate1y brings to mind she size of the tree.

The words 'bautill guten casoll’', (beaut'fu'l gn1den CaSHE)

eyoke a sense of gr@ndaur associated w\__th vthe splenﬂaur of a N

castle. ’ . ' . " ;
"“'In the folloking exanpTe we notice both-the vividness

and. dppropriateness of the words used. to descrlbe the vntch.

dayr wos a croled crécot 5
.womon. She had long, ‘poytt -

= and. ogley ise. . She was va\:e crowed .

(‘(here was acruel, crooked . B v
woman. ‘She had long pointed & =3 i 1
~‘ : arms, and a long _crooke : % . B 1
3 nose, and ‘ugly eyes. . She.was
L very crooked. ot

. . v i
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We notice. that same development towards vividness¢

and appropriateness in the following examples, taken from

the work of two different children.

with up to the with's cepe
. ogle old house .

s (went up to the witch's creepy, 7 v
ugly, old house) e

the momy and dady saw a Htt]e .
olf ugly smmenlly hos; us

(The mommy and daddy saw a Htt]e,
old, ugly, smelly house.)

- The fo'ﬂnwing example is one -where *‘e»words ‘a’re'very

«ovivid, yet a particuhr phrase 'nice sparkling eyes': does

not appear tu be-appropriate, for the description of the ‘ugly

king'.

Once upon a time there was a.

ogle croct ceing - he had .-

nis sprcleing eis and but one- .
thing I did'n lic wos his

bony rms, and his bony lags.

(Once upon a time there was- T
a ugly, -crooked king. He had - 5,
nice sparkling eyes and but N
S one thing I didn't 1ike was
! his .bony .arms and his bofy Tegs.)

_Even though the phrase, 'nis 'sprcleing eis[,'may not appear tu

be appropriate to describe the king, it may be an indicaﬂan
nf the child's maturity to recognize that even a. "bad'
character may possess certain 'erable gharacteriétIns.

In the f;?1lo'tling example, while .t,he words 'big vgolvdén
teeth' are very vivid, ‘théy do not seem appropriate to describe

awolf. - . . s




, . Oneon a ‘pon a time ther ..
¥ - was a big big big! bad wofr
- and hie had big golde terty
, . ‘tat spareeld.

(Once upon 2 time there was .
a big, big, big bad wolf

and he had big golden teeth

- that sparkled.)

Even though the phrase may not abpur to be appropriate,
it may well be an indication of the child's originality. -

While the appropriateness of the two preceeding

in the following example. : ) 5 .

But ta dint no'tat tear wos
, a big bad back fox! wo had
‘big pit tith tat wos 50 'S0 SO,
¢ sarp! ‘and w*th

-(But they didn't know thnt .
there was.a big bad black . '
- fox who had big pointed Luth.
that was so, so, so sha
and white.)"

© Along wi th the ability tn‘ use 'vivid and appropriate
words; ‘the children were.also showing an increasing use of
simile in their writing. One child described a witch in ‘the
fo‘(lnvlng manner. =
Once upon i time there was
d has

a weeh she was ol
theve eve tihg.

(Om:e upon a_ time there was‘a x
witch. She was old as anything.)

Mvthough the comparison 'old as anything' is rather weak,
neverthﬂess it does 'lndlcate a devulnpmeﬁi towards clearer C
images. Thu simile used in \ha following example is much

stronger.
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she had a buwtyfoll gowlten
jras on her and black hayr
as: a black ran cowt and

L red Tleps.

(She had a beautiful golden dress
on-her and black hair as black

as a black raincﬁat. and red 1ips.). .

In afwtnev: §|mp1e‘of writing the same child pr'nduc d

a Whole series of similes in a single description.

had ice as: big as: sosr's, and .
rms as: little as: a piynt on
a netl. and lags as soft as: p -
a'blact. and angrey as:  a
i moster. 5

(fiad ‘eyes as big as saucers, and -
¥ . arms-as little as.a point.on a v
negdle, and legs as soft as a e v s
blanket, and ‘she ‘'was as angry as ™ ¥ K o
& a monster.) .
[ Other examples of similes that occurred in the
children's writings were:
with eist as big as clocks /
(with eyes as big as clocks) 2 T
[PAT s hes-Horuse an Blake as nithe : i’
. (his ihorse as black as night)w
eisys as big as a lake »
'(eye's as big as a lake)
The-use'of similes in the children's written
language helped add a certain vividness to their stories.

In turn, the vividness of their language indicated a growing

strength ‘in_that direction.. That strength was also noted in

" their sentence structure.which will now be considered.

oy
b
i




Ianguige simples lre as follows: .

The sentence structure of the fairy tales was
noticeably different from that of the personal stories.
Whereas the personal stories usudlly consisted of all simple
"sentences or_a combination of simple sentences with a lot of
‘ands', the fairy tales contained a combination of simple,
compound, and complex sentences- ‘

An exanvle of :ompuund sentences note\‘i in the, urltten

One day Jack went out:.to get some milk ‘
fram the black and wite cow but the cow
wadt'Tay a spack of milk. .

'(Onu day Jack went out to get some milk .
th ck and white cow but the: - -

cow

Someone sat bown becid hin.and he gres o
was a fad. 4 #
(Someone.sat down -beside him and s

he was afraid.)

- She-want out to paly but she fourét to
brll\g her basct.

(She went out to play but she forgnt Y

to bring her basket.)

Some examples of complex sentences used by the children -

in their fairy tales are as (n110|s:

but se dot cry tis tim becos
se now that the fare wod com.

(But she didn't cry thi's time
because she knew -that the fllry
would come:)

lay s speck of milk.) o Wil
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Once upon a time tear liveed 2 g 2 P
threen-1ittle graay ratcans tat i 5 X
iveed in"a garrn and brown tree.

‘(Once upon a time there lived - i

three little grey racoons that » 5 "
lived in a.little green and ¥ . -
brown tree.) B . "

‘The sentences of the fairy tales were longer and
contained »l/AVvlﬁgty-. A few examples of exclamatory sentences
were noted. These are-as follows: b ;

wot! dims!

(What! Diamonds!)

wooal - it's so butf the will s Mo
srle tel me go hom now. . :

\(Honderfuﬂ ‘It's so beautiful the :
MH sure]y let me gn home

nuu.)‘ ;

Ttis iimportant to point ‘out that both of ‘the above
examples occurred in' samples of the same child's writing.
While no exclamatory sentences were observed in the other
children's- samples there was evidence that the children were
probi‘b\y aware of~this type of sentence s|‘nce Vseveral children

made use of the exclamation mark to emphasize certain words in

© their sentences. An example of this has already ‘been

disphyed in the senten:e, “ther was a“big lng big! bad wofr'.
Only a feu exulgﬂe! of imperative sentences were noted

as well. These. usua'lly" occurred in the stories based on The

Examples sucn:as 'Give me my bone', 'Give B
y g By : :
me my fish", and 'Take it', were typical of these stories,
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] Throughnut the children's writ'ngs, there was-an
“increasing number of interrogative sentences used. - Eximpits
such s the following occurred. :

Wy r you w’pg .

(Why are you weeping?)

What are you gogin)

(Where are you going?)

Mho. 14, crossing iy bridgar

\Iut will’ you give me if I
do it for you

(Hhat will you give me l‘f 1
do it for oug

Although examples of exclamatory, ‘mperative and
Interroganve sentences were noted in the chﬂdren s fairy "
tales, the majorjty of the children relied strlong],y on -
declarative ‘sentences to relate their storieh. These

declarative sentences were becoming much longer than those

.of the personal stories.

The stories contained several examples .of sentence.
inversion.  When sentence inversion was used it added tothe

change of pace”in the writing. It also reflected a more

_'mature ability to manipulate language for effect, as the

following examples illustrate:

salg! ovrr the biga jumg .
a tol

(splatl: Over the bridge jumped . B
a trolyl.) % ; .

i
|




. (ﬂ’n;; went the giant.) -

i25

- the winbo opnd m‘d in cam 2 fare
(The window opened and in came a fairy.)
,J\qz_Fanr a way there was a farmer 1.

(Mot far away there was a farmer.) - |

Down want the Jat

ther was a ‘baing on the daﬂarar

and in he came -

. (There was a bang .on'the door

and in he came.
| Off they yent.

On the ithe sid of the, s'ld leb
two b1gs os_grs.

(On the other:side -of the hill ; ¢
lwed two Billy Goats.)

As the above zxamp‘les 1nd1ute the chﬂdren s nritmg

vas shnwlpg a gradual.development. The children were also

using-an increasing number of phrases} in their stories. In’

thé'senteﬁuu, "They had a’ little house 1n-the' forest"‘. the

"pbruse

‘in.the fofest', helps' 1o:ne‘%he story in ‘spacé. The

phrases contained|within the following sentences also serve

to - tie

the incidents in spau. s

One Day the mas wnt for a strrcl
in the wds : R
(One day the- mouse- went for a
strol]1 in the woods.)

One bit simers day ta with for "
a wok at the ege of the d
dirk forsn to pik some bries.

(One brdght summer s day they )
went for a walk at the edge of
the deep dark forest to p ck

.some berries.) A

e e i e S ————
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He liveed with his mother
" Tittle pocadot house.

- (He lived with his mother ina . w T TeatBL
& little polka dot house.) -

tey had a little house in the
faaintdt on the eer sad of mann.

(They had a 1ittle house in the
forest on the other side of the
mountain.)

There was a 1ittle boy uki»g alaon
the ro street.

(There was a Tittle boy walking
along the narrow street.)

The effectiveness of the use of phrases iﬁ the
v-chl'ldren s writing is further r:vealed in the fo]law’lng
. nxamples. g, . 3 5 "

'1. ~ Se hlﬂ a big bas:it of slim
o on her r1te arm.

. (She had a Mg basket of. s1fne
) on her right-arm.)

tHe Bear what- to 9:: some ies
to sag his fos

s (The bear went to get some ice
. to soften his voice.)

The children were also using clauses, particularly
adverbial clauses. One sample of writing contained the
B
following adverbial clause. S

jut wanin he-was fatt ther
3 was 2 nak on the door.

(Just when he was finished there
was a- knock on the door.)




The clause 'Just'_when he was finished'
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very effectively

describes when the knock 'on the door occurred. nother.

samp!e of wrn(ng contained a similar clause.

.. crk:in the wall opided and in
came the far again.

(So when everyone was® asleep a

so wn eveone wos aslip a little

“little crack in the wall opened and

“lin came - the-fairy again.)

The adverbial clause 'When everyone was asleep'

pruv‘ides necessary detail that explain
entered the room.
A third example of the children’

k3 vﬁth adverbia\ clauses is as.. FoHnws

wan the wof was ba\nga the 14t
- pig- was goingiover to the oaer
p]gs house.

s when the fairy

n's growing facility

tle

(When the wolf was blowing, the D

1ittle pig was' going. over to
+-other pig's house.

‘The clause 'when the wolf was® blowing'
_child s able to relate. to two ideasa

The fact that the children we{
clauses in their, writing indicates a :
in their written Tanuage: This dever
been the direct resu'H. of expSsure to

. produced prior to the commencement of

gererally dnclude phrases and clauses.

the !

N indic?tes that the

t the same time.

e using phrases and
evelopmental improvement
opment seems to have
literature since writing

this study did not
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5 - A g %
During the course of the four weeks of writing fairy
. ° I

‘tales, the children's spelling ability 1mproved.‘ Perhaps

the -most noted improvement that occurred in the majority of

" the lwriting' was the corregt spelling of the phrase, 'Once

upon a time'. Three examples of the development of the

7s(pe11ing of 'this phrasé_, as"it appeared in the children's

“writing, will be given in order to illustrate that in their

spe]fing attempts, children are not merely being® haphazard

but are constantly striving for order

Exanple One

. Oes a-upin tien R .
‘Oes a upin toem

*0ems a uptnh tqmq
Once a upedteo . /

‘ Once upnet tam e \
Once upts a tim .

Once upon a t‘llﬂej‘
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Example Two L3
Oas a Baing a N—m

Oeos a upin a tim

Oens a upin a tim

"Oens upin a tim

Ones 2 upin a tin

Ones upin a tim

Onse upon a l(l_l'! ¥ ) =

\Once upon a time 3 Tt

Example Three |
‘Wons upbon a tine

_Ones upbon‘a time

a Once upon a time

While the spelling in ;ach example may appear random, :
there is a certain logic to'it. It is based on the child's
ability to hear speech sounds and to artn:u’late these sounds
with correct segmentat‘nn.

In example two, there is an association .be‘ingllmade to.
the 'p' and 'b' sounds. This results in the spelling ¢ 1ERE

word ‘upon' as- 'Baing'. The use of 'ing' may not be as

erratic as it first- appears. It indicates that the :Mld-ls
aware of the 'iné ending but in his own prondncution he may
not have 1earned to differentiate between the sounds for "1nu

and 'n'.




‘“In example ‘two, the exact phonetic. representation has been

In example three, it is 2lsé indicated.that the child

“is’hearing a ‘b’ sound for 'p'. However, both sounds are .

represented in the word 'upbon'. It may be that the children
of examples two and three are hearing 'once' as ‘ones', since
both spell the ward as ‘ones', before they obtain the‘tprre_ct'

; - :
spelling.- In example three, 2 'w' i3 included along with the

‘o' 'in the word ‘wons'. This indicates that the.child is
aware that .this sound ¢an be spelled with either a 'w' as in
‘won' or.an ‘o' as in 'one'. '

Examples two and three also reveal the children's

}:nntrbl-_'af__the letter-sound associations for the ward 'tl‘me"

made, 'tim' for 'time'. After several trials of maintaining

'thi.s’game spelling, the child includes a final 'e' at the end.’

‘EXamples two and three also réveal that the children were

capable of making correct word-sound segnenuﬂons: However,

as example two indicates, the child exf;erienced some difficulty £

in sequencing the word 'a’.
; In example one, the child's first attempt illustrates
tha,t_};‘e has correctly segmented the sounds but he, too, has
some difficulty in sequencing the word ';'. He has made some
accurate letter-sound associations. He has correctly spelled

the initial 'o' of the word once, but has omitted the 'n'

sound. He has interpreted the sound of 'c' as''s' in the .-

word 'oes'. 1In his attempt to spell the word-'qpon', only
the vowel 'o' has been misspelled as an 'i'. 1In the word




e . SR R ST iy
‘tiem', the correct sound-letter association has been made
but the letters are in the wrong sequence. In his second
attempt, he follows the same pattern except fur the word
‘toem'. He has substituted the vowel 'o' for 'i'. In the
third-attempt many changes occur.

The ‘word “oes' las been replaced by 'oéms'. He has
now ;dded a symbol ‘m' for the sound of ‘n'.- This may-

reflect. the child's difficulty to differentiate between the

physicdl characteristics of the symbols and 'n' rather
than failure in auditory discrimination.” In ‘the word
‘uptnh', he has substituted the vowel 4! with the cvun;onunt_
‘t', .and has added the consonant 'h'. riiarrearrnnges the
letters of 'toem', to 't‘ome'. In the next progression, the
- word ‘once' has been spelled correctly, but a new change now
occ;ars. He combines the last two words, 'uptnh', 'tome' to
" produce. "upeoteo’. This combinztion 1s temperary oply and
he continues to experiment, matching auditory and letter- -
symbols until finally he-a:h(eves the coirect'spelling for
the complete phrase. An interesting ﬁoin(’ to note is that
“once the v:‘hild has 'spelled the word correctly, for example
_'once', he continues to do so in each successive attempt. °
Inr examples one, two, and three, a simﬁa'r process tnoug_h,_
“.with different spellings takes place. In each example t_he
chﬂd'ex.pgr!ment? b:y changing letters until finally the 4

correct standard af-speleig evol_ves.' ¥ 8 "
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In addition to the particular phrase disc_x_:ssed. there
‘were individual words in several of the cl}iidren's stories
wﬁich 1nd|cate'chat an evolution of correct spelling had R

béep accomplished. . One child's approach to spell the word .-

‘lived', resulted in the following variations.

Teb - litte - vie - 1vel - lve - lived - = .

His first attempt 'leb' is in all 1ikelihood meant to be

“led's It probably indicates the child's difficulty in g @ 5

making the physical rrepresentations of the symbols ‘b and”
*d'. His second attempt 'little', suggests that he.is R

familiar nitnfthe word 'little', and uses it '1.n association

for 'lived'. In his next progression, the word 'littlet e
‘becomes “vie'. He has omitted the letters 'i'-and 't! and. .. . =
‘rearranged the letters '1' and . He has also correctly’

added the Tetter 'y'." The inclusion of the.letter ‘v' t
~
i suggests that he is achieving correct amﬂtorly discrimination L3

ability.- The omission of the 'd' may be reflective of the .

© child's pronunciation, since it was not uncommon to find
that some children omitted fi‘na'l endings of certain words.
The next s’ﬁ:e’p "1vel’ shows a closer approximation ‘to the
standard ;pe”lng. From this sugg hé e_n‘erg_es to prod‘u;e
the correct spelling, ‘lived'. o
The fact that dialect may have been responsible for
some misspellings is ils.o illustrated in the following .
example where. the letter '4; fs used instead of th) inan

attempt to spell 'there'. - dayr, dayre, daer, dayr, ther. i 3- .




1f it were 'w'.

" crimination is indicated in the following example’

Althaugh the chﬂd did not succe€d in camp]ete standard-
1zatiun of there ,» he has come- ery: close to gaing 50.

His mext attempt probably would have resulted. in the
addition of final.'e’. This same type of dialect influence
is also reflected in éhe following e;tample's where once agai‘n

the child represents the 'th' sound with-a 'd' ‘in the words

“ ey’ and 'then',

Doe, Det, thee
dan, dane, tan :

In the’ f(nal attempt’ 1n each examp] Ja closer approximﬂon e

“of the ‘standardized spelling has .been reached Dfalect

influence. is also reflected in-'dar' and 'gare"far Mthere'y "

and in win and wen, for when, It is fairly common practice

"bfor_childrzn fin"this area to pronounce the 'wh'_dﬁgrgpn as

‘ The chﬂdren s growmg ability. in-auditory dis- i

farey, vaver, varery

From his initia] attempt to spell the word ‘very', it is

“obyvfous that the child was hearing the letter.'f' instead.

of 'vi. However, as the succeeding attempts reveal he has
learned to discriminate between u\en} In another éxample
the evolution towards convent‘)unﬂ spelHng of the word
'dress' occurred in the fullou!ng manner~ jras. dras.
The children"s developmentﬂ 'mprovement townrds
conventional spelling is also evident in the following

examples.




© o fam . wat . oid - ot

form “wiah otd SRR § e
from ’ with -

_shaaya - ] . . % D

shyay - i ¥ - o Sl
saaya . N T E v B ¥

saaayae

|

!
1

|

|
i
|

saw

Not“all of the chi1dren accumpIished correct . spe111ng
but.there was’ an indlcat on that a closer approx1mation to.

. the conventional spe'IHng was ‘being achleved, as. the fo1'|nw1ng 58

-examples illustraté,” " . - wE sl

WERE ) WOMAN oLd
warg jamie . ékrn
y .ym'l | wen, - ‘oastrn ' .

worr. "y wimn - oner
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[i ' " From' analyzing the‘misspnelllings;'i‘t-ap‘pt‘ears obvious

i “that all of the children weré ngt'at. the. same"devélopmental o
) ; = s leve‘i' in spel.Hrng maturity. Even though in-many cases correct

; . spelling had not been achieved, the examples. provided indicate - !

; : “that'developmental improvement was acc‘u»rv-ing in the children's

T spelling: It/shouid'also be -borne, in mind that this
development Wasinoticeable eyen within the short framework of

time devoted to fairy tales.

Highlights of ‘the Children's Fairy Tales Pl Sy

Gt e h i .An analysis of the fairy tales revealed that . o
i trémendous growth had-occurred in'the children's written

*: language.: The majority of the children were capable of

_producing writing tha‘t wavs' no longer egn}centr\'c‘. Their sense.

2 . U of Etury’wa:i growing although middles and endings werevnct

[ 85 j " always developed, ' They were able to include in their tales
L3 the features of repetition, bagt tense, and -formal beginning

and er}ding. There was a gradual increase in'the amount of ’

IR descriptive words used as well as an increase in vigorous ,

verbs and‘more vivid language. The sentence patterns were

Tonger. "More complex.sentence structures were being used

; . with more variation of tentence éypes. :Developmental

N %mpravement was noted in spelling ability. The writing Gl

‘ reflected an increase in imagination and originality. ) -

; . E While much detail was being included, many of the

”stnrles were still very much a 1isting of events. And while

‘there was s€i11 much room for improvement, many strengths. *




i
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had - been noted. Overall, the children's written language

was becoming more ‘mature. - -7

Background to Analysis of Fantasi»

Whén the fnur weeks ass|gned to fairy ta'les had been
completed, stories of fantasy as 1isted in Appendix B were
presented to the children. These stories differedv frem the
fatry “tales fn-several: ways. : Thé stoffes did’ not: have the

‘Once -upon .a Hmé" beginning or the trad_x'tiona'l ending:of

'They lived hapﬁhy ever’ after'. Repetition was not an’
“essential feature. Thé:main'character was not constaﬁtly

involved in a struggle betw‘een-gnan and evil. The characters

wére.either reajistic or jmaginary.’ They were not super-
qatura] beings or members of royalty. The és;ential feature
of these stories was that the plot was.concerned with

something: that could not possibly have happened in the world

*. of reality, and yet it contained a' certain logic so that the.

;torlés‘wer‘e convincing.

The children enjoyed Hstening‘_ﬁn the stories of
fantasy. They seemed to identify with and. fo: take particular
delight in’certain characters suth as Curious George o
Peter Rabbit, whose curiosity was always ‘getting them.into

mischief. They sympatWized with Pinocchio whose nose grew

six ‘inches longer each time he told a liej and also with Ping,

that poor unfortunate duck'ling who frequent'ly received a

t




“ “similar circhmstances.

" crack from the nster's_'uhlp for being late. The children

showed adnfiration for Mike fulligan and his steamshovel
Maryann, when exactly op the hour, as promised, with crowds
of people watching them| they completed the excavation for
the Town Hall. They also marv!l]‘ed about how clever Peter
had ‘been to catch the wolf.:

As vuth the fairy tales. the children usually made
fairly accurate predictions about certain events in the stnry.‘
They also Tiked to discuss the story after it had been read

and to reenapt what théy would have done in the same or

When the children were asked to write their own
stories of fantasy, the majority of them were eager to do so.
3 ~
Questions and comments ‘such as the following were common.

Is it ‘time for us to wr(te our
stories?

1 have ‘a good idea fdr a swry‘.

Wait until you hear my story. It's : k!
going to be really exciting.

/
“Those children who had shown reluctance to write fairy

tales, showed less resistance to write stories of fantasy. -

This was partly because they wished to go along with the i

majur'ty of the class and be able to share a story during
sé)ar!?yg time, and it was also partly because they had gained
# certain grnuing confidence from writing fairy tales.

The analysls of the stories of fantasy followed the

" _established criteria of Chapter I11. ' As wlth the analysis of




i
i

ac

. fairy tales some of the critéria were coLhined wherever !t -
. Was deslnhle to do so in order to avoid unnecessary

. repeti tion.

.Classification of Form

During the first week of being" ekposed to listening

tn fnntusy. some of the stories written by the children

during that period would have to be classiﬂed as fa!ry tales

as the following example indicates.

" of the

The Prns and the slim weh.
Once upon a time ther livd a hasm

yo yost hrr slim at hem He grabed
ont Hes Big selvrr sord And flept
it'baclk -at Hrr And she sac slole
to. the floorr. the prns Teb
Happyle avrr afbrr.

‘March 1, 1984

The Prince and the Slimy Witch |
Once upon a time there lived a
hapdsome prince in a giant diamond.
One 'spooky night someone came. It

. was the slimy witch. The witch

she used her slime at him. He
grabbed out his big silver sword.
and flicked it back at her.

she sank slowly to the ﬂnor.

The prmce lived happily ever after.

March 1, 1984

The child has used the traditional beginning and ending

fairy tale. His charactérs are 'a handsome prince’ who ‘ 3
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represents good and a.‘slimy witch' whd represents evil. As
3% _characteristlc of the fairy tale the good prince conquers
“evil dnd ‘lives happily ever after. ATthoigh.the story may. be

_considered as’a fairy tale, notice how the child has moved
away from the traditional 'castle' as the prince's dwelling .
and has chosen 2 ‘giant diamond’ instead. This surely

indicates his awareness that'in ?antasy, characters often

inkabit other wnrld'(y settings.
Most of the beginning attempts at fantnsy began with

'Once upon 2 time', and were either retelllngs or" qreat!nns
of fairy tales. After a few days of listening to stories of
f‘lntasy the children began to differenthc: between {ne two
—"Torms and wrote stories that could be classified as fannsy.

as ;he following example Hlnsxrates

The filing macs

One sms day to macs-wos in the
house with tr mother se wos back
2 cack in ta beg to fily ta want
our war tr mother's wor and sped!
drown and allmots noted tr mother.drown. g
Go out sid you sile macs! So ta !
want out- sid ta went out and e
sat on the rok and stade to cry
wn ta wor crying ta hired a nis
ta looked all orad you will nur
aur aur ‘aur gas wit ta sar a
huja jit vilt hipoptms tat
i

the
macs clin up on the vilt hipaptmss
bac and woked and woked. 0Ontil
ta sar tat avrething wos vilt the g
hipaptms laed tn drown and woked X -
_away ami ta nur got home agan. 3

Marcn 7, 1984




with tr mother

The Flying Monkeys
One summer's day two monke,
were in the house with their mother.
She was baking a cake. Then they
“began to fly. - They went over where °
their mothers were and| scooped down
and almost knocked thejir mother down.
"6o-outside, you silly| monkeys!"
So they went outside. ' They went and
sat on a rock and started to cry.
When they were crying they heard
. noise. They looked all around. You will
never, ever, ever, ever guess what' ..
““they saw! A huge, giant, violet .
. hippopotamus! that said, "Do you r:
an 7

jalked.away. And they never .got: . i
- home again. i A : ) ’
2 = e March 7, 1984

In the foregoing story, the writer has broken away
from the traditional heginning and ending of the fairy tale.

)ler': story begins with "One sms day to macs wos® in the house ™

Although there is still a certain vagueness

aboyt time, the child is moving closer to a specific time:
The words ‘One sumhmer's day' is'much more definite than_
',I!;lce upom a time'. The‘!vnd‘ing ‘and they never got home
again', seems to be a cofiscious effort on the'part of the

_writer to make the ending'of the fantasy different from

that of the fairy tale, in which the two monkeys would have

* Tived happily ever after:  The ending is abrupt. .She doesn't

include how'éhey felt. There is a certain sadness and a
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feeling of aloneness when she writes, 'the hippopotamus 1e't!
i . them down and walked away'. The monkeys are left all alone!

9,

in a 'violet land' 'This is a direct contrast to the

beginning of the story where the playful monkeys, lived in
the security’ of their home with their mother.
A point to be ‘noted," whlch appears . somewhat surprising,
P i‘s‘thai some of the chﬂdren‘ who had used the fanjy tale form
: quite well, a:ccasionany slipped ‘back‘inta the egocentric

form when writing fantasy, as the fo]lowing.svtnry Hlu"s‘trates.v

o < A little girl
A little girl was in beb ‘one neot a
Jjeon bent came and . nencted on theé .
woentd the girl shefr she with owf and =
oebn the woentd It was a jeon bent °

o the jeon bent 'said dup”you wano to~~

= go for a.rieon Oh yes said the -

‘girl Oh cuen got on my back said

the bent wat they warted up on ‘
the big mrtni and the bent geon -
me sometfren to toe-beu_he e

bent me hmnsr onerns gope.

March 20, 1984

A little Girl.

A little girl was in bed one pnight.
A huge bird came and knocked on the’
window. The girl shivered. She went
. - over and opened the window. It was.
: : . agiant bird. The giant bird said; .
"Do you want to go.for a ridez” ‘-’ . -
"Oh, yes," said the girl.

. "0.K., get on my back", said the i
bird. Away they went up on N 5
the big mountain. And the bird &

* gave me something to eat. Then
= Jhe brnught me home once again.

« . March 20. 1984




A-]‘thnugn she started out by writing about 'a little

girl', which gave her writing a certain distancing, by the

end of the story it was quite obvious that she had identified

self with that 'little girl', for she writes 'the bird gave

me sﬁm_ething to eat. Then he brought me hume agaiu

A pnss1b1e explanation of why thvs child shpped back

—intu an egocentric form is that the character of the little

girl is

so closely associated with her own identity. In

fairy tales when she had used 'once upon a time' and had

written

about witthes and princesses and castles, the

“‘characters were so remote that she had no difficulty in

self is

*%separating self from the'story.

”
In a sample from another child with a similar theme,

also used, as one 0¥ the characters.

the frog : 7
I was playing in my yard wan'1
saw.a frog it was a hag green

frog it hnd black spots he

Jjumped fader and taer He and
me, if I watd to get on him I
said yes he Baing me to the

*zoo I saw a dear a duak

@ bear and a Ealauth and a lan and

a titgr .and a lapbed. and he

braing me home and I said good-by s
he had away fader and-taaer he > ]
had it back for Zoo with Lt .

his faisds.

April 4, 1984




The Frog

1 was playing in my yard when
I saw a frog. It was a huge green
frog. It had black-spots. He jumped
faster than thunder. He asked me <
if 1 wanted to get on him. I said, e
“Yes!". 'He brought me back
to the zoo. [ saw a deer, a duck,
"2 bear and an elephant, and a Hon
and a tiger and a leopard. And
he brought me home and I said
. good-bye. He hopped away faster than ¢

thunder. He headed back for the zoo

“ with his friends.

April 4.'19&4

Although the stury heglns with focus.on self 'I was

-p\aying in my yard‘ the child does describe what the-frog

looked like. He says it:was 'huge' and 'green' with 'black
spots'. He also says it could 'hop faster than thunde‘r'.H
middle of the story ;s concerned with what the child.saw at
the zo0. At the very end of the story the focus is on the
frog. The child tells us that the frog 'hopped away faster
than thunder and headed back for the zoo with h{s friends'.

The fact that the child ended the story|with the
focus on the frog rather than on himself squeszs.thai her
is capable of distancing self from the »story.' .

. Another factor that was noted in the children's

fantasies was their growing av}areness of sense of.audience:
If we refer back to the story, The F1zing Mnnkal , we will

find an example: of this.

The
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ta rnred a nis. ta, looked
all orad you will nvr avr
avr avr gas wit ta saw

(They heard‘a noise. They looked .
all around. . You will never ever g
evér guess what they saw.) A
It is obvious that the writer is speaking directly to an
audience because her previous sentences ‘ta hired a nis ta

Tooked all orad' is written in past tense. Then she changes

tense as’ she speaks directly to her audience, "You will nvr
avr avr glas wit ta sar." She immediat'ely gives the answgr

‘ahuja jit vilt'hipoptms'. ,As she continues her story she

quite naturally slips back to thé narrative style once adain.

- E »Another child's story contained the quowmg

and- si snmetmq es and
gs wt it wis you wid not .
bleolev your izs. it
was a pil fu yennm
oyeHuw' Bnans.

. (And “he saw something else. And
. guess what it was. You would "
-~ not believe your eyes!- It was,
pail full of yellow, ye]]ow hananas')

The sentences 'And guess what it was.' 'You would not
bélieve your eyes.', are addressed to ah audilqnce. Another
sample by the same child contained the following:

wit ‘tha had bined wit it i was

. the butfl croosr you avrr seen in
° your, hol 11 fe,
D * ' (When they had finished with it, .
] it was the beautifulest cruiser

ynu ever seen in your whole
Tife.)*

ST s G
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The Wwords 'you ever seen in your whole-life' indicate
an a\;ireness of audience without distra_ctlngianent.i(m from
the story, for in his next sentence we experience the
immediacy of the situation, and the scene appears very
convincing: . A= ==

tak the acrr up ait of the ohssn
and awa we well go! siad the captin
in a varr Agre lavd vis. * And the
captn’ wnt baclk to stering the

..croocrr. Ava tha wrr soon thearr
in ageping.

[("Take the anchor up out of the -ocean
and away we will go!" said the "%
captain in a. very-angry loud vo{c:. y &

5 And the captain went back to " .

L steéring 'the cruiser. Over the
water sogon they were in a jiffy,)

‘Avthird ‘child's writing contained the following:. . ' -

it was too leps too get of
and Do you no wos the hosu
Bot the little Boy,
‘Up in the sothers.

(It was too late to get off. And
do you know where. the horse
brought the little boy?

*Up in the sky!)

The gquestion 'Do you know where the horse brought the little

boy?', indicates that this child, too, is writing fora
particular audience. ‘
The fact that the children are developing a sense of

audience indicates their growing fluency with written

language. It also indicates that writing is meaningful for

‘them. They are using it as a form of communication.

The content of the cthreﬁ's fantasies suggests that

as a'result of being exposed’'to a range of quality literature,

g
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the children's experiences were broadened, thus- they. were’

able to use language for pirposes other than artuuhung

a personal experience. They- were able to write fantasy /,

Fanciful or Imaginative Happenings or Elements : E ~

. Although self is mentioned in several'of the
children's fantasfés, the events of the stories are usually ~ X
ofan lmagmatwe nature rather: than ‘a realistic one. _In ',

the story, The frog, even thuugh the writer is somewhat ‘

concerned w1th sel f, he also lnvents a huge talkmg green

|

. frog w1t|’ black spots whc takes the ch1ld for a_ride to “the Lo

200, - Thé fact that the frog offers théchilda ride’on his

back hints.at” the .chitd's sense of originality for ordinarily’

one ‘does not associate rides with frogs who are usually

rather timid creaturés. A similar vein of imaginative quality

is present i_n'the story called A Little Girl. Here, a giant

talking bird ‘carries the-child to.the heights of _‘a"hig & 5 =

mountain'. .The wor.f! ‘'giant' indicates that “the writer is .

using ‘a sort of logicor if the bird were 'bird size!. it :, N

would not be able to support.the weight of the _chi'\d. 4 \
In stories with a similar theme, characters go for

rides on a magic dog, a huge fish, a - huge snowflake, a /

fraindrop, a cloud, a mushroom and an apple. These inanimate
objects as well as the fi’sh and dog have b?en treated by the. . &
‘childrenias if they had human characteristics. The

following story illustrates this,
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A snoyfgec

On a sunny day a little girl was &2

playing outdaer. All of a saen a i

b N~ daeisnow faec came down and taec

g 5 her up it taec her'on a jaren it

. taec her up and up ated she was
far far away fame her home she

was farr farr scare and waen it

> - was nigthe she saw a sart

. ¥ theat taerey at her and the moon

theat caeel at her a 1itt] sart

said I am a funny sart. and the
.snowfaec ‘daet her back on .the
gressh(l] war she was playing.

March 20, 1984

A Snnw.flake

o anlle ©.0n a sunny day a little girl was . ; v g
¥ . = playing outdoors. A1l of a sudden. Ceaat.
a giant snowflake came down and took 1% -
: i ‘ her up. It took her up and up o
e - B © . until she was far, far away from
home. She was very, very scared..
7 - And when it was night she saw a q a2l = ~
B star that twinkled at her and the
: moon that chuckled at her.™ A little
star said, "I am.a funny star." -
And the snowflake brought her -back- . - &
on the grassy hill where she was : .
. - playing.
" = March 20, 1984. . 7

Notice in the story thét the child says the moon
‘chuckled', and the star who is capable of speech, says "I
- “am.a funny star®. Even the-snuuf]ake seems to have been
/ “endowed with human powers for it came for the little girl i
and brought her back again. lﬁ the stories previously
mentioned, the frog, the bird, the hippopotamus, and the
“monkeys have all been issued the power of speech. The mnth;r
Y mnnkey has been assign:d uith household duties. for the srory

tells us she was 'baking a' cake'.
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In The Flying Monkeys, the writer creates a new \}mrld,\

foTet hippopdtamus’

*violet land', of which the 'huge, giant,

is an inhabitant. Several stories contained other worldly

settings. In the story, The Prince and the Slimy Witch,.as
was ‘previously mentioned, the prince .lives in a “huge diamond'.
In another story, while a child is swimming .she notices a door
in the bottom of the ocean floor.” This.door 18ads to an
imaginative ‘world inhabited by monsters who are guarding
precious|diamonds. The mysterious door in another story, is
.containeé in a flower which when opened reveals a whole world
of people. In still ‘another story, a door in a tree leads to
a dark’ tunnel where the child falls for what seems like
. hundreds of years into ‘the future until she' is ten years old.’
. Other stbries had doors in rocks and in the ground. ' It should
. be noted here that the spontaneaus-sharing ‘of the children
often lgd to creative spinoffs by other children. Even -though
the theme may have been similar,.the development of the plot
was. different as the following eximples reveal.
Fire
Once there was a man named fier
One.day. he said to himself I will
go to noine oy ax and he did
4 But when he got there he Fell Dowen
‘ into a dep Hol a‘Bunny said to him
how Did you get Dowen here Well I )
sord of Fell Dowen Play this magie - i
Flyt said the Bunny up he went-Fire

was Delithed he said Iell never go
agina. . ¥

March-22, 1984




Fire . - .

A :-Once there was a man ‘man named Fire. P
L One day he said to Mlself 'l N
will go to nine - o And
he did. But when he qot there he
fell down into a deep hole.

_ .= _bunny said to him. "How did you . i
<. .get .down here?" “Well;.1 sort of
fell down." "Pliy this magic flute"
said. the bunny. Up he went. FiF
X Ih was deligh tedA. He said, "I’ 'I1 never
E g0 again

March 22, 1984

The. drok ol1d Tin R

One cold wtrs day:a Tittle girl was
playing.in the nice: col snow. ' Se was
bilting a sile snowman. Tn se mad.a
ol .. snow aglo and a snow house. Se became .
3 "so'tird _se wint ovr to.a tree and. sat
£ down. . Tn se sid'a little door in the
- -tree se’ tap on the door but no one
o aste In se tok the little door nob and B Rt o
opde’the little door.. "Himmam I widr
if I will go in and see wot is down tr
‘Its.prie darc down tr' "I will run in
the house and get a litrn" So se ran
into the house and .got a 1itrn and out
sid.and down the sras in the tree se
went. "It's rele dork down here" “Trs
: a door on the woll I widr wot s down, tr"
se opd the little door and mad one sep and
“down se fal for htrs of ues otill she wos
ten fir she wos seven eait nine ten tn - S
) v % se wos down tr. “Himmmm I wirdr wot is
e % . “down hire." "I will wok orad and see:wot
azcale wot is down hire." ha tis pas is
crep and cold -to varrr ‘I hop tr is a
. blact down hire.” Jask beefor hir eis a
+ blact fal she wos wre supreed. “Himmmm I
. no tat tr .is someting fishe going no-arod
hire." "So I will wondar brod hire and
see wot is ron down hire" and'I hop tat tr
is a house orond hire with samebute ho can !
tal me haw.to go home So se wondar and
wondar ontil se saw a big big house se tapt
on. the big door a prite girl asnt the door . 3
and said "Come in Tittle gril and mack uar . .
salf-at hame." "I ca J wot to go. back to

g i S ST TR~ S - W P N A s el m



six cos I fal down"  "Try my su on" ~"OK"
so se trid Tm on a fal a slip wn se wok
up se wos six and se wos home’so

" March 20-21, 1984 .

The Dark 07d Tunnel

One cold winter's day a little gir] was
playing in the nice cool snow. She was
building a silly snowman. Then she made
a snowangel and a snowhouse. She became
so tired she went over to a tree and sat

. down. Then she spied a little door in the

tree. She tapped on the door but no one

answered. Then she took the little door

knob-and opened the little door. ‘“Himmmm o
1 wonder if I will-go in and see what'is

down there. It's pretty dark down there."

"{ will run ‘in the house and get a lantern."

So she ran into the house and got a lantern

and went outside, and down the stairs in the

“tree she went. "It's really dark down here."

“There's a. door.on the wall. I wonder what is
down there". She opened -the little door and
made one step and down she fell for hundreds
of years until shp” was ten. ‘First she was
seven, eight, nine, ten. Then she was down
there. "Himmmm I wonderywhat.is down here."

I will walk around and see what exactly what

is down here." Ha! this place is creepy and
cold too. Brrr! I hope there is a blanket
down here." - Just before her eyes a blanket
fell. She was very surprised._ "Himmmm, [

know that there is something fishy going on
around here. So I -will wander around here and
see what is wrong down here. And 1 hope that &
there is a house around here with somebody who
can tell me how to go home. So she wandered
and wandered until she saw a big, big house.
She tapped on the big door. A pretty girl
answered the door and said,. "Come in 1ittle
girl and make yourself at home." "I can't, I
want to go back to six 'cause I fell down."
"Try my shoes on". *“0.K." 'So she tried them
on and fell asleep. When she woke up she was
six and she was home safe.

March 20-21,.1984
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Both stories contain the theme of going through a
door into another world.- Yet the entrance into that world

is entirely different for both writers. In the first story

the character, Fire, had no choice about his entrance for

the writer tells us that he 'fell down into a deep hole'.

In The Dl.r‘k 01d Tunnel, the Tittle girl djdn't fall into the
3 ) 3 vlw‘le. Sne{ chose to go down after considering carefully

i e %hethef or not she should do so. Just as the entrance into
the ‘crea;ed_wdrlds were different so uere‘ the ex‘!‘ts. Fire,

“blew on the magic flute given to him by the rabbit and was

|mméd{a:e1_y transparteg to  the ‘world ‘nf real'ity- whereas
the little §ir1 appeared safely m her boym bed after ’she had-
tried on the other girl's shoes:

: Several stories contained purely |naginative‘
‘chara:ters such as a little red woman eating red fooﬁ. a green

martian in a green space-ship, and a rubber man eating rubber

popcorn who was capable of stretching his rubber arms to such
2 length that he had no difficulty in catching his enemy, the S73
‘fox. One child wrote a rather unusual story about a heart

swimming on its own accord. - The story will be presented here

: for its imaginative qualities.

A hart

One somefr a hart wos swemeing,

and wan the hart came out of the

pool, a man came. The man .

lefdoed the heart and the hearts | ¢ " ¥ . 5
lag :tnc into his stomec and the 3 T

man .

March 8, 1984




A Heart

One summer a heart was swimming.
And when the heart came out of
the pool a man. came. The man
lifted the heart. And the heart's
leg stuck into his stomach and ‘the
man died.

March 8, 1984

. A'Ithougvh the story A Heart does not contain any *
great amount of logic, it does reveal that the writer'is
capable of generating a novel theme. Perhaps within. this

~writer lies the nucleus for what may so_meday’-develop into
science fiction writing. ’

In one particular story both the vcharacters' and
isetting are realistic. The element of fantasy 1ies in the
fact that one of the characters, Cathy, has been endowed

with the supernatural ability of flying. Perhaps the mother
also has the same ability but we are not told. We are told,
‘though; that when the ch\'l'd“ is naughty and crzaks a lamp her
mother punishes her by takimg away her flying power. Cathy
tHen Goes 'Co EHE SGFE: BAVE B neb Takp, *with bives Vellow
and red flowers', gives. it to her mother and ge'ts back her
flying power. Except for thegirl's ability to fly, the
story is a perfectly realistic one. While a certain Sense’
of realism Vpervades the following story, an element of

fantasy is ‘also interwoven.




Pit The Fish

In the watr one smrs day a 11tt'\e 5
fish was swming he's name was Pit.

He sat on a.ittle rock ondr worta
and he fal fas aselp as fost, as

thtr wile he was aslip a sark came -
he came.cos and corls and cos to i
Pit -he wos so cols to Pit tat he
opndeed his huga red mathe a flot 5
ronbo fish came to worn him Pit -
woc up and sohl! sohl! he Jumped

of the roke and simed home and nur

went out agan.

April 2, 1984

Pete the Fish

In the water; one summer's daya .
little fish was swimming. His name

was Pete.:

under water and -he fell fast as]eep,
as fast.as thunder.. While he was

He sat on a_ little rock

- asleep.a shark came.. He came close,

and closer-‘and closer to Pete. He

was so close to Pete that he opened 3o R
“his huge red mouth. A flat rainbow 5

fish came

to warn him. Pete woke up

and splash! splash! He jumped off

went out again.

the rock and swimmed home and nevei : 5/
. [

The stui'y

April2, 1984

is concerned with the'realism of the Tife

and death of the sea kingdom.i It is very vividly portrayed

" when, the child writes, 'he’ was .so close to ‘Pete that he *

opened his huge red mouth'. The element of, fantasy is

contained in the fact that the fish has a name - .'Pete', -and

he has human characteristic.s. He 'fell fast asleep on the

rock'

and he 'swimmed home'.. Fantasy is also at work when:

the 'flat rainbow fish' came to warn ‘'Pete’.




o L o el

Other stories concerned a \‘.\ger with no trunk, whose-
problem was solved uhen he toﬂk che adv1ce of his fami'ly and
kit himself a trunk; a g)raffe with .a short neck and a

kitten with,no 'tail.’ Some of .the themes of the children's

fantasies were reflective of the, literature read to them
during the study. For example, a. reading of Where the Wild

Things Are resulted in the production-of stories about dreanms,

Curidus George led'to stories about monkeys and Mouse House

was -perhaps résponsible for the following story:

. Sam i -
:Samwas-a hrt working little mouse,
he worked-day and nat-his mon.and : £
dad dit ‘in.a far paur-sam haved no S e
.. food not a sap he was a sagne mouse € * E
v . sam naur have baurs or sar.to. Took - s
- aftr him Sam livet in the aittc the
* " patl‘down sars have a little mouse :
* house. . One day- Sam dasrt-to sap duwn
n X _..sars to see wot was'-go on he 'cart
' down'sars he saw a Girl -1ittle Girl
‘little Gir]l call Sam .the Girl wac.up
She was salt Sam said may I livet in
your mouse house a cas you may mom
dad call the Girl I have a mouse
Tiveting in my mouse house may I cap
him Yes wan Sam het the news he sat , -
waw-Joy Sam navr het to work a gan.

April 4, .1984 S o




TrU7FT THessaw.a girl.. “"Little girll .1ittie girll®

3 'Iatter stury is indeed quite d!fferent fro

<. -
Sam was a hard “working little mouse.
He worked day and night. His mom

and dad died in a'firé. Poor Sam had
no food, not a-speck. He was a skinny
mouse. Sam never had brothers or.
sisters -to look after him. Sam 1ived . -
in the attic. The people down; stairs 7 +
had a the mouse house. One day Sam
decided to’'slip: down: stairs to- see what . i & 2
.was-going on. He crept down stairs. ° . iy

Y =0 called Sam, The girl woke up, She was
“.:'startled. “'Sam sald. “May I live in your‘
mouse house?"
f,course, you lllly. .
Mom)" Dad!! .called-the girl, "I huv
.mouse: 11v‘wg in . my mouse hous:._ 71

When Sam h\urd the news, he squeak!d wi thv’

: ! April 4, 1984

‘Mthough House House, the story

read in class B

'cenamly ‘seems 'to have wfluenced the production of Sam, ehe:

he former. The
m‘wse is given a dlfferent name, and has an entirely differenl

ba:kgrnuud._ Perhaps the only common lhread between both

.stories Is that. they both contain a girl” and a mouse, and in

~:both- storjes the mouse ends up occnpying_ a novse house.' Sam”

ds very well writtei.-for a six year old child: It reveals

her growing sense of story and her’ fluendy with written
d language. There is a certain cons¥stency and Yogic within thi
“story. Sam, the diligent Tittle mouse, is rewanded for his

hard. work and ambitious nature. He fhlds a comfortable mousa‘

house and never has to wurk again. Thls sense of logic and

‘Jo.y. Sam never had.to work aga1n‘ i L it




éunsﬁstency is present in most of the stories. In The Print.e
" and the §1imy Wit:h, good overrides evil as the good prince’
kills :ne\uickealmﬁ'md then lives happily ever after. In
The Elying Monkeys, the irrational behaviour of the monkeys
is punished. First they are sent out doors because they
almost 'knocked their mother down', by flying in the house.
Next they are abandoned in 'violet land', bécause t_.hey did
not stop to consider the consequences of taking a ride on a
. ‘'violet hippopotamus'. '
: In the stories mvu]v‘lng‘the; 'ride theme' it was a
-giant bird, a huge frog and a giant snowflake that transported
the children hack‘.und forth on their adventures. 1In both
stories, Fire and The Dark 0l1d Tunnel, the characters are
“returned safely to their realistic unhs for characters such
as Fire and the Tittle girl could not possibly be perceived
of as belonging to unrealistic worlds. o
» While all of the children's stories contain fanciful
or ilfagir;ative happenings or elements, the majority-of them
also have,"la certain consistency and logic which rendér .them
acceptable as fantasy. Each of Ath: fanciful elements as
discussed, is also indicative of the child's sense of
: ,-ori‘g(na]jty., ’ .
The next criterion considered lin analyzing the
.cr;i'ldren's fantasié;}was the development of plot. The
~stories were examined for development of beginning, middle

-and ending, and for coherency within the story.




Plot Development ™
Whilé in all of the stories of Fantasy a certain
amount of plot exists, it is more fully developed in some °
storfes than in others. "In the stories, A Little Girl,
_ﬁ;e ?rog.’ and A Snowflake the plot revolves around a child
going fol an unuiual ride. While*Some defadi in each’story
is Inc]ude;i. further _elabori.tian would hav‘e made a more .
interesting story. In the first story the writer develops
the beginning but treats the middle and ending in a mefgre
fashion. The story explains: . S LR,
: Away they went up on the big mountain.
And ‘the bird gave me something to eat.
Then he brought me home once again. * -
It would have made a much more interesting piece of writing
if the writer had told what it fe]t_like‘tn ride on the huge
"bird. 1In the second story The Frog, the beginning is also
Ueyeispad. MTLHouRh Ehere: W5 an, abteart To: Tnpludk dRtatle
in t;\e middle of the story since the child l‘ists the animals
he sees at the zoo, he omits certain relevant information.
He does not describe the ride on the frog's back, what it
felt like or how he managed to hold on to the frog. R
The third story has a more limited introduction but
a more developed middle than the othe™ two. The child
explains how the girl felt while on her journey, 'She was
very, very scared’, and she also tells how the stars and moon
reacted to her, 'the stars twink1ed‘."the moon chuckled'.
The ending of all three ;torles. though brief, is

suitable. Although the plot in all three stories can be
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considered to be an outline rather than a fully developed
plot, ‘there is a certain amount of detail, unity and
coherence which indicates the children's growing sense of

story.

In analyzing the children's fantasies it was noted

that the majority of the stories had a definite beginning.

There seemed to be .an awareness on the part of the children
that it is important to set a background for the story rather .
than to begin in the middle of a sltuahon. and to reveal as
much information as poss(ble so that the audience would have

a clearer perception of the experience whether 1‘!‘5-5 realistic
or imaginary. An examination of several beginnings of the
children's fantasies will serve to illustrate these points.

In the story Pete the Fish, the writer begins in the

following _manner.

In the water; one summer's day N
a little fish was swimming. :

The words ‘one summer's day' establishes the time. The
setting is indicated by the phrase 'in the water', and the
phrase ‘a little fish' tells us who the story is about.

The next example includes both the character and

setting.
Marke was a hen. He was sing in ot o
a green ter.in afck. H 1ikd it
there.

(Mark was a hen. He was situng
in a green tree in Afric
liked it there.) . ~

ST ———



example.

Both time and character are included_ in the next -

It wos a buteyful hot sunny day.
A quot littlle pengk boderfliy was

fliting alng. On avrre little

flower he -nd sotop.

time.

(It was a beautiful hot sunny day.
A cute little pink butterfly was
fhttmg along. On e\)lery Tittle

wer he would sto
In the next exampie the child gives a more definite.

!

Joann was in bed on Friday night

wn someone tapped on the door. Joan
Was not afriqhtened she thoot that
it was the wind

(Joann was in bed on Friday night
when someone tapped on the door.
Joann was not frightened. She
thought that it was the wind.) e

In addition to giving a specific time, the writer has included

information for the benefit of her audience. She explains why

Joann wa

s not frightened, 'she thought it was the wind'. That

sense uf including information to make the scene ‘more Hvid is

a]so.evl

sentence

introduc

dent in the follouing example.

It was nogit time. the red and
blue nogit Bird came out in the
black nogit. He was hogy.

(It was night time. The red and i
blue night bird came out in the
black night. "He was hungry.)

In a final example, the writer uses an inverted
and rich action words to give streng‘th to her story

tion.
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in a maete a kitten was laec in

the grss taes and taeln up and

down she go. Waen she stopped

she nodet that she had know tael.

(In a meadow a kitten was lying

in the grass tossing and tuiang

B Up. and down she go. When s
stopped she noticed thn she had
no tail.)

A closer focus on detail and information is also
.evident in the story Sam. That story begins with a strong
‘introduction with much added 'infnrmtlon.

Sam was a hard working Htt.le mause

He worked day and night. His mo

and’ dad died in a fire. Poor Sam 4

had no -food, not a speck.  He was

a skinny mouse. Sam never had

brothers or sisters-to look after N

m. "Sam lived in the-attic.
Notice the child's attempt to be specific. ‘Not only does she
tell us that Sam's parents are dead but that 'they died in a
fire'. Perhaps the plot could have been more developkd if the
writer had elaborated on Sam's adventures that he might have
possibly encountered in his jourrey from the attic to down-
stairs .- | A
e "Dialogue is used to describe Sam's em;ounter with the
girl. More detail could have been included to g\ve a vivid
description of what the mouse house looked like. The ending ~
of the story is strong. The words 'squeaked with joy',
reveal feeling.

When Sam heard the news he squeaked

with joy. Sam never had to work - “a
again. ¢ :
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“The ending gives a completeness to the story. Although the
plot is not fully developed there is a certain unity and
coherence throughout the story.

In the story The Dark 01d Tunnel, the writer has
in(l;lded 2 somewhat detailed plot. A little girl while
playing in the 'nice cool snow' on a 'cold winter's day',
spies a little door in a tree. Upon entering the door she
finds herself cast into the future where she is ten years
old. - The struggle begins as to how to find her way back it6
h‘er normal age of six years. The writer carefully describes
_each new situation both through description and d|§1oque.
She ‘elaborates the.avents vather than merely 1isting them so
that there is a definite unfolding of action. Notice hn;
carefully she pays attention to detail. She just does not
open the door and go inside, instead we are told that she
*tapped' on the door but no one answered. Then she took the
Tittle door knob and opened the little door. The dii'logll!‘
which follows indicates that she considered it :a:rzfully
before entering the 'little door'.

Himmmm | wonder if I will go in

and see what is down there. It is

pretty dark down there. 1 will

run in the house and get a lantern.

i If we refer to the beginning of the s.tnry we will

. notice the vividness with which the child introduces the
story, 'One cold winter's day a HFHe girl was playing in
the'cool snow'. Not only does she tell us that the girl was

playing but she tells what she was playing. ~'She was
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building ‘a silly snowman. Then she made a snow angel anda
snow house.' The ending of the story appears ‘to be a
suitable conclusion for the story. The 'girl is safely back
to the present time, in her-own home! Each part of the
story fits together, giving it unity and.coherence. All
through the Story' the writer includes details and maintains
a r:er_gyain_logic. For example, she writes: "It's pretty
dark Hown there =1 will run in phe house and get-a lantern."
' She cann%ihe ‘pretty girl' because she wants to get
back to her normal age. Through the use of monologue and
des:ripiion the w;iter maintains a flow of language and
thqught that .enables the audience to exper;ien:e the whole
situation. Through her style and richness of language she
creates feeling which makes her story convincing rather “than
being a mere reporting of events.
A11 of the fantasies reveal that the children have'a
growing sense of 'story. The events of the story are arranged
\J/"‘ chronological order of beginning, middle and ending. We
©  can assume from the fantasies that the children value ’
communication of meaning as;an.essentiﬂ feature of their
I3 writing since most of their writing is full of meaning.
This is perhaps because each writ{ng‘effcrt occurred in a
situation vmere‘ fucus. was on content.and sharing of that
content with both teacher and classmates. While the plots
of all the stories may not be fully developed, all stories do
contain ph’at outline. The characters have been introduced
and imaginary situations and adventures have been arfanged
' ,

for them.
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&hara:tertnuon

vA noticeable difference between characterization of
fairy tales and fantasy is that in the fairy tales the
children tend to give vivid descriptions of character
appearances, whereas in fantasy they give less attention to
character appearances, although t’her: is some attention given,
as the following examples reveal. .

Barne was green with big blue eys

and small green legs. One morening

a big yellow berd with a big yellow

beek and long long long white legs
came.

and small green legs. One morning
a big yellow bird with a big yellow
beak and long, long, long, white legs
came.)

(Barny was green with big blue eyes, }‘

One child describes an Easter bunny in the following manner.

# peter had a Black nose and pink eres
and eyes that 1it up the rom.

(Peter had a black -ndse and pink ears
and eyes that 1it up the room.

In. the same story when Peter was elected as leader we are told

Peter jumped with joy, he grap the
“eggs and f1 awy

(Peter jumped with joy. He grabbed the
eggs and flew away.) e

In another child's sample the Easter Bunny is very
vividly described. .

Ester bunny is comeing with hes frey
little tall and hes pinty hers and

hes sining eys ester bunny has a ) P

baskit full of ester eggs.
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(Easter Bunny is. coming with his
furry little tail and his pointy
ears and his shiny eyes. Easter
Bunny has a basket full of Easter
eggs.) 3

A third child depicts the Easter Bunny by writing:

the ethbunny tat on a little girl's
house He had little red che's he was
copd with"withe the ethbunny had a
red baait with pick threl ethegg.

(The Easter Bunny tapped on a little
girl's house. He had little red

’ cheeks. He was covered with white. ¥ s
The Easter Bunny had a red basket #
with pink chocolate Easter eggs. )

In the story that follows wmt little :hara:ter-

|1nHun there is, is gained almost exc'lusive]y thruugh the

juse of dialogue. 2
’ The fal‘d Bear
One_Bed day a fair Bear came to a
Little girls house the little girl

* .dond eat up girls and Boys I eat up .
fia d He fia fe fiad Ime go to .
gat the fi for me and you 0K ut
et som I will. The Bear got a—__

dlish. 1 Like it said the bear. I
like it two said the girl. . th the
bear tra Hone. ) F

April 2, 1984

B . ; v

e e s o —
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The Friendly Bear

One beautiful day a friendly bear
came to a little girl's house. The
little girl said, "Don't eat me up!"
,"I'ma friendly bear. I don't eat
up'girls and boys. 1 eat up fish
and ice." Then he finally found some

fish. "I'm going to get the fish for

me and you:."

"0.K., but get some.” .

"1 will =

The bear got a big blue fish from the
water. He took it out in-his claws.

He bought it in to the girl. The girl
cooked it up. It was-delicious.” "I - "
like it," said the bear g

3 "1 like it too," said the girl.
Then the bear tramped homé . -

April 2, 1984

.

The only detail we are given concerning the Jbear Is
that he is 'a friendly. bear . From the bear's words, 'l am.
a friendly bear', and from h‘l’s actions we find out that this
is indeed so. The bear reassures tne.liétle girl that H_e will
nét harm her. .

I don't eat up girls and boys,
I eat up fish and ice. . =t

He !ne‘n sets out to prove his friendliness. We know that he
is a good hunter because he can’'catch fish with his claws‘;
and he is a generous one because he shares the fish with the
girl. ) 5w «
Less characterization is given for the girl but we
can see that her initial reaction to the bear is one of fright,
“Don't eat me up.! She also has a trusting nature and a"
desire for friendship because she allows ‘the bear into her

house. She is also a good r.;wk which we infer from 'The girl

.
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cooked it up. It was delicious. "I like it," said the bear.

"I like it too," said the girI
el

Dialogue has been used in the above story to give
insight into chiracter.
In the next example, insight into chnracter is.also

dependent upon dialogue.

N The .Flowr Girl
A farmr was coting his hay sakes in
the fild.: He hord a crying sond but
he didt cary he caped on coting. o 3 /
" And .the crying got lodr and lodr tn R s
he saw something in the hay. It was
+ i white. - It.was craying. . Wy ar you
o ¢ crying you forms wont cary, Tal me.
. You.hrbal formrs you cot up ar homes.
Wot is ur name. Flowr Girl. I can
let you say at my house. -Oh. -So
- |the farmer brot the girl he tok a car
put hir by the worth ftin she sat down.
a drip-of worth dap out on the girl
she mta becos she was dow. ”

. Harch‘zl. 1984 /

The Flower Girl /

A farmer was cutting his hay stacks/in
the fields. _He heard a crying sound -+

¥ - but he didn't care. He kept on cutting.
©  And the crying got louder and louder.

Then he saw something.in the hay.’ It

way white: It was crying. "“"Why are you

crying?® “You farmers won't care. Tell

me, you horrible farmers why yo;l cut up

ant homes .

at is_your. name?” z
"Flnuer Girlt™
"l Cll\ let you stay at my hou?’e."

. so the farmer brought the gifl home.

® He took a chair put her by the water
s : fountain. She sat down. A ‘dr op of |
water dropped out on the girl. She .
melted because she was dough. &

uaﬁc»)“‘zl. 1984
. /
/ .
o fe——— &



The writer has not -given any visual description of

the farmer. We know though that the farmer is.an industrious - ’

one for the story tells us that he was cutting hay in his

fields and he did not stop when he first heard the crying *

sound. Flower Girl refers to him|as 'horrible'. And perhaps,

in a way, he is, because it was only when he saw ‘sometnivng
wMt!_" that he stopped to investigate. But he is not
entirely horrible,-because he offers Flower Girl the use of
his own home. When she melts tnough. no-reaction is shown

by the farmer. We. ire not told if he is sad or what. "The
girl has been-given a colour, white, and a name, Flower Girl,
whith seems ippr_—o'prhte fmt a character living in a. hay field.
Flower Girl is capable of feeling. She-reacts to the .

destruction of her home by crying. She is also sincere.’ She
tells the farmer what she thinks of him. And she has a . '
forgiving nature. She accepts the invitation to. stay at the
farmer! ‘s house. o

In the fonnuinq story, characterization: is developed

through potn desc(;tmn and dialogue.

Elizabeth the Puppy

Once tr wou a girl wo caf woodn dalls tat

wor girls oufgof wood. One day the girl

mad 3’ butefill -do11 with blad Ton hair, a

blue, white and red drasa on. “She was so

butefill she wosh tat she was hr onale

“butefill dotor. So it beegan to get dork

so she put the dol1 down on the bed and she

went to bed and fal fast aslee wn efre bite

' was asele the windo opda and in came a little
© forea with a sarcle wond. .She f1il it at the

doll and filay away the next mirring the girl

E e
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got up the doll got up she was a rela
girll the girl wos srupered wot sail I
call you I know Elizabeth ta lived nple
eavr aftr.

- March 21, 1984

Elizabeth the Puppet

Once there was a girl who carved wooden
dolls, that were girls, out of wood. One
day .the girl made a beautiful doll with
blond, long hair, a blue, white and red
dress on. She was so beautiful she
wished that she was her own beautiful

4 daughter. Soon it began to get dark.

’S{o she put the doll on the bed and she 7 S
e

nt to bed and fell fast asleep. When
jeverybody was asleep, the window opened
/and in came a little fairy with a
sparkling wand.. She flicked it at the
.doll and flew away. The next morning
the girl got up. . The doll got up. She
was a real girl. The gir]l was surprised.
What shall I call you? 1 know, Elizabeth.
They lived happily ever after. ¥

- . 4 March 21, 1984

While a physical description of the woodcarver s
not given, the puppet is described with a certain amount of

vividness. E z
a beautifu1 dol1" with blond, long h‘lr.

a blue, white and red dress on.

was so-beautiful that-she wished tha

she was her own beautiful daughter./

‘refer back to the story, The'Prince, we will

notice only one word is used to describe the witch,

slimey witch'. The prince is described as a 'handsome prince'

and from his actions we know that he is capable of defending
'Mmselﬁ ‘he grabbed out a big'silver sword and flicked it

back ‘at her, and she sank slowly to the floor”. ¥




In the story, The Flying Monkeys, a physical
description s given for the hippopotamus alone. It is
veferred to as'a 'huge, giant,-violet hippopotamus'. =~ From
_the action of the monkeys we learn that they are playful.
They Tike to fly aroun‘d the house. They are also capable
of emotg‘or}, ‘they went outside, sat on a rock and started
to cry’. They have a sense of adventure since they accept. '
a ride on the 'huge, gi‘ant, Violet hippopotamus'. The mothér .
r.eﬁ?r; to them as 'S‘Il'ly monkeys'. A ]‘w‘mited amoun va
dialogue has been used in this story.. The mother's rebuke
of her children, 'Go outside you silly momkeys', reveaTs her
as an authority figure: The 'hipp_opatamus‘s bquestian. ‘Do you
want to go to violet land?' does;not reveal character insight, "
but it does serve to bring.immediacy to the'situation. The
monkeys' reply, 'Ya, we want to go', indicates their
spontaneity and their desire for fun and adventure.

In the storj, A Little Girl, the bird is described ‘as
a 'big bird'. We can assu;’ue‘that he is a friendly one since
he take§ tHe child for a ride to the top of a 'big mou‘ntain',
gives her ometrhing to eat:and then cafrries her home safely.
No \‘ndica‘tiov_l is g_iv’e‘n_of what the girl looks like. We do
know, thaugh. that s.he‘ is capable of feeling since the story
says, 'the girl shivered'. Again, the small amount of
dialogue doeg little to reveal character. However, there Ais
some character revelation. 'The bird's question, "Do you want

to go for a r(i‘de?' indicates the bird's friendliness. The

‘ S ¥ g
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. .
gi‘rl‘s reply, 'Oh, yes', ggnf\'rms this since she would not
have otherwise accepted U;e rv’de’. &
In the story, The Frog, some information has been

written about the frog. It is described as a 'huge green
frog' with 'black spcts‘l_uho could 'jump and hop fasper than
thunder'. Again there is a minimum amount of dialogue but
it serves to strengthen the frog's friendliness and the
child's ser{se) of trustworthiness and adventure.

. Both descr‘iption and dialogue are very effectively
used in the following: ‘take the a;]:har Jp out of the ocean,

and away we will go', sdid the captain in a very angry, loud

"'voice'. The captain's command reflects his authority. The

a

words, ‘very angry, loud voice' serve to make the captain a
convincing character. Ny i

In A Snowflake there's very|limited characterization.
We are told that the girl is 'very, ve"y scared'. Other than
that not much information is given. The nnlyedialogue that is
contained in the story is the star's statement 'I'am a funny
star'. It does little to reveal chln;cter.
. - "Characterization of the man in Fire is vague. His
words 'I will go to nine-o-x' probably refer to his
_i‘ssociatlon with a secret agency but we are not sure. The
"writer assunes audience knowledge and omits certain .
information. The sentences, 'Fire was delighted.' He said,

"I'11 never go ‘again", indicate that he is capable of emotion.

It brings immediacy to the situation but it does little to
reveal characer.

@



171

In Th; Dark 01d Tunnel, only a limited description
has ‘been given of the physical appearance of the characters.
We are told t‘hat the 'little girl' likes to play in snow,
and the other is a ‘pre‘tty ‘girl'. IN this story, though.'
the dialogue is strong. It reveals much information. It
shows the child's ability to make judgments, "It's pretty
dark here, I uiﬂ"run» in _th.e house an‘d‘get a lantern." It

. also reveals her curiosity, “Hmmmm ‘l wonder what is down
here. 1 will-wander around and see what exactly is down
here". Her sense of insight i.s revealed in the words, "I
Jknow there's something fishy going on. around here". We know
: tI;e girl is observant when she says, "This place is creepy and 'w‘
cold too". The dialogue used in this story gives ‘Lhe read_g(rl
a feeling of being present at the action. It makes the_ ™ ‘
action more direct so that the reader is able to experience
each event. It makes the éharacter 'convincing. !

In the story, A Heart; charﬁ:teriz}ﬂun is nDt’
developed at all, and no did‘log_ue is used.

In the-story, Sam, we are told that the mouse‘s name
is s:nﬁt!mt he is skinny and hard-working. The words 'poor
Sam', cause us to sympathize with his glight.qf being all
alone. His question, 'May I live in }nur mous‘e house?' shows
that he is polite. The sentence, 'When Sam heard the news
h‘e squeaked with_Jny‘: presents Sam as a very favourable and
likeable character. He is consistent and believable. Never

" once do you feel that he is only make-believe.
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The previous examples illustrate that while the
children did ust detail and dialogue to develop character,
they were more inconsistent in its use than they had been
in the fairy tales. Perhaps thi; suggests that Hteracy_ ~
development does not occur <in a linear fashion. It'is
obv\ous that tne children are r.avable of using character-
ization on occasion. Perhaps for those yho had used

-characterization well in the fairy tales, but rather

2

sparingly in fantasy, it suggests a ne_u'qrowth rather than i

an erosion of skills. The concentration on producing a
novel piece, that is nne"not based on a story they had heard,
took precedence over characterization and dialogue. For-.

others both description and dialogue were well handled.

Setting * %

v In the majority of the }:Mlaren‘s fantasies, setting
was included.’*In The Dark 01d Tunnel, the setting was *the
nice cool snow' and the dark tunnel. In Sam, the setting

was the a:‘: and the downstairs of the little girl's house.

In Flower Girl, poth the hayfield and the farmer's home were -

mentioned. A few examples from other stories will further
reveal that the children were cuns:1ous of locatipg their
stories 1n time and space.

On a sunny day a little girl was
playing outdaer.

(On a sunny day a Httle g(ri was
playing outdoors.) N



ﬂ“ In the watr one snrs day a little

fish was siming.

(In the water one summer s day a
little fish was svumm\ng

‘One hot day in the somér a boy was - 3
- walking alonc a strat road.

(One hot day in the summer a boy
was walking along a straight road.)

One hot day a riber man named robe
was skipping down the road eatmng
riber popcorn.

*/ (One hot day a rubber man named
Robby was skipping down the road
eating rubber popcorn.

In the yaered Cotten was playing on s

. a nice sunny day. i . i
E 1

(In the yard Cotten was p'Iaylng ona 3 !
nice sunny day.) :
Although in the examples. provided, there is still a Y
‘certain’w’tagueness_abuut time, the children are attempting to
be specific, for it isnot just a day, but 'a sumny day', 'a
hot day', "a hot day in the summer' and a 'nice, sunny day'.
The fact that the children include time and sétting vin their
stories is, perhans,v reflettive of their exposure to Htgrature.
The influence of literature was also noted in “the choice and :

variety of words which the .children were using.

o N
Vocabulary
As the children were exposed to more literature,,
they used a greater amount of adjectives in their writing. = .-
; ¥

As their writing progressed, it was rare to find nouns used




("I am cold and weary", sald the

without an accompanying descriptive adjective, as .the
following examples reveal:

‘sharp teeth', 'big blue eyes',

'small green-legs', 'a big yellow

beak', ‘black road’, 'deep forest'; s
'cruel, htt]e boy', 'pretty monkey , T
cold feet' green a]hgator , 'a bigy
greedy, old man', and 'a scary dream’.

ADescrumve ‘Words were used effectively in the
3 .
_fnllowin»g example: [
He took me to a dark tunl. There
war stane greerers, .

. (He took me to a dark tunnel.
There were strange creatures.)

The word 'dark’ aptly describes a tunnel and “strange
creatures' ‘heiglitens the effect of the dark tunnel. Al"mther
child gives effective detail when he writes:

the wite clods wor mofing alol
the blue sky.

(The white clouds: were muvmg ' . & 8
along th¥ blue sky.) >

- We.can almost hear-Yhe sound when one child writes, 'a soft

knock'. came on the ddor. We can sympathsize with a Starfish
when we read: :

I am colod and wary, said the o
starfish. e g 5

starfish.)
And we can easily visualize the following: .-'a 1ittle black i

and green monkey was strolling duwn a green hiint,




17

~ '150,000 yrs ogo a rof tigr came out
of a floty bos in the woods.

(150,000 years ago a rough tiger came
out of a fluffy bush in the woods.)

The words 'rough' and 'fluffy' offer a.contrast which helps

us-to further visualize the scene.

One child described the Easter bunny in the followi
manner: '
One -vary black night thy estr. bunny
" came to my house. He had blue eyses
and wihte ers and in his ers thar was
’ p\ck

. (One very black night the Easter Bunny
came to my house. He:had blue eyes
and white ears and in his ears there
was pink.)
Another child's chmce of aJJechves helps us to wsuahze
the Easter‘bunny in a d'xfferent way.
They war jaing to fad the palpist
tallis Eartbaey in the wat.

(They were trying to find the plumpest,
tallest Easter Bunny in the world.)

The words 'green, f(‘rp-breathing' in the sentence '
was a éreen fire-breathing dragon', contain much visual
information. The same urge to be explicit is al’so noticed
in the following:

A.big old yellow and mane fat wof -
lived in a yellow and gren haus.

(A big.old yellow and mean fat wolf
lived in a yellow and‘green house. )

5

L -

it

i A



She sow a 11itl brown and wit coj.

(She saw a little brown and white
cottage.

As ' the previous examples illustrate, uhenev_"_
descriptive words were used the} added vividness and
preciseness to the children's work.

While adverbs had been used effectively by ﬂg
chlldren in their fairy tales, they were Used much more
frequently 1n the fantasies : 2
Adverbs of manner were used as the following examples

reveal.

the fere said to her self cwithele
I must have that girl for ny s-:vit. a®

('lhe fairy said to herself quutly.
y must have that girl fnr my = =
servant"

‘STowle he tota a bot his dotr Jolen.

-(Stow1ly he told.about his daughter.
Joelene.)

* She looked capenwl.
(She looked carefully.)
One -hot day a duck was sating stuay.

(One hot day a duck was slowly
swimming. )

it's a book, she-said quitle to* ”
her selft. ) i Y

“(It's a book, she said qu1et1y to .
herself.)

. he went vre clwit so the gord wodt
_J see him

(He went very quickly so the guard
wouldn't see him.) .

—————— e " S
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She sac slolesto the floor.

(She sank slowly to the fluar.)

tay all bgan to fggh drft.

(They all began to fight dreadful]y.)

wos hping alang sadle. &

(was hopping along sadly)

The adverbs in. the ah‘ov'e examp]es-al‘l give clarity
to the events described. They indicate that the children
were conscious of portraying how the actions occurred.

Adverbs of time were also noted in the children's
written language samnleé. Words such as 'by and by', ‘at
once', 'finally', 'be_fnre‘. 'afterwards', and 'last night',
were contained in the stories.

The gvtowth in the richness of the children's
language was also noted in their use and variety of )
vigorous verbs. Some examples will be _i;i;/en to demonstrate
this. .

: He tamp the hrys.-' i : - e

(He chomped the berries.)

The word ‘chomped' is much more effective than 'ate'. The
word 'mosey’ 1n the sentence, "I will mosey alané to see
what I.can see", said the cat; seems to be just the rig'M
one for a cat who is in no great hurry. : .

How effectively the verbs have been chgsin in the

following sentence.

3
&

o o st o
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“the deen sow a-Hac he swot down
looking for a fish to masc.

(The deer saw a hawk. He swooped
“down looking for a fish to munch.)

The word 'drifted' in the sentence

A big Big Big snoflac jrefdd ban
Btwor me. K

(A big, big, big snowflake drifted
down toward me.) L

a;pears to be a good one. One can almost visualize the .
snowflake as it drifts down.
The writer of the following sentence also uses
effective word choice when he speaks of the Easter Bunny as,
he tuesed hes nos as ef to sa tak
you and he skaperd away in the cold
+drk nhit. ;
(He twitched his nose as if to say
thank-you, and he scampered away
in the cold dark night.)
The words 'twitched' and, ‘scampered' give us a‘clqar picture
of . the action of the bunny. They give a feeléng of quicknesé
which is associated with bunnies.
When referring to how.an eagle took fish from the
water, one child writes.. ’
At once he skuped t;m up.
(At once ne'scu:ped then'uq.) ; <
The word 'scooped' gives pre:isenes; to the action. Thai

same sense of precisenesslik also noted 13 the foilowlng .
‘ v ' . %

v
examples: 1 Sl
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the voltr swopd down. 3 *
(The vulture swooped down.) - 3 .

e he met a allagaetor-he lepd and
snopt at Goset.

(He met an-alligator. He -leaped .
and snapped at 6us.) -

A fals duck wa sund 2 lain.

(A foolish duck was stra'loh‘ng a'lor;g.)‘

A flat rond f!sh came to worn him. . . - =

(A flat rainbow fish came to warn him. )
) feeHng nf happiness and lightness is experienced
“when we read, ‘She was skipping down the lane'. A gllmpse of

) the fear that twu.friends felt is shown.in the fn]'lowing
sentence

ta wor fild and ta seed lntn egotr
and called who is tat.

(They were frightened and they
squeezed into each othér and called
"Who is that?".)

A sense of expectation is noted in the: sentence,

tay put some clos in.and tid it
and putefd sik in it and morta auay
(They put some clothes in and :uu
it and put a stick in it and
marcbed away.)

Yhe word 'enter' in the following- sentence gwes a

feeling of intrusion: : o
N M»hy '”‘d you entr our prty. ‘ ‘ 0% i v w:
. (Wny did you enter our party?) 58 il ; J .
4 . # o " ,
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The word ”travellw‘ng"lappeags to-be'an appropriate

one to'describe the actions of|a fox in,
L

One fine day a fox was|travaling
traaw the green dak fai u

. . (One' fine day a fox _was travelling
| 5 through the green darkL’forest )

One final example will be given in whl‘:h the writer

!
Lk
makes effecthve verb choice. !
We seed down to my n]as and I cilb
into the waind, snaed into my bed
and went to sleep.

(We swooped down to my p]ac.e, and 1 -
climbed into the window, sneaked
into my bed and .went, to sleep.)

it should be pointed out that these examp]e were nft
Verbs such as 'scboﬂed,
, hopping, gobbled,

tramped and. splashed', along with u'f:hers, ‘were -contained in :

conﬁned to individual children alone.

swooped, leaped, scampered, strolling

‘ ' the writing samples of several children. This 'strongly

suggests that a transfer from the-rich vocabulary of

1iterature was being made 'to children's written Tanguage.”

Figurative Language

; .
«|
Examples of figuratjve language were also noted in.

the .children's‘fantaﬂes. It made their wri‘ung interesting '

and lively. It-was used to describe how things Tooked as in
the following éxamp]es.

:ihuge gigantega sort tat sun like

(A huge gigantic sword that™ shone
J 1ike diamonds.)




The Easter Bunny 'Tooked like snow',

‘fish looked like silver', and stars

‘Tooked like 'silver diamonds®

. Figurative language was also used to describe how
s

actions occurred as the,following examples illustrate.
. he jumped fater and taer.

(He jumped faster .than thunder.)

1
Wane she rnen had fdod the cat maed
it'come Qanec as a falae.

(When ' she never had food, the cat
made it come, quick as a'flash. )

Although only a few ins tances of hguranve language
were noted, the similes 'quick as a flash' and 'faster than
thunder ' .were used by several children. Once again‘this
suggests that a transfer was being made from literature to
written _1ang|iage, since these particular phrases had.been

present in the literature -read to the children.

y Sentence Structure

While the fairy tales had contained some instancesof
imper.;tive, exdama'tnry. and interrogative sentences, a much
widzr.frequency was found 1in the fantasies. A greater number
of children were using'sentence variety-in their stories and
they were using it more frequently than fhey had done in theij‘ A
previous writing. '

The use of the imperative sentence helped give
emphasis and directness to sh‘.ugtians as the following

exampl‘es verify,
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tak the acrr up oit of the ohssn and
away we will go! siad the captin in
—a—varr—agre laud vis.
(" Take the anchor up out of the ocean
£, and away we will go!" said the captain
. in a very angry loud voice.)
Gio 0ulT ot the with.
(Get out of the way.)
Give him a left.and a rite.

(Give hima Teft'and a right.)

Opn tis box, sa‘id the ki!:tin. ‘ .
27 (Mopen this box*, said the kitten.) ’
Plas get some rast.
(Please §et some re?t.) "
) When exclanato ry séntences were used they added

vigor and life to the children's stories. The sentences

Boying!, went the pig, glang! .
Wat the bunny.

(Boing! went the pig. Clang!
. went the bunny.)

give a certain freshness to the writing. Excitement and Tove,

: % for reading can be felt in the following sentence.
hao! hao!: it's a book uap! uap! uap!

. (Hal Ha! “It's a book, yipl yip!
: yipy!) - o

Almost i’mmed\'a tely wadcan experience the quieting
= effect of the' sentence 'Shhhl', and the satisfaction con\ieyed e
by the sentence 'Oh boy! she slgd with qapnym‘s.‘ ("0oh boyi"

she sighed with, happiness.) . o
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A feeling of med®ief is provided by the sentence,
"the frog side dee wasclos!' (The frog said "That was
close!") A cry of panic is shared by such sentences as,
"Helpl Help!", hecried. PR »
"Help! Help!", -the goose cried,
"Get me out of here."
Surprise is reflected by the sententes,

"Natch!", he said. .

A feeling of syspense is evoked by the sentence,

"What!"

How he looked!

- ‘There was a crash!'.
' Our sense of hearing is evoked by the following
- éxamp'I es. :
“Twing, twang!', went the clack._ i
“Swatch!, swatch!®, went the muse.
. Splash!, splash!.‘n He jumped off ‘the rock. . - ~
Interrogative @entehces were use%quite frequently
by the children. Examples such as the foWlowing were noted.
Wot is ura pubilm? s
; (What is yn‘ur proh]ém?) 7 -
Do you w‘ien to come to me house?.
« “(Do you want to come to my house? )
Ure you aliret?
(Are you all right?)
Mi'l-i.,yfgu pas to be good.

P (E R B }ou promise to be good?) .




"As’ the above exampies indicate the -children were ‘gaining
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:.'Hy. are you weeping? B
. (Whyrate you weeping?)
[ Wot's ‘the meather pig?
. . (What's the matter, pig?)
© May-1 keep this c_at?:

(Wis way is it? .
g‘ (Which way‘ is it?) "
fluency inm written expression.

The fantasies also contained a greater amount of

sgntence inversion than d'd the fairy tales. This suggests

““that s the.children received continued expnsur! to hteratnr:

certain ‘stylistic features were being imitated.  Examples such
as the following were noted in the children's stories.

‘Down cam the ax and spolt wnt
k!

the s11 )
- (Down. came the ax and splot [ :
went the stalkl) . % -

. . ‘Out jumped caeoeis googer.
(Out jumped curious George!)
Hé was follode by a Red Fox.
(He'wa's followed by a red fox.)

Ina hn]e old house thar lavd . ‘
a cat and har six kittens. I

(Ina 'llttle old house there Hved ®
. a cat .and her six kittens.) . t , {

thaes she wae saef four_aver. . . L—

(There she was safe forever.)

5




In an attic lived a family of mice. - .
OFF went _bunny and asleep I went ¢

Although many examples of santence inversion were

- noted in the writings, it is felt that those given are

sufficient to illustrate that children were manipulating
language to create effect. .

"As the study continued, the children's writings -
showed a gradual increase in complexity of sentence structure
i:r;\\the majority of the.cases the sentences were becoming  °
increasingly. longer with the inclusion.of ‘more phrases, as
the following samples reveal, — .~

N Hary’ was woking up faorm a 11et1
nepi

4(Harr was wakmg up from a ’little
NE

Saoenly a gern spasshp dendt rit - o
boy her.

(Suddenly a green space ship landed .
* right by her.)

He weit down utr the wrt to scp uff
the f(sh

(He went down_ under the water tu a
scoop up the fish.) .

5 One hot norenign a egole swopde
. down into the yeter )

(One hot morning an eagle swooped %
down into the water.)

One sny day Gregs want for a woc
in the drk jogl.

(One sunny day George went. for a’ 4
walk in the dark jungle.) y
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'
he went to the little strim nact to
the owl's tree. -

(He went to the little stream next k 5
to the owl's trs.) H

i’ : Once in-a little gorn nar a far tr
Tive five little mice.

. (Once in a little garden near a farm
. there Tived five little mice.) I

- . Cranky the cow was stolling in the
e: grassee mendr.

(Cranky “Ehe cow wis SEroTVing dit the
- grassy meadow.)

i . < " The examples indicate that the children were concerned 3
with supplying information for an intended audience. = Also the :
d 1}

addition of,phrases to their sentences removes the choppiness

from their writing. }

Compound sentences were used 1ﬁcreas1ng1y in the
children's stories. Children were hecnmjnq more sk'h'!fu'l in
combining ideas to form a single sentencé. Examples such'as
the following were ngted in the fantas.ies. 3

He wok up and he went outsid to get
in M?withe siming pill with pink

pirdi§ion it :
(He woke up and he went outside ta = Tt il
< get-in his white suim fng pool with g S ms
. . pink birds on it. 3 . .

he tuesed hes nos as ef to say tak
you and he skaperd a way in the cold
drkinit

(He tossed his nose as if to say thank

R . - you and he scampered away in the cold ° r
] dark night.)




he grabbed out ‘his big se]urr word
| and he flept.it back at H

(He grabbed out his big silver

i - s sWord and flicked it back at her. )

H She opuet the ‘winddo slowly and she
¥ pekd down and ‘saw a huj dog.
P ¢ . .

(She opened the window slowly and
she peeped down and ‘saw a huge dog.)

o ~ he had no caod and he was vré colot.

X o ® : (He had no. coat anid. he was very cold.)
2 ‘Down cam the ax. and spolt went the - i
N - stak . e

"(Down came the axe and sphn. went
the stalkl)

Complex sentences were used in\:rgas{ngly by the S

3
:
!

c)thren. Within these complex sentences many’ c]ause§ and
phrases were contained. E%ples such as the fu]]owmg
occurred. . |

One hot day wan the clods wor mofing

a monky jumped ot of the tee and lanee

in a green bush. A

(One hot day when the clouds were

. moving a monkey jumped out -of the
tree and landed in a gréen bush.)

: ¢ the panewoi caneing get to ware babcane
i the sowen waneir ranue up to the bounes. *

. ‘(Then people couldn't go to work because
: the snow was right up to the buildings.)

evey day when somebade waid -come: to .
ther hate thay were happy becose th:y e
were lanly -

& (Every-d bod,
2 their home they were mppy be:ause thay
were lonely.),
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the snowfaec daet her back on the

gress hill war she was playing.

(The ;nn-ﬂnké brought her back on N
the grassy MH where she was
playing.)

She nevr wnt for a walk again because «

she was skd. ¢ o N
because she was'scared. C

A kaegereae was hoping along saely

becaes she had no-paeis to sae ya L )

|
|
i
i
!
i B (She never went for a walk agnn =
; )
% . s over-nigeet to caeale and. get waem.

| ;

' & 3 (A kangaroo was hopping nlnnq sadly w
because sfie had no place to stay
s g overnight to cuddle and get warm.)
v"“TP;E fact that the children were using-an increasing .- _
number of complex language strnctnr;s including sentence
*lnv_zrsion. sentence expansion, phrases, clauses, compound and
& * .co-plex sentences, suggests thafsthey were becoming more :
fluent with written language. This was in all probgbility &
" direct result of exposure to th¥ rich language of 1iterature l
* " and the emphasis on writing as a daily activity. /
i Chila's Sense of Being o Writer ’ g S5
i In addition to an increase in complexity of sentence °
structure, a gradual increase was also noted in the amount
“of emot_|or! expressed in the stories. A feeling of sadness
. . was expressed in the following examples:
he wis barre cid to pepll biu he wis

sad.bcis he did not hay no one ta = =
- play wet. / .
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» :
(He was very kind to people but he

was sad because he did not have no 5 ¥
one to play with.) T

Not only dnss the writer tell us that he was- sad but he nsa i

gives thg reason why. T‘Ms same attempt to exp'lain why . Z

sadness exists is also present in the following examples. :
Hie wos sad he'cot get inee fi;h.

. (He was sad.- e couldn't get any P
fish.) s : \ i

. i
the nogit hird was sad becos hew- L8 e o il
codet ent the owl, . A
(The nignt b!rd was sad-because he ) W

; couldn't eat’the- -owl. s ~ " 3

' Wan he got bak he had to get smnkd ~
and he was sad. . " " S
“(When he got back he had to get tRd
smacked and he was-sad.) . ey !
the tige was in the hunters chrap = =
and he was sad. -

~ (The tiger was in the hunter's trap O
and he was sad.) w ®

feehngs of. happ'mess were also expressed by tKe
children in thelr wrﬁing We ‘can feel the sense of joy X s

that was present when we reaﬂ the following:

. the 1ittle gril wok up and say the .
Ethebunny. She was glad to see him. \ B

(The little girl woke up and saw the
Easter Bunny. She was glad to see
him. )

Oh boy! she sigd with happynis.

I
|

E

(“0h boy!" she sighed with happiness.) i : 2
? mhappines vy e
{




o

I wa'l thz happyost girl in the hol
. wy world. .
(1 was the happiest girl in the Iy
wnole wide world.) B
Another, child expressed happiness _h| the following
manner. .

a turdel had saft hes life!
- Thanks. He was happy.

< (A turtle had saved his lifel
Thanks. He was happy.)

The following examples give a vivid sense of joy:
Peter jumped with‘Joy. . . |
witl

t
i
3
{
Wan S;m heard the news he squeaked i i §
. (When Sam heard the news he squeaked i
with ) i . |
He Didd with. d1id,’ !

(We danced with delight.) o
Other examples expressed surprise. $one child wrote:

I was suiprsed to see 'too| deens “
(it -sals. ‘

“(I was surprised to seE two dragons
with scales.) -

Another child wrote: ' -

She was :surprised ‘to find out it
g was a black bunny at her sid.

(She was surprised to find out-it - H
was a black bunny at her side.) i

A third child's writing contained:
He was so amasd.

(He was so amazed.) c 5




N ; % Many other instances such'as.'l was surprised' and 'she was S
startled’ were noted in the fantasies. . v u

Emotions of fear were also expressed as in the
following examples.
he jump down and sera the rat away.- # !

(He jumped down'and scared. the rat
away.) :

The kltten bekame trab]y fitht.

. ’ P (The kitten became terr1b'|y »
frightened.) L

i : . ta wor fild and ta seed into egotr.

(They were.frightened and they .
squeezed into each other.) R W

It was scary on the moon. ) . . t

A sense of jealousy was noted in one example:

. the fuererry of the bares caet one

fish the oeres warry bael. . /
s . (The first of the brothers caught -
s 2 . one fish. The others were jealous.)

A feeling of remorse was expressed in,

¥ . I skampered home and I said Hum
E I'm sore.

(I scampered home and I said, "Mom,
a | I'm sorry".)

A feeling of covmpasﬂ'an is expressed in the sentence, .
Paus Sam haved-no food not a sap.
(Poor Sam had no food, not a speck.)

3 ’ The above examples indicate that the children were

5 o not merely creating and reporting 'situatians for their
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characters; they were including reactions to the situations
which helped to give their writing strength. B

As the chqdren shared their stories with the teacher
and: the other members of the class, they became more concerned
‘with meaning in’ their stories.. Very often they were sble to
tel1 when their wrliting did not make serise and they made
remarks such as "dh I left out something" or "I haven't got
this right.", Ofte“n they erased .a;d rewrote parts of their
Story 5o that the lmeaning was clearer. As the children read
their stories they would pause and explain certaI’n details.

If-a lot of information were missing they did not attempt to

. i ;
write it in, but they frequently used arrows to insért single? .

words into their :sen;enczs. During the study; an important
g;owth had occurred. - Children were listening for meaning in
their work, and they were making an effort to edit their

writing. " 4

Developmental Spelling
|
As the children continued td write fantasies they
grew more and more confident in attempting to spell words on
their own. This confidence in their own ability to spell,

enabled them to produce continuity in their flow of thought.

In earlier wrinng‘; when children had to search for words in

their readers or seek the teacher's assistance the delay

involved, would |J|terrupt their flow of thought, thus resulting

Tina piece o 'wri%'ng that did not sound natural. As their

! A
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, byithe following examples. ‘

independence grew, their written lan.guage.souv;ded more natural,
.

since the vocabulary was not- 1imited to only those words
contained within thgir basal readers but‘ included words that
were reflective of their world arou‘nd th‘em particularly their
world of Titerature. The children's cd‘l‘;fidence ta spell words
was nurtured and fed each time they read their own story to
the teacher or the class, and found that it had been accepted

by them. They soon realized that empha’sls was on content and

mean!ng rather than on spalhng Th1s realization enconraged
them to go beyond the Hmlted \fb:abu'lary of their basa'ls and *
.include words from their speaking and""listaning vocabularies
. | 5
as well. The children knew that all of their efforts would
be respected. They would not receive ridicule or criticism
for‘reliance on their own developing cognitive strategies for
dealing with the rules of spelling.  Allowing the children
this" freedom to spgl] their own words without insistence on
correctness did not result in a degradation of the spelling
prpcess. It led rather to a.noted developmental® improvemént
in their spelling ability. L
The same word wa's often sp;Hed differently by

several children on numerous occagions, as is 11lustrated

|
1
[
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- ., went \Ment. : went * > went .
i i waenwr - - wenrst™, waet . wat
i waewen . wenesht wat went
! wanei want : Nal;b L
| : 5 gwanew warst, we'g_t
i wat " wenr o ¥ | “ 4
i ‘woet - wen \ !
o z wnt . went e It )
! went ® : ,L\ %
! 8 o .
L . Girl - Girl. girl’ . . Girl P i
s AR grll h gail - i
. girl glai. 3 d
7 g if
gril b gind . )
gir? gril R
; ¥ i S8 gty
| | The childreén tested and experinented with letter-
sound association until in many cases they arrived at the
¥ ¢ correct spelling. Sometimes this experimentation involved
substituting one vowel \{or a;m’ther as in the following
‘- exanples: h )
was i his . got *
| wis - i hes — . get.
wos coo 7 7 Thes : gat .
was X " : has " . \ g8t A

‘ . his ., : :
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Sometimes the liev’e'lo'pment Tay in:making the correct sound

associations for :unsov\ant. spellings as in the following: ¥
wan « " u B Hosm . jras
war = _‘ " hod E . gres
was : hot ~ L dres
o hoe dress

. home
. Inother instances both vowels and consoid¥Es vere

e)gr;erimented with. For example, one child's stories contained

the following spellings for the word ' fine
find, fine.. Another child went through several different

trials in his attempt to spell the word 'next': nacxst,

‘necxt, nacskxt, nakst, necst, next. Actually the attempts

to spell, the word ‘next' suggest that the child was not
concerned with the spelling of an isolated word alone, but

he was also concerned with a search for order. He 35 aware\’ -
that both 'c' and 'k’ can have the same sound since he
substitutes both. He keeps experimenti;xg with the Tetters
e, k', 'x* and 's* until finally he achieves the correct
spelling. Other examples reveal ‘that the child is making’

over generalizations. For example, he knows that certain

; words end in fipal 'e', so-he applies thisrule to other

words as well.

fone, fing, fino, -
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o N |
. i : lots ©°) [
i : : lase S ) i
2 ) N Toste .
! : lotse !
% ) Tots |

s R ' : In.-some .inktances the corréct letter-sound association
S v had'been made byt’ \etter's appeared in the incorrect sequence =

1 ds in” the Following examples.

: said 2 was ‘ '
siad.’ | ; B, s )
(said L WS B
. o was

Eh\'ldren did ot achleve comp'lete spe]hng accuracy.
of aI’I word54 “In fact, the ma:ority nf their wurds were sEi1d . g
& spel'led incorrecﬂy but accurate spe]]mg was notﬁd fov‘ many
words .and a closer approx\mah on was noted ‘fnr the remainder.”
It must. be remembered thatv the development-noted ‘J‘here, occurred
over.a four week period only. -Over a longer ti’m‘é period

‘ . .- further developnent would Tlikely have taken place.

nghhqhts of the Ch\'ldren s Fantasy Stnries

!
- t
{ It took the children a few days to n\ake the d1st|nct10n d
g " . 1n their, wmting between fairy-tales and fantasy, but after

repeated exposure to fantasy, the children had less difficulty
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in making the transition. A few children who had used the
fairy tale forn quite fluently, occasionally.reverted to
egocentric writing. In tne majority nf samp]es, though,

where self was included, focus.was on other characters. A

-acértain amount ‘of Jinconsistency was nuted in the area of.

charactenzanon. Some stories depended 1ess on visual
description and more on dialogue to reveal character. In
other stories both description of cha‘racter and dialogue .
were used sparingly. In still other stories both description
of character-and dialogue were: handled very well. Thé fact
4hat some ch'ildrén had not developed characterization as well
in the fantasies as they.had done in the fajry tales confirms
the opinion of many wr'lters that lit‘erac; development does
not occur "in a Hnear fash1on.

Some Df t.he cmldren s fantasies were ref'lectlve of
the stories read in class but they d1ffered in chara:ters,
setnng or situations. Other stories were highly original.

Although the plot was not always .fully developed there

. ~Was a certain unity and coherence ¥n the children's written

- language. In almost all stories there was a growing develop-

ment towards an'inc!usion of de}ui]s and an unfolding of action.
The fan;asies revealed thi;. the children had a growing sense of
story. Stories were arranged in chronological order with
beginning, middle and ending. The stories all reflected
mea_ning ‘which suggests that the children were concerned with

meaningflil communication. Afurther indication that the'
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children were concerned wit .meani‘ng lies in the growing
awareness of sense of dudience which was noted in their
Stories. This confirms that they were using their writing
as a means of communication. Hrit(ng'w‘as meaningful for
them. Children were also listening for meaning in tne'ir

stories. They often inserted words to enhance clarity, but

they did not attempt to insert whole sentences. Thf

children's stories 1nc‘l\‘|ded w‘ritel( reaction such as joy,
sadness, surpriée. fear; jealousy, and :ompassinn."

In the majority of the stories both setting and time
were included. Indication was given that the children were
moving towards precdsion.in.deicribing time. Some stories
contained other worldly settings, while other stories had
realistic settings but had highly imaginative events or
characters. In one particular story one«character nad been

endowed with the supernatural ability of ﬂylng. 4

.

The influence of Titerature was noted in the rich and

diverse vocabulary and in the complexity of sentence structure.

* More adjectives, adverbs and stronger action words were

included, all of which helped give the story clarity and

exactness. Figures of .speech which had occurred in the

‘stnmes read in class were noted in the children's wr1t1ng

Stories contained a gradual Increase in sentence inversion

-and sentence variety. An increasing number of phrasess -

clauses,. compound and complex sentences were noted.




The use of developmental spelling-enabled writers to.
GH1F WOFE EGHTTAEREE 17 “SeTe! 45 speiter, Thus theyE sortes
included many words from both their speaking and listening
_vog€abularies. : ¢

As was dis:us’sed,, in this section, the ;:hildren:s S
}antasies showed a tremendous growth in terms of the
following: 'vocabulary development, sentence stricture, i
general sense of story, use of literary techniqués and
originality. A]’I:of»this growth strongly suggests that the

influence of listening to. literature had a strbng impact

.]upon t}_le development of the children's yriltten language.

«

Background to Analydis of Poetry
! =

When the children were Jrovided with an opportunity
to write ‘before their exposure to poetry, they usually wrote
about their own per'sonal'exﬁeriencés in prose fashian\ ‘When

The

asked to write poetry many of them showed blank face

main reaction was one of disbelief.  "What! Poetry!". Others

a’dded, "What's poetry?" or, "We don't know how. 0 They werg. 5
cunv1nceﬁ they could ndt do it. One Tittle boy.' more conﬁd_:ng'
than the ‘others,. proposed, "I know. - it has to rhyme.™, ‘and
pro_ceeded to give an example; "My cat sat on a mat.- "hat.

rat, fat.". ‘After much encouragement the children made their

first attempt to write poetry. The resulting pieces
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consisted of a few lines from el:n'cnlld;uho tried. AN

pieces were an attempt to produce contrived rhyme. Needless

to'say, these productions con'ta!neq very Tittle of the -
_elements of poetry. Not(‘ce‘how_ the pieces .do nbt. concern -

themselves with sense or feelings. Rhyme alone is - &

accentuated. : . N : ’ S
My Bat ‘
is fat. My bat has a
hat and cat.

Jan. 23, 1984
My mouse has-a playh;use.
My mouse has a house.

My cat can'see a mans

in a house.

Sometimes she sees.a v
mans in a can.

Jan. 23, 1984

&

of

Sometimes my dog
looks at a frog.

Jan. 23, 1984 I

My cat likes my mat,

And my‘ cat likes my hat. S R | :

Jan. 23, 1984 .oty
Pets 3 L ! ‘
You can get Pet-~ t

* You can cats.
Jan. 23, 4984 -

oo



A kitten with mittens ~° h . /
A bear with a furry coat }
door - floor - Bed - Ted .
sell well - Bear Pear 4 ’ 5
Karoo - B000o. T e 3 .

Jan. 23; 1984

My cat sat on -~
a hat and she .o 2
found something funny - . gt .
and she jump up. . :

) . Jan. 23, 1984

My bat sat on £
a rat. My rat * * « 3 .
sat on a bat.. 3 N

> Jan. 23, 1984 .

My dog sat on a"lﬂg
' chase a frog
The frog met a log.

Jan. 23, 1(954
A bunny g -
a bunny is funny
because it hops. = o
Jan. 23; 1984 i
I %
When the children read these poems to the class, "they
appeared very pleased with their efforts and they considered

P them to be rather amusing. They hughed at ea:h Httle verse

4

even though they were all very similar. R S

. It was fairly obvious from thelr trials that the
children cons1der:d poetry to cuns!st' of rhyme and that H’..had
to be amusing. Although children still had freedom to rue_.
whatever they wished.‘ifter this initial attempt none of them - »

chose to try puetr‘y again until after their exposure to.

'



J\earing poetry read.

<. The inyestigator's reaction at this e Wis one of

c‘oncer'n aéuut how to get the children to write poetry.. It
was felt that the ea;iest way to expla_in what poetry is, was
to immerse the é;\ildren }‘ntn .an atmosphere where they could ‘
experience it for themse}ves by listening to poetry (see
Appendix €). { ¢ .

We began with vnursery rhymes-to give children ‘a,;ense
and feel .for rhythm. They enjoyed these rhymes immensely ani
oftep repeated them, and danced their‘ feet and clapped \:h‘ai;
handsvtu the rhythm. Next, poems wereT read from various
authors‘ from anthologfes, covering a variety of topics, with’'
the intention of letting children know that poetry can be
about any subject and that it doés not always have to rhyme.
When the poems were read, certain poetic elements such as
repetition, comparison and sensory imagery were pointed out.
Howeve‘r, the primary intefition in reading the poems was
sheer enjiqyment. Therefore, none_of the‘} poems were analyzed
to such &n extent as to. tur‘n:-children of"f from poetry.

- During the fInal weeks of the study when total
concentratiun was on poetry, the childrenhad become aware
that poetry was concerned Mth feelings. = They enjoyed .

listening to poetry. They particularly enjoyed poems by

*John Ciardi and by David McCord. Two of their favourites

were, The Reason for the Pelican and Pickety Fence. The

humor and rhythm in these poems caused the children to ask

& o



(‘other poems read as-well.

for them-over and over again. They often requested to have

In the final stage ;f‘t’hel study when the children
were again asked to create poetry they were .quite willing
and even eager tc do so. * 2] s
In.analyzing the children's poetic nttelfpts four_

maj_n points Were cnnsidered. as exphinzd in Chapter Three.‘
Silte Sl nons it contain poetic form?
(b) Does it fnclude repetition?. .
2. vDou‘ 1t contain feeling or emotién?

_‘3.‘ Does it contain comparison - simile
or metaphor?

7 4. Does it contain sensory imagery?
Poetic Forn )

The children were encouraged to use Frée verse ratherv
than be concerned with meter, rny;me. line length or stanza
form. A _point to be noted is that once children were aware
that poetry did not have to rhyme, every child except on an

odd occasiori chose to express himself in free verse. " This

. particular form seemed to allow the children to say something

meaningful; whereas rhyme had caused them to concentrate on
;nrds only rather than on crystalizing their experiences,
‘A'It‘hnug[l the chi.:ldnn were using free verse, they were aware
that line length\hl poetry is not Vthe same as in prase‘. Many
of them tried to arrange just a.few words on each line so that

s
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the physical appearance of their poetry di{tlngu!shed it from
their prose. *

The.main empha‘smrs time was in helping children
to télescoye their feelings about experien‘ces.' The beginning
attempts for some children would .have to be described as - -

mainly prose form written with complete sentences. But as

‘ they ‘gatned experience in both listening to poetry being read

and “in creating their own, they learned to give si‘gnlfi‘cance
“to their feelings and to expfe;s them’in concise ways.” Even
though some of th; earliest attempts may be described as .
prose form, it is obvious that the children were awarai that
poetry was concerned with feeling, as is illustrated in the_

following example.

The ruin '

The ruin is Bedd i Luve the ruin.

The ruin maks me Hap e

The ruin makes the feu gured " .
and the Gr Gored

Aprﬂ 9, 1984

The Rain -

The rain is beautiful I love the rain.
The rain makes me happy.

The rain makes the flowers grow.

And the grass grow.

April 9, 1984 ;

When the children haa had considerable experience in .
using free verse, some attention wds focused on repetition as

2 means. of showing the children how it could be used to give

" form and intensity to their poems. Children responded well

4 4




. to this feature.. Many of them tried to integrate repetition
into their own-poems. Sometimes, as in the following poem, a
single word such as -'fog' was repnted to give mlmsity to

the experience. & % \

feog .’ ¥ = L
feog is Like a Big ~ 3
wiesk celed. .
- feog cer
 ‘the sere Like a . o
Big wiets cerer.
You can't see
neing ole ferg ferg
- feog feog.

April 15, 1984
g " Fog

Fog is like a big

white cloud. .
Fog covers : N
the city like a .

Big white cloud. 0 P

You can't see o
nuth'ng only fog fog ! &

April 15,1984
- ) »
Sometimes the repetition of a|phrase or a cnnpl:te »
‘sentence was used to giva form and unjty to the poem, as in

the following examples.




B

.\f‘ébe Tittle. \ b

Big and Little n
If I wor-a | °
tree 1%o0d |
he\big. \
If'T wor a
mouse’I wod
be little. |
If I wor |
Miss I wod |
be tall and |

If 1 wor a
door I wod: Jr

e L . ) .
but I'm not 1 e
a door I am |
me. °? |

May 14, 1986 . -

Big and Little
If 1 were a
tree I would
-be b

cute.

> If 1 were a
leaf 1 would
be little.
If I were a
door I would
be big,
But I'm not

. a~door.. I am < :

L me. . L : '

- May 14, 1984

o



Star {

"1 am a star sining in .
spas -
I am a star
running and glesning along 5 :
the blagk-sidewalk. s
I am a star
soting little aros.
I am a star
shining in ur window.

I am a.sta
. °_ danceing orond the“Tone -
I'am a star sining in spas.,
May- 15, 1984

Star

I'am a star shining in -
space
Iam a star
running .and glistening along
the black sidewalk =
I am a star )
shooting little arrows.
am a star
shining |n your window.
1 ar

dancing irnund ‘the_moon.
am a star shining in space.

- May 15,° 1984
Frequently first and last 1ines were repeated, giving

4@ certain unity to' the poem.’ y
A 4

1 haet a waemer

You are sae:

You get enting somet1me = - o
. by birds to HE -

- 0h waamar 1 haet you. 5 N - \

May 23, 1984

~ deu
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1 Hate A Worm

Oh worm I hate you.

You are squirmy.

You get eaten sometimes

by birds too. S
Oh worm 1 hate you. FY

May 23, 1984 . ‘

Sometimes the repetition of sound was used.

=9 Blue Bird
Blue Bird 'goes tweat tweat J
o .

Then gos and bils. it nes!
The mother lasa her egg

- The egg hogesta
And they go flap f’lap flap!

- April 30, 1984

Blue Bird

Blue Bird goes tweet, tweet, tweet,
Then goes and builds its nest -
The mother lays her egg

The egg hatches

And they go flap, flap, flap! ¥ s - \d

. . April 30, 1984

After listening to several colour poems dpy Mary 0'Neil
in which repetition is widely used, some children attempted =
their own poems of colour. I‘Ia‘ny of t’hese attempts pr;asent us
with fresh vivid ‘word images. Repetition is also used to

give form to their poems. S

Red 1is a rosas juste }

like s ted M o

RoAtia the Visusei. o : I

Daseing in the wide. 8 -
April 30, 1984




Pulkadot *
Red -is the leaves
Dancing in the wind.)

April 30, 1984

Yellow is like. a

camal waking trwo

the daset.

“April 30, 1984

(Yellow is like
camel walking througl\
the desert.

Orange is oranges-/

Orange is a mane on.a loin

Orange is the sweat on me.

April 30, 1984

(Orange is oranges
Orange ‘is-a mane on a lion
Orange is the sweat on me.)

Agril 30, 1984

Blue as the sie.
Blue as the see
Blue as my moms eeis
Blue as my sher. .
Blue as my Bierger
it makes me Happy.

May 16, 1984

(Blue-as’ the sky

Blue as the sea
Blue as my mom's eyes
Blue as my shoes
Blue as my bike 2
It makes me happy.) ~

May 16, 1984

209
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‘The things the child has corpared in the last example
are all things of value to him - 'my| mom's eyes'.. 'my shoes',
"my bike'. .Both the 'sky' and the 'sea’ contati a sense of
‘fréedom for a Tittle child. The final Tine, 'It makes me

happy."' séems to be a way of emphasizing the importance of

- all the things he has already named: + :

" Repetition seemed to be of-use ‘to thg thijdrén:‘ It
helped them to gain form and unity in“their poems. In many .
instances it also hefghténed the intensity of - the mood and
added signiﬁc&nce to an expeﬂence or feelmg that the_y were
trying to convey. The fea]lngs cnnveyed in the poens will.

now be consldered . S

Feéling or E’motlon
In practically aH of the poems the children tried to
ga1n entry in a personal way. The emotwns expressed included

a wide rahge - peace, wonder, adm|rat|0n, joy, sadness,

) p]a.yfu'lness, humor, anger, and .love.

‘One can exper‘lence a Httle g1r1's 1ove for her puppy

vwhen she writes, : .. N %
h )

Little puppy
so wihte and gray. -
You have sqgot ay flofe tale -
+ With your flope™ers so big
You can relle heer
‘Tat is wai I love you
Little puppy.

April 16, 1984




* mother. .

- T

(Lﬂtle puppy - ~
so-white and gray .
You have suc)\ a f'luffy tail,
With your floppy ears so big
*° " You cam reaTly hear.
- That is why I love you, %
Little puppy') :
April 16, 1984

Another. child Feyeals. his love in this love poem to his

Mother you are buetfall . v %
it!s good to -have you )

L i Mether J 'Inve you. i

B 3 B 2 Hny 7, 1984

N {Mother you are beautiful.
It's good to have you. e
© _ Mother I Tove you.)

e May 7, 1984

A :Mld s hatred can be understnnd and felt when

she wr!tes. . B = e
" 0h waemerygk haet you i
you are s3efme. L X
7 3 hay 23, 1984

(Oh worm, 1 hate you,
You are squirmy.{ o 5 E
. 3 ¢ May 23, 1984 . - . .

[3oy s expressed when a-child writes,

I'm 50 Happy 3

My Bar is cnm1n§ home .

I fe lake a lef .in the cis.

May 14, 1984 Lt
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.
i (I'm so happy '
r! My brother is ccmmg home . : % (
i I feel like a leaf in the sky.) ) /
f May 14, 1984 . - —

He compares thie 1ight feeling of happiness in:his heart to a
" - 1
: © ., leaf which isiso light in weight that the wind just carries

it im.a the sky. You can aliost feel hls desire to dance

with happiness Tike the leaf in the sky .

A feeling of sadness is ref'le:ted; n these 1ings,.as

the. sheep goes away a'lone.

I met a Tittle sap wat as saou

wit fas as back as sat, ke

‘Tt said in a sat-little vés

boe - boe - . [ A

and wat away. o~ 1T
April 10, 1984 *

(1 met a little sheep wmte as snow . & G iy
With face as black as’ soot. :

It said in a sad little voiqe . I R w
"Baa, baa," § ® i

And went away.) i .

I . ‘
April 10, 1984

Another child reveals that happiness and sadness are

upposites when she writes,

happy 1s a shaek of joy

“sad 1s a shert of naey., Lo i
May 23, 1984 T . * i h
(Happy i a shout of joy, . . J. 3

Sad is a shout of nothing )
May .23, 1984




The need to be loved and accepted is expressed by a-

child who writes:

“-¢ 1 wsh to b a sandwts
vbty will eat me us.

May 9, 1984 ; !
. < d
(I.wish to be a sandwich
Everybody will eat me up.)
May 9, 1984

Boredom and Toneliness are felt‘ when a child reflects,

i < Nothing to d

4 Siting down wotning for the
tellafone to rining
tellafone, yi- dont you rining.

May 22, 1984 -

(Nnthing to do

Sitting ‘down uainng for the

telephone to rin

Telephone, why don t you ring?)
May 22, 1984

We capture the playfulness of childhood in the

fnllowing _examples.
gl ra
Com: ind play with me.
Apr!l 19, 1984

. (Oh glcrious rain
Come and play with me.)

© April 19, 1984




Glitter, GHter S =
come and p ¢ =
and kufer the ton with me. N >

: April 17, 1984
. x (Glitter, glitter U

Come and play
And cover the town with me.)

April 17, 1384

Glitter bot on your Goldonne croeans
and your folodonne jras

and ban come with me

and plae with me.

April 16, 1984
5 . !

(6litter put on yuur golden cruwns ’ b o

< - and your golden dress :

and then come with me [
‘and play u}th me.) |

pril 16, 1984 | 1‘
A mature reflection of admiration for nature is
* - ‘expressed -in the following examples:

Sun, i
dt's a masterpeace ®{f work,
It shiens up the wholl world.

May 9, 1984

(Sun
It' s a masterpiece of work
it shines up the whole norld )

May 9, 1984 . S

214’




. The sun san ofr the
- top of the hill.
-1. tori to pall a pas of
sun and
pat it in my pacit
“ to cap.
B April 12, 1984

(The sun shines| over the
top-of the hil
I try to pull
sun and
put it inmy pocket
+ to keep.)

a piece of

April 12, 1984
Still.more admiration is'captured-in these lines:

"Flawrs I ‘like to'see
your'little fas
agan in_the somfrtime.

May 4, 1984

“(Flowers, T like to seé
your 1ittle faces -
. Again in the summertime.)

May.4, 1984 . -~
Somer o
It's so beautiful s
The ‘sun shiens J +

on - the blue hill
The whol world sparkles
So for thath i love it.

May 10, 1984

(Summer

It's so beautiful

The sun_shine’s on the blue hill
The whole world sparkles

So for that I love it,)

May 10, 1984

215
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A-sense of thankfulness and appreciation js felt in
the following examples. .

I'm glad the wrld
is panted green.

May 4, 1984
e .
° (I'm glad the world
is painted green.)
o May 4, 1984

Trees is for a 'sard
coll sard %
€011 as wathr s \
"Bed1f sard. ' o” * :

May 14, 1984 . f

[(Trees is for a shade,

Cool shade,

Cool as water, .

Beautiful shade!) : .

May 14, 1984 . i l

Oh Sun set

with you'er ﬁve colourd craons
> haw happ yo
. make me fi’le.

. May 7, 1984 -

(Oh sunset : .
with your five coloured crayons. D %
How I\apu¥ you . ~
make me feel!) | -

ay 7, 1984

A new sense of admiration and beauty is awakened for

certain creatyres that are not usually considered in such a

manner when we’ read the following examples.

|
|




0 little gra mose .
Kurd wat fru

You Took so nise
Oh little gra muos
You are so frre.

May 7, 1984

(Oh 1ittle gray mouse
covered with fur

you look: so nlce

Oh little gray mouse
You are so furry.)

May 7, 1984

'0>h punt skanc .
you are gret in
balck and wanthe.

May 18, 1984

(0h pretty skunk
you are dressed in
- black and white.)

217

May 14, 1984 . A
. 2 < i
One child displays her sense of humor when she writes: ~ .
i
I'm glad my haer is | .
pated pirple. g i . o#
May 4, 1984 | !

l(l'l glad my hair is
painted purple.) %

an manst f'lnl to the grent
saw a dansk waing

Hay 18, 198‘

k May 4, 1984
and when she refers to orange juice as ‘'pink orange juice'. % -
Another child composes:
saw a funn‘y sanet 5 e . |
saw a dank * . ¢ i




{

saw a funny sight

saw a desk walking
almost fell to the ground
saw a desk walking.

May 18, 1984 ®

In the above example she has used both repexition and

N exaggeration.to emphisizelher humor. - These same tec iques

are also employed by another child in the following eXample.

Ship. shape said the woud %
hcw abut a wal ,

Cnme on said the saw. g e

May 14, 1984 s
("*Ship- shapa". said the nno«w
:Haw about a walk?"

Come on", said the 'sau.)
May 14, 1984

The hunfr and exaggeration Tie in the reference to ‘the 'wood
and the saw' who are natural ene;ies so to speak, since the
wood is usually cut by the saw. -In this little verse they
forget their assigned roles, became friends and take 2 walk
together.

In the majority of the poems written by the children,
some. form of emotional quality is expressed. The children's
feelings cover many topics - naturg. animals, people, God,
and war. Their own wonder and curiosity about their world

lrnund them is revealed. The desire to put order 1nta their

universe is clur1y shown when they attempt to supply ansners_

to their many queries. l§
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Although, a ‘great many of the poems were written abnrt.

|
]

>

mature - wind, rain, sun,.moon, stars, flowers,” birds .and
trees, the children's poems were not mere descripiions pf‘
nature. The chilgren have managed to go beyond merely
describing a particular scene ar:d have added their own personal’’
comments; reflections and q'nene‘s. Having the children reach
beyond mere descriptions of natire to fnclyde their own

féelings in reaction to.3 particular scene, while writing
poetry, was recommended by Jacobs (1983)-. The chitdren havf
also made'uvse of both direct and implied comparisons which

will-be discussed next.

CDMEEI:{SDHS

The ‘children's poetic endéavours résult in many
beautiful and meaningful examples of both simile and metaphor.
Many of these are quit\e original. In many instances.the S
children. have suc:eeder in comparing two objects or events

which are not normally| associated together. This type of

. cnmba_rison brings a certain freshness.to O.ne_pn'em It often

adds new insight and Feeling ‘to ordinary events and surroundings.
Fven the comparisons that may perhaps be considered less
original than the others are also noteworthy because they
serve as indicators that the children are employing poetic
tools in their writing.

A child gives freshness to an otherwise ugly scene
from her clsn‘ssroum window, consisting of té]ephone poles and

numerous wires, when she describes-it as:
.nasl steing.up. . :

thrt going a laing. ;

May 7, 1984 ¥




i

(needles sticking up
. thread going along.) . . ¢

May 7, 1984

In responding to the scene which envelopes the land
after a s'leet storm, one child produced the foJ]lowing lines.:

As thz glitter melts like a car >
Falling over a glift

Silver popel Fall

Out off it

It govers the city silver.

April 17, 1984

(As the glitter melts -like a.car
Falling over a cliff,

silver people fall

out of it
It covers the city silver.)

April 17, 1984
He has effect!vew used both expressed and 1mphed
cnmparison. In( the first cnmparison. 'as the glitter melts
like a car falling over a cliff', he is describing the

i \
clashing sound the ice makes a

it falls fromlth! trees to the

ice covered ground. He implig| that it resembles the :1asmng’
sound of ‘breaking glass ‘that ohe could possubﬂy hear. if ajcar
fell over a cliff. "In the secol d comparison, 'Silver peop]e
fall out of it'; he is cnmparh;g the falling ice .tu people.
Both conperisuns are original and.are full strong sensory
inages of sight. This same type of originality is further

reveaTed when a chﬂd wr1tes.v

rand looks 1ike it vetp. o .
May 10, 198 .
‘(Rain looks like it faints.) : i g ,

May 10, 1984

e e 0 e
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Her analogy is that a person who faints. falls.down and so
does _rain. mig we-capture glimpses ‘of originality in the

fa'llov;ing' examﬂ‘kes.
o ! E
+,, the sun has the bat's eyes.
May 1, 1984
* (The sunhas’ the bat's eyes.)
May 1, 1984

* the sun is Tike a tee’ bacarsn.
April 19, 1984 -
- < .
it (The sun:is 1ike a tree decoration.) -
. April 19, 1984 ¥

_ The analogy in the Tastexanple.is that.an electric light on

a Christmas tree f‘ee\s-v'eryrhot to thevto'uch.‘ The sun also
provides very inc;ﬁqe héat. : ’
We visualize the snffness and_heauty of summer when
achild writes: )
- Gras p!lts on vthar"green silpers. l
© April 17, 1984

(Grqss puts’ on their green slippers.)
April 17, 1984

Thew softness of clouds is c‘aptured in the following
lines:

clieas look lueoc they oer 3 i
woagie dowe with your.seledr on. . -
May 3, 1984 t i
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\‘(Clnud’s Took like they are
| walking down with your slippers on.)

N April 17; 1984

The texture .of the clouds is depicted when another
child writes:

HI in the sky

| I see some vanala fas cam
‘1 thai to garp it

‘But the sun dos.

May 9, 1984

(High in the sky,

I see some vanilla ice. cream.

1try to grab it. .
But the sun does.)

5 May 9, 1984

The buoyancy of the Waves is félt in these lines:

Wan 1 sam I fal hke N
Iam falling

the sae gots raf and it

das hai into the ar.

May 1§, 1984

(When I swim I feel er

I am flying,

The sea gets rough and 1
dance high into the air.)

May 16, 1984
The trail of white smoke left behind by a jet on a.
clear.day, is-described with naturalness and |freshness.

e Be_fen then they loef a
i J with ro
: May 23, 1984
(Behind them they Teave a °
white road.)
May 23, 1954 B

3 g




The beauty of the full-moon on a Spring night is
depicted as: - -
The gnldn glow gos buy
Tike a gold spring pearch.
April 11, 1984

(The'golden glow goes by
N Jlike a gold spring peach. )

. April 11, 1984

The brightness and sparkl iness of the 1ice on the
trees after.a s]eet storn is revea1ed by oneé child as:
G]ittev‘ dasls in the wand
gast like dams.
| April 16, 1384 ) o

(Glitter dances in the wind
Just 1ike|diamonds. )

April 16, 1984
To another child it Tooks-like 'silver rings', and to still
another child it'is 1ike 'a silver stone’ - it Zovev‘s the
treés like silver shcks .
How vvvnﬂy we see the green Teaves on a tree when
we read these 1ines. '

I ana tree . - )

Tall and 'still ¥ '
with green sheats :
all over' me

I ama tree

blowing: in the wmd.

May 15, 1984
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(1 ama tree
Tall and still
with green sheets 3
all over me. ) i
I ama tr
blowing 1n‘the wind.)
May 15,1984
Other comparisons; whiTe perhaps not quite as intense

as those already mentioned, serve to give néw insight to

faniliar surrondings, A harbour blocked with ice is depicted

in the following manner.’ . B
L 2 '

Iss coving the harb
like a shet of wite‘pap’r._/

May 2, 1984
(lce coveringsthe harbour 7°
. - Likea sheet of white paper.)
Nay. 2, 1984

Stars_ in the sky are described as:

sats térrl in the dar
Tike TittTe pes of glod.

fow T . . April 12, 1984

i ‘(Stars twi nkle in the dark
Like little pieces of gold.)

April- 12,:1984

The contrast between the words, 'dark', 'twinkle' and *gold'

heighten the beauty of the comparison. It is also being very
precise - it isnot just gold but 'little pieces of gold' - very

. simle and verj beautiful: -
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Both metaphor and simile are used almost simultaneously

. © when.a sheep's white wooly coat is compared to a blanket and a

« "7 “¢loud in tn‘ie sky. 2
= Seapa with you'r white blacat
. . ~_its smea like a caelat in the say L)
you make laelee white clacats
Seapa you are beautiful. /

May 15, 1984

(Sheep with your white blanket

. It's soft 1ike a cloud in the sky,
. " You make lovely white blankets =
- R Sheep, you are‘beautiful e

. . May 15, 1984

The following comparisons taken from the childrén's

. poems may be classified as ordinary but they are significant
. / because they indijate that the children who are using them are
‘becoming familiar with a growing awareness of one of the tools

of the poetic craft. ‘One child sees a tree, 'as green as grass'.

& TN atinte girl describes a sheép to be 'as white as snow' with _
*‘ a face 'as'black as soot'. A bat is seen to be 'as big as ap
apple'. A flower is 'yellow as the sun', and the moon ‘looked

. s s Tikea banana'. - The experience of riding on a bike is

’ »des:rih:‘d as being as 'fast.as a bullet'. Clouds are

described to be 'Tike snow', while 'fog is a gray cloud’, and
" kittens are 'cuddly like.a soft cottonball'. B
btf;e‘r omparisons found in the chlidren's poems are :”‘u{«‘ v
© similar to tha;e contained in poetry read to the children in !'\51 I
class. glnud% }re referred to as 'white sheep, white sheep'. !

-
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The rai‘n is described as 'rain ynu “dook llke ‘you are driving
in nails', énd by another child as ‘rain is like a glass nail'.
A third child uses the cum;?aqison of nails when she writes,

' ‘the wind blows through my ;ir Tike little go]den.naﬂs"
m%hu'ugn the comparison of Hain. to a‘nail was: borrowed from
poetry, these young writers h’ave added a new twist ‘'glass nail' »
and 'golden nails'. They have used ]iterature to stinulate

. their imaél‘nations and to create their own cnmpav"i;sonvs,' “a o Fil
‘,. In all of the cnmpansons used by.the children they . ;:
have employed' strong sensory images. Thxs technique will -be
discussed- under the following heading. £ o

Imagery s .

An analysis of the.children's poems reveals that they

are rich in sensory imagery, particularly visual, but images
of sound, smell and touch are used as well. A1l of the
comparisons listed above evoke vivid visual-images. You can
almost feel the softness of a bird's feathers when a child
refers to it as 'soft cotton bal]s' 3 v.

The pleasure of a soft gentle wind.is .evoked when:one
child writes:

. Soft womé juitl wind
tikaling my chiks
soft wome wind ¥ "

‘ Blewing and blewing N
at me. - y

May 15, 1984




.. . ¢ % (Soft, warm, gentle wind, .
. * Tickling'my cheeks,
i « * : © . Soft, warm wind,
: " Blowing and blowing
at'ne!] ;

‘May 15, 1984

Another child captures a similar feeling when.he'.

I writes:
3 the wind so frsh:
FondS v k on my rns
. ie and fas
and les.
May 16, 1984
I G A e (The wvnd, so fresh -
¥ .. Onom, rms
o And face. g
And legs.) i
' May 16, 1984 . .
" g 4 The experience is carried further in these lines:

The wind blos trowa my hare
Tike 1ittle godn nalas.

May 10,

L1ke Tittle golden nails.)
May 10, 1984

. ! this child's experience.

| ¥ -~ Walls splah in the wavs
. o in the opn wind.

cL . . 0nt in the freh sumr arr
in ‘the somrrtime!

1984 -«

(The wind blows through my hair,

The touch of soft fresh ocean winds is evoked by

May 21, 1984 °
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(Whales. sp'lash in the wayes . =
in the openwind

out in the fresh summer air. B
In. the summertime!)’ 2

; BER May-21, 1984 '

_ The intensity and power of ‘the sun is experienced
in the naturalness of expression of these children who write:

& sun'so hot that . .
N , I'brst out in-a swt.

April 12, 1984

- (Sun so hot that
s (o I-burst out .in-a.sweat!)

' . AR D . © April. 12, 1984

aot” o % sun’yad sip brit ; PN e
o & o .- on my face ; i2
50 -hot!

May -17,,1984

(O suny you shine bright P . d i oz
on my face o
so hot!) . ST ~
May 17, ‘1984 : . 5

Words that evoke our sense'of hearing are also ‘used

effectively. Very often the children have used ‘contrast to

‘émphasize the sounds: We can hear the 1oud noise of war/in

- ‘the_following poen.

o ——



rme man

in the wor thacs a
Baing! Baing! of the

rme tac 3
and rme E =
fing thar " RE
aftrr the vmr is ovrr -
rre thing
.is Ded.
May 23, 1984 g
Army Man . gt ;

- In the war, there™s a. . . T 5 £ 4
Bang! Bang! of the . % §
army -tank e
-And army man i
firing their guns S ,
After the war is over| S
Everything y
is dead.

M_ay 23, 1984 . 5 ¥ !

The noise of the guns 'bang' hang" |s contrasted
‘with the silence of death when very simply the child states: . i

After the war is uver.
Everything is dea

" Again the contrast between loud and quiet is refles .
ih the quietness 'of baby birds hatching from their eggs'an:‘?:\_
‘.‘the roaring of 'a tiger in the jungle. '

Shhh' here the b;bby birds -

hocing from the eggs.

Shhh Tisne _here the
' tiger groling in the nigh.

May 7, 1984 . - - . @




(Shhh! “"hear -the baby birds" . R ¢ 2
Hatching from the ‘eggs:. % . . L

% . Shhh! -iisten! Hear the

i . Tiger growling in ‘the night.)
. . May 7, 1984

Another child has used a similar iiage: - o

Sh'1iste

To 1the deer Brating in the woods. .
“Sh'Tis

to the giaffe

Go 'quitley true the gunkel.

s ™ T T May 11, 1984

g (shi 1isten ; L 1
To the deer trotting in “the woods., P S |
Shi Tisten. . v 8]
To -the giraffe §y W i
Go_quietly through the Jung'le ) {

May 17, 19841

T In the above lines the words 'trotting' and 'quietly' evoke
opposite images, as do 'baby birds' and 'growling tigers',
but there is something about these lines that cause them to
linger in our minds after they have been read.-
g A child describes a particular experience in the
following manner: . - 3
I war my hasd g
and tot a bat \,
wis! wis! \
Mom. I like it.
May 23, 1984

(I'wash my hair s ,
And take a bath
. . Swish! Swish!
» Mom, I Tike it.) L v

May-23, 1984




by this child who writes: h
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_The words. 'swish, swish' make us feel that we are there and

we can sée and hear the water swishing over the child, a$ he
enjoys the pleasure of a bath
The soft rippling sound of the flowing water is echoed

the.widrr sings like thees - shhh
Tike theat! i
April 10, 1984 L
(The water .sings like this - Shhh!
Tike .that.)
. April 10, 1984
The quietness }nd‘beauty of .soft falling sleet’is.
mirrored in this image: ‘'sleet falls silently like crystals'.
The-beauty of Spring is enshrined in -these words,
‘Spr.iﬁg sings out its beauty'. lmmedlate'ly ‘it brings to. mnd
bright flowers, fresh gréen grass, soft winds anld singing birds.
"The gay tune of birds on a happy sumers day-is heard
1n these Hnes
Little bris seng tweat tweat tweat

Brds seng-in the flooding ski
htﬂe chlks go tweat, tweat tweat.

April 30, 1984 %
(Little birds sing tweet, tweet, tweet,

Birds sing in the.floating s
Little chicks go tweet, tueet, tweet )

April 30, 1984 i

5 3 . |
Who among us ‘cannot identify witmmories evoked by
the sound of 'the pitter-patter of the rain'? or experience
the joy and sensation that this child: feels in watchmg the

rain fall?

i
2y




Rand comes ‘down papr-pard.
On the-wool pans "
* Rand all you like! ¥ : : &
Rand as hord as you can!
- Rand as math as you can!
- papr- pard

w May 10, 1984,

(Rain comes down pitter-patter
On the window panes.
: Rain all you like!
g Rain as hard as you cah!
Rain as much as you can!
Pitter patter!)

. . May 1i

1984

These image‘s of s-odnd,.wheth‘er'-it‘s'the ‘dlng-do‘v‘\g‘

of ringing ,church'bel]s,/th‘e 'swoosh' of the 'whisﬂing" and

. 'roaring wind', or ‘the quiet hush of theé birth of baby m'rds,:,‘”’

"the cry of babies.in the night', Dr the 'squeak. squeak of a
mouse N aH help us to enter more quy into the child's.

wnrld of experience\ﬂ'ﬁd to, vlsuaHze the experience more

clearly for us.

Words that evoke our sense bf smell.could-also be
found in the children's samples of ‘oetry. One child tried
to capture the freshness of spring when he wrote, 'The flowers
grow with an Easter smell'. Easter usually occurs at a time
when-‘the earth is bathing in the beauty of Spring.  To''this
child, Easter is associated with t;|e smell of fresh air,’
flowers and grass. A similar image is reflected by the cth_
who writes, 'Everybody smells the colour of yellow'.

" Inmediately comes to.mind such images as yellow daffodils,

yellow buttercups and yellow lemonade. All smells aré not




plerant. but they are very iucﬁ a part of our envirpnmgnt

i as this child is very aware.

I hate the smell of gass
I hate the smell of smoke
I hate: the smell of fire.

May 23, 1984

(I'hate the.smell: of gas,
I"hate the smell of smoke,

1 hate the smell of fire.) . /

May 23, 1984 ’

Even images of taste are evaked when :M‘ldren write,
'orange is Tike a popsicle --so. yummy', “I taste glnk orange
Juice - it tastes delicious', and 'pink tastes er':fr'esh
cool airt. . wE 4 ¥
The :.Mldren's poems are rich in connotative words
tjhat stir the 1mig1nation and awaken vi‘sual images. Purple
Hl.ics are not merely described as f!uuers but as purple veils
blowing in the wind'. Rain is‘descrihed as being dressed 'in
a sllver\night-gown', and clouds are visualized as 'vanilla
ice-cream'. Respect and reverence for bird life are
"expressed by the one who addressed a bird as, .'My Tittle
guest, dregsed in a blue velvet jacket'. ! . N -
Words that add sparkle and shine are included: 'golden’,
ol . i 'silver', 'glitter’', '_sparkle'. ‘shine', 'diamonds', 'twinkle',
g ‘gold', 'silver peoplé-'. and ‘si"lver face' are some of the .
“'words used by theé children, which give a beauty and ‘prightness
to their languaﬁe. -Beautiful images of colour are also”.

reflected, as the following examples illustrate:

P i N —— E s
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Pink 15 the corle of a samina
thit gos swble in the wart.

April 30,-1984"

(Pink is the colour of a salmon
that goes swibbly in the water.)

Aprﬂ 30, -1984

Red is the colour nf fz1eHngs and

laftr.
May 8. 1984

(Red ‘is the cn'lnur of feelings and
laughter. )

‘May 8, 1984

Orangelis Tlike a tiger

clearly

'in the woods.

April 30, .1984

{Orange is like a qur

in the woods.)

Apr\'l 30, 1984

A guld faeer saecaels.
April 18, 1984 )

(A gold flower sparkles.) .
April 18, 1984

234
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Images of Spring and-Summer can be visualized very

in

green hllls shien
April’11, 1984
(green hills.shine) .
“April 11, 1984




and lgain when another child urites._

-~
anomels dash”throw the woord.
April 11, 1984
(animals dash through the woods)
- Apri'l 11, 1984
(
Happy sun shen glesns. . ..'
Aprﬂ 30, 1984
e 4
(Happy sunshine gl'istens.) d
April 30, 1984
fol borst ont .
April 12,1984 y " s
. (Flowers burst out) . A }ie

April 12, 1984

A boderfli drst in_red and
wit

Aprﬂ IB. 1984 -

(A butterfly dressed in red and
white.)

April 18, 1984

The beauty of the rainbow is felt when a child writes, :

1 tori to grab a-pas of ranbo v .
and pat it in my pacit. e 3

©|April 15, 1984

(I try to grab|a piece of rainbow .
and put it in [my_ pocket.)




) a ranbo cols the ki
e - A?ril 30, 1984

(A rainbow colours the sky.)
\"\ April 30, 1984 o S
The beauty of the sun is reflected when we read,
i . the sun shns up the hol wrld." +=3
- : May 1, 1984 E T

" (The sun shines up the whole world)
e May 1, 1984 B

: . _The'sun japls a way.
g e " May 2, 1984
* = N i /T
(The. sun dribbles away.) -
May 2, -1984

_ As this analysis shows, the children's poems are

\rich in imagery; imagery that stirs our imagination and -
e evokes strong feelings: imagery that helps focus a childis
e experiences. Many of the images are gquite original. These
add fr:shness. strengtﬁ_ and beauty to the chﬂdren;s_' pnetiév
endeavours. ' . ‘-
: In analyzing the'children's poetry, poetic elemér!ts
o P i other. than thuse’\a'lrudy _dist;uésed.were_ al‘sn-m‘;__ted. V‘T_heie )
| : will be _éxamined under the next section. -




", Other Elements .

-Personification. As the children's poens were read
one could not overlook the gr‘eat deal of personification
being successfully uséd by the chl'ldren Very often the
children spoke of eléments of nature and ge}'tain inanimate
objects as if they p;ssessefd' human qualities. The setting
sun and the coming of night are effectively dé&sc'ri'hed by, one
child in the following manner. ¢ . ,v

_The sun.1is down on the ters
sars you pep ofer the hils. .

May 15, 1984 - s

(The sun lies down on the: trees. -~ g
Stars you peep over the hills.) W7 o
May. 15, 1984 ¥

How well a child portrays the earth after a sleet storm,

Glitter pats its glass dress on - . : e
and gos back to its glass bed. o

April .16, 1934 &

‘{@1itter puts its glass dress on
‘and”'goes back to'its.glass bed.)

Apnl 16, 1984

splendor and beauty of "the buttercup-areiintensified when
d cnnd sa.vs, . !
- ﬁhe trees bap down to s N

74 the ‘Qawn bﬂrcp. #

May 15..1954_

(The trees bow down to the

.-Queen- buttercup.) . . o
May 15, 1984 . 4
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3 _An idmnhnn for the tuhp is telescoped in these words.
= Tullnps stand . == P
> e -~ ‘on thar tepitows.
; ’ May 1, 1984 9
£ L o ; 5
b g (Tulips stand on their &
5 prytnes.)’
s S May 1, 1983
% '-_nm'n beautifully the coming of Spring is envisioned when'a '
: Tittle child: wrttes, e of " .

S/ the sun. goes hhck to wac

] Hny,.‘!. 1984 . . .. T
2 (The sun goes ba:k to work.) s
; i May 7, 1984 .

(=; Again we g‘llmpse the same trace of beauty in tha line,

_— Thz sun ‘wawn not up.
i : April 16, 1884

: (The sun wakes nature up.)
April 16, 1984

Another child'de'scri'bes the beauty of a particular

: f'lauer in the fol‘louhlg manner.
4 oo e, E et A faer puts on its safr dess
it > and das a 'Htﬂe das fou tne'

. R ,cart.

. May 2, 1984 . - . :,
S % (A flower puts on its silver _
o * . dress and dances a.little " ”
dance for. the crowd.) =~ . i 4

May z,.{gea * i ) -

-2
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Although all of the above examples of personification
relate to something beautiful in nature, they are not just
added frills, for. each one magnifies a feeling or a particular

experience. The child's faith in God is manifested when he
. v  writes:’ ’ L
" i ters Bels rening ther hars out
taing pele to come to God: % f

May 3, 1984

i (Church Bells Mnging their hearts out. .
elling _people to come to God.) o i v 5

May 3, 1984 “a : . . 3 i

ind again in the - Nords of annther child who vrltes.

rorenbo woet fro you haf
a sail on uro ‘fas

it is by cosse Jesus tosh em.

e May 14, 1984

2 < > -~

® (Rainbow, what for you have
. a smile on your fa
T It.is because Jesus toucned then.)

£ . May 14, 1984

Very often as was -illustrated in the last example, the
children addressed elements of nal;lre as if they were capable
L of .understanding. The children used nature, not just to

describe something they.r.md seen; but to reflect and ponder
- on the w‘orkings of the universe-: 5

: Oh tree how
. Do you no every thing.

May 10, 1984
: (0h tree. how s
e . do you know everything?) "
: . L © My 10, 1984
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golodn mooy

hae, do you sta ™
up -tar
May 15, 1984

(6o1den moon
how do you stay
up there?)

Hay 15, 1984 -

. This concern with-the causes of nature is further reflected

cin the following pnem‘wher‘l % chlldI addresses a leprechaun as

follows:

Jlittle green fao

paes tall me tne sascrt

if your caf -
little'green fao

with your tap hat.

wae is the otr sat of

the ranbo

and the pot of .golodt

May 18, 1984

(Little green fellow,
Please tell me the secret
0f your cave.

Little green fellow

With your top-hat, -

Where is the other side.of
the rainbow?

and the pot of gold.)

May 18,.1984

It is not uncommon to find-that t

° questions.

Sun sun sining brit §
Why, do you go to bed at night
Ther wond be eine stars

to cant

And you wint go.selp.

May 14, 1984 . ¢
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he flowers,. moon and

other elements of nature supply answers to the children's




3 BRI
(Sun. sun shining brigh

t
Why do you go to hed at night?
There wouldn't be any stars
to coun

And you wouldn't go to sleep.)

May 14, 1984
Sun how do you fran . o
away the stars? .
Wan they see me they
just scper away.

May 4, 1984

(Sun howdo you frighten '
Away the stars? g
When they see me they :
just scamper away.) z

May 4, 1984

Although the children's poems ¢ontained many more
-examples of personification, it is felt that the examples

already_hsted are sufficient to illustrate that the

ch\ldren were using the device in their own poetry, after
they had’been exposed to hearing poetry reud 2
zgerb61

Another element that was present in some of the poems
was hyperbole.

This was_used to give significance to a
particular point they wanted to emphasize.

Some of the exmples may be considered as nrdinary
and familiar. -
the rian ig 7
comeing amm in bocits. 3 L% 4
May 17, 1984
3 -



:
t

sii &

(The -rain is coming down

in buckets

May 17, 1984

- Sun is' sao hot tat
T culd malt.

May 1, 1984

(Sun is so hot that
1 could melt.)

May 1, 1984 -

+ 1 go g0 fat you cant evn
see me. -

Nay 14, 1984

% _even see me

“the sun fals san ho
tat it mals /

and taer sits /
-a pal of watr.

c- Rpril

; g

19,

(The sun feels so hot

That it melts me.
And there sits
A pool of water.)
April
i e
< The.land is’

L coverd with
silver trees
silver houses
I'm silver
silver, silver, I
Tove it.

April

19,

18,

(1 go so fgst)yau can't

" Other ex“\ples are quite original.

1984

1984

1984
s
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(The 1and is
covered with
silver
Silver trees
Silver .houses
-= I'msilver
silver, silver I ’ ‘
love it:) = 2 .
April 18, 1984

3 -
Although only a few examples of hyperbole wereused,

they indicate that a few of the children were aware of .

hyperbzﬂe as a poetic device, and they had hegun to mtegrate

\|t into their own ur1tiug.

-The examples of hyperhale occurred during the Iater

pirt of the poetry study.. Perhaps if the study had conﬂnugd

2 lor a lnnger périod of nme. more chﬂdren would have made

use_ of this' techiique in their joetry,

VH‘lgh] ights of the Children's Poetry
An analysis of the children's poems reveals that a lot
of growth has occurred from the children s initial attempts

when they wrote such things as 'my cat sat onga: bat’, to-the

final weeks of a twelve week study in which they heard poeéry

read to them on a daily basis. Althoygh many of the writings
would probably be classified: as prose, the_y illustrate i
that the children are aware of certain poetic erlemen?.s‘

such as simile, metaphor, verrsuyllf‘l:avtmn. hyperbole,

nnd. repetition. The children have demonstrated their
capability of crystalizing their feelings by using rich’
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uords‘. images an co;'nplrl'sons that stir the imagination _and
evoke the senses. Some of their examples have given new
-insight into otherwise crdinau;y-and common occurrences. The
originality of the children's language has added a freshness
a;|ﬂ vigor to their poetic attempts that were absent from
their attempts before hearing poetry read. Although many of

« their creatioqs were about nature, they did not stop at mere
‘stateme‘nt;‘and facts. They succeeded in going beyond fact and
added their own personal views and rif1aciions. 0’32 h‘npnrtanc

fictor to note is the sheer joy and sense of satisfaction that

' was aviq:nt when the children shared their poéms. They felt .

they were accomplishing something worthwhile and the
enthusiasm they showed both in listening to poetry and in
creating their own indicated that the experience had been

indeed worthwhile. 3 .

Noticeable nevelognenxal Trends Across
airy Tales, Fantasy an oetry

R T4 the ChiTdren s Wri ting

During th& twelve weeks of the study certain develop-
mental trends were noted in the children's writipgs that had
'been absen} from the personal writing which occutred prior ‘to

" the comm’enS_e_meng of the study. .

When the children first began to write they depended

very heavily on their basal texts f«;r vocabulary and ideas.

As they beggan' to use developmental spelling the children's

o



writing cnns&s!ed of a2 retelling of their own experiences.
Because they were so close to these experiences, the children
very often assumed that everyone else knew what they were
talking about, and as 2 reselt they frequently began their
writing in the“middle of an experience without any form of
introduction. Whether they were asked. to write a story or
simple to write, the results were the same. The children's

cuncept of wr|t|ug a story prior to the study was the

" ordermg nf a series of events that were important to them.

At that stage the writing was egocentric in nature, with the
focus very much on self.

The writing that occhrred during the study could in
the majority of the cases be classified as fairy tales, fantasy
or poetry. In contrast to the personal writing, both the fairy
tales and the fa?tasies written by the children had a d;f‘inite
beginning. A1l of the fairy tales, without exception, used
the traditional 'Once upon a time' beginning. This formal
beginning ;eemed {n allow the children to separate self from
story. MWith the exception of one child, they were all .able to
write fairy tales. When asked to write fantasy, the children
experienced sun;e difficulty during the first few d;ys in »
d1st|ngu|5h(ng between the two forms of fa1ry tale and fantasy.
After more exposure to 1iterature, they had, no d1ff|cu1ty in
making the distinction.

The children's poetry writing prior to the study had

consisted of three or four lines of contrived rhyme.. When
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asked to write poetry during’the study, many of their
“initial attempts were primarily prose, but they quickly
learned to crystalize their experiences and feelings in
concise ways. ‘They'used free verse which allowed them to

" concertrate on fdeas and emotion ‘rather than ‘on meaningless
rhyme. ’ ' j

The conclusion of the persenal ‘starfes-very bften

seeméd to terminate in the middle of nowhere or when the end
of a page had been reached. ' In the latter instance, the
‘chi]dren were concerned withvcumpleting a page rather than
completing a story. Often one sensed that the writing was

" incomplete, but ‘the Words “the end' or 'that's the end'
indicated that the,child wished to terminate the writing.
Both the fairy tales and fantasies had a definite conclusion.

The cumulative fairy tales often ended abruptly which was.

“ typical of the version read in class. The tales of magic
glw;ys ended in the traditional manner with the bad character
being justly punished and the good charactér 1iving happily
ever after. Even though the endings of the fairy tales were
not always fully developed ‘the children ensured that the good
character was safe and happy. ‘In'the majority of the fantasies
the endings were more fully developed. One child made a )
conscious effort to have her fantasies end differently from
her fairy tales for she frequently ended on an .unhappy note.
The fiary tales had contained excellently developed

beginnings. _\'he fantasies had continued the good beginnings
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“-and had also contained f’uﬂy developed endings. In addition,

some of the fantasies contained fully developed middles. It
| A

appeared that throughout the study the :thr’en were moving -

& tuwards a sense\of ‘story for even though they were not aluays

fully dev:]oped the stories contained a begamnng. a middle
and an ending. The events of the story were _g.resznted.in

chronological order. ~ The children ¢irst:achieved competence
In developing the beginning, then ‘the end\ng and lastly the
ndd'le of ‘the Story.

The titles of the personal stories usually included the -

word 'my', for example, 'my sister' or ‘my Christmas'. Very

" often the story was not at all related to the title.' The

-titles of the fairy tales were more related to the stnr1es ‘and

those ‘of the fantasies tended to be still more specmc. The
poems also tended to be relgted to the titles.

The personal ‘stories contained very little plot. They
consisted chiefly of a listing of events with very little
'denil or ellbnrntion‘lncluded. The fairy tales-tended to
include much greater detail. There was evidence that the
children were striving towards the unfolding of events, rather
than a mere listing of happenings but they had not achieved

complete control in that area. This was probably because

" they had not as yet had sufficient exposure to literature or
<

enough practice in implementing this particular skill into
their writing. The fantasie; contained greater evidence that

the children were striving towards plot development. The
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stories contained much detail and information. The children
seemed ;.o be concerned with providing necessary -information
to present a suitable background to their story. '

In- the personal’ Stories, the writers practically
always neglected time and setting. They wrote about events
as if they were séparated from ‘time and space, or with just
the slightest reference to the location of where the events
occurred. In.the cumulative tales setting was v;gue. As the
children were exposed to stories containing a more de‘finite'
setting, they included a definite setting in their own tales.
In the fantasies the children continued to include definite
settings. In addition, the fantasies contained a more
specific time_. i’imz. in the fairy tales had been rather
vague. Usually it was limited to ‘once upon a time'.

* Characterization was very limited in the personal
stories. No visual information was included at all. The
little dialnéue thit was used did little to add insight éﬂ
character. “The beginning fairy tales continued to be limited

. in characterization. Towards the middle of the period
devoted to fairy tales, th; children began to include visual
description of characters. By the end of the time allotted
to fairy tale writing, the children were using very vivid and
effective character descriptions, Usua'lly‘ though, only one
character in a'story was described in detail. "The accompanying
dialogue, in addition to bringing immediacy to the situation,

was adding new insight into character revela!'nn‘r The




fantasies showed a great deal of inconsistency in the use of
characterization. In contrast to the fairy tales, some
stories included very lTittle character revelation either
through description or dialogue. The fantasies continued
to include vivid visual descriptions, and strong _dialoglue
which revealed characters.much more effectively than those
of  the fairy tales.

The element of repetition was used rather sparingly

at first in the fairy tales, but as exposure to literature

continued, the children began to effectively use re;;etinon,

in their fairy tales. ) The repetition of words, phl;ﬂSES and -
events was used. This served to heighten the suspense and
add significance to certain situations. The feature of
repetition was once again employed by the’_children in their
poetry writing. Sometimes a single word was repeated to
give intensity to the experience. Sometimes the repetition
of a phrase or a complete sentence was used to give form
and unity to the poes.. Sometimesythe repetition of souid
was used. In the many ‘colour’' poems repetition was wiﬂel,;'
used. Vlt served to present vivid word images. Perhaps it
was because of the children's experience with repetition

in the fairy tales that they used:it so eff“ective]y In th!'i"‘

poems.. In many instances the rep’eti:ian heightened the

intensity of the mood and added signlficnnce to an experience '

that ‘the children were trying to convey.

— v e e e
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The vocabuTary _o'f the: persinalistorissuasiextrenily
Jimited.. In the beginning, the children used only those
words’ that were céntained in the ‘hasa'! reader. Gradually,
_thruugh the aid of .developmental.spelling, -they began’ to
incorporate words' from their speaking vocabulary into their

writing. 'E'ven with ‘this new step, the personal Qiuries still

‘ consisted chiefly ‘of simple nouns, verbs and function words.

" Very few adjectives were included. ‘The writing was

campletely devoid of adverhs, vigorous verbs .and fvgurative

language. The beginning. fairy tales included one.or two

'ad,emves only, but as. the exposure: to Titerature continued,

chﬂdren were using many adjectives in their writmgs In
addition, several ad;ecgl ves were frgquently used in
refere’nce to the same noun. ‘ ' ) o

Adverbs of time and place were also noted in the
Faify Eales. These served to, brifg clarfity shd preéisensss

to the situation. = Descriptive adjectives conginued to .be

-used in the stories of fantasy, and as the writing continued’’

it was rare to find a moun being used without an -accompdnying
descriptive adjective.” While adverbs had been used in the,
fairy tales, they- were used;nuch more frequently in the

fantasies. 1In addition to adverbs of time and place,

‘adverhs of manner were vﬁdely used in the fantas1 es.

Vigorous-action words had been used to a certain

extent in the fairy tales but they were used in a much
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greater frequency and 2 much wider veriety ih the fantasies.

_Many of -the. same verbs that had occurned in the literature
‘re_ad. in cliss were-appearing in the children's stories. -

Examples a‘f simile were noted in the children's
fairy tales.  Infact one child’s writing contained a whole
se:jzs of effective siniles within a single sentence. These
similes were used primarily in connection with character
description. . In the fantasies, in addition to de{crib!ng -
character, sil}lil_es were used ‘to describe how objects looked
-as well as.to déscri'be how actions .occurred. In poetry
“both simile.and metaphor were effectively Gaea i many
instances the children succeeded in comparing two objects
or events wiﬂch are not formally a\ssncfated together, to ‘
bringa certain freshness to their poem. At other times

“'the comparison added new insight and feeling to ordinary
sirromdings. -unlie the ch¥Idran*s fafry tales and
fantasies did include some original similes their poetry
contained many examples.

Inalimited way examples of personification were used
by the children in the fairy tales. In the cumulative tales,
the. guna'way characters - such as the pancake, the chocolate and
f"‘e bacon were “treated as if they had human characteristics

< of speaking and running. In fantasy, inanimate obijects such

-as the snowflake and the moon and the stars were regarded in "
a similar hsnia‘n. In poetry there was a very strong focus on -

L




-personification. . Elements in rature were addressed a's if

they’ were capable af‘unde‘rs:anding' Howers, trets and grass
vere referred £6 as wearing dresses and shoss and’as * dindlng

and singing. Rainbows and’clouds were referred to as if they

T wére cipable of smiling. Many gther example§ also existed.
. Wiile all of the examples of personif'ica:ian in the.children's
! pnems h1ated to sumethmg beautiful in nature, they weré not

just_added frills, for each eximple magn]hed a feelingor a

particular experwncef They -also served as a-means for the -

chif dvei o Teflect and” ponder n thq/wnrk(ngs of the iniverse,
A few examples” of hyperbole were contained in -the

children's poems. -These ere hoted diring “the Tatter pre

of the study only. Given nore time to writing and more

exposure ‘to literature r_onta1 nihg examples of "hyperbole, it
is highly probable that more - _childien vould have incorpord ted
th|s feature into their poetry wrating. - .
Sensory wurds that evoke responses of sight, sound,
taste, touch and ° smsH were Absént from: the children's
personal stories. Their fairy Wites; Pamtistes and poetry
were rich in visual images. . In addition, the poems cantained

inages of sound, smell -and tolch. _Very often the children

“used contrast in their” poens ‘to emphasize images of sound.

The chﬂdren s writmgs, partvcnﬂarTy the' po!lﬂs, were rich \'n
conno tative. words that “stir the imag!natn)n and evoke strong

feelings. . ) . &4
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A ) In" the-personal stories the sentence structure
consisted prix;'amy of 211 short simple sentences, but one

or two examples of both c‘ompound and complex”sentences were
noted. The word 'too' was frequently used as a terminal
marker. In the fairy tales, even though there was still a
‘predoninance of simple sentences being used, much of the
choppiness had disappeared, since phrases were being included
{n:the sentences. Many compound and Gomplex semtences were
noted. Within these sentences, of course, there were many
p‘hrases and clauses. A sm;all amount of sentence variety was
evident in the fairy talesi Imperative sentences were noted
in the children's cumulative tales. Questions were noted in
several of the children's stories. Exclamatory sentences were
used correctly by one child, while several children used the
exclamahnn mark to add significance to certain words within
their stories. B
._ In the fantasies there wa$ a much greater sentence
_vari.-'ety. While declarative and interrogative sentences
continuéd to receive the most use, there was a frequent and

almost equal distribution of the imperative and exclamatory

sentence.
iWhile sentence inversion had also been noted in the

fairy, tales, it was ‘noted much more: frequently in the

. . fantasies.




¢ : 254
© . The personal stories consisted largély of true facts
from the children's own experiences. Very Tlittle arigil;aliti/‘
was expressed. Although the fairy tales were largely
retellings or recreations of those stories read in class, the
children's originality was beginning to blossom, as new
characters and situations were provided! A much greater
- amount of originality was expressed in fantasy. In ;)etry‘
originality was displayed in the comparisons used and in the
Unique way words were used to express the children's feelings
and ideas. In the poems, the children's feelings covered
:many topics such as nature, am';na\s. people, God, and'war.
This range of topics was much broader than those written

about in the other modes. The children's own wonder and
curiosity about their world around them was revealed in

their poetry. The desire to put order into their universe

is clearly shown when they attempt to supply answers to

their many queries. The children's poems are not mere
descriptions of nature. They contain personal comments,
i‘ef]ectluns. and queries. X

" Although the personal stories dealt with the children's

., own experiences, tneir point of view, their personal reactions
did not very often show through. The main concern seems t(:'
have been the ordering of a series of events that were
important to them. In the majority of cases no indication of
sense of audience was -given. Whev; emotion was used in the '
personal stories, it usually dealt with the child's basic need

to be loved and accepted. Words such as ‘nice',. 'like' and
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'love' were expressed. No expression of sadness, joy, anger,
fear, frustration or loneliness could be found {n any of the
personal stories.. In the fairy tales, much more emotion was
included. Emotions such as humor, fear, delight and
frustration were expressed. The words 'weeping' and ‘wept'
appeared in several stories. It was obvious in the fairy
tales that the children were becoming more conscious of their
audience, since they were including more Fnformation in thsie
stories. This sense of audience was much stronger in the
fantasies. The children seemed to make a conscious effort

to set the story in time and space and to provide as much
background information as possible. Also there were
instances of direct remarks made to an audience. A much
greater amount of emotion was also expressed in the fantasies
than in the fairy tales. Examples of sadness, happiness, joy,
surprise, fear, jealousy, remorse and compassion were noted.
Not only did the child express the particular emotion in
fantasy, but there was an attempt to explain why the emotion
was present. It was quite obvious that the children were
not merely creating situations for ‘their characters but they
were including, reactions which helped give their writing
strength. The greatest amount of emotion was expressed in
the poems. The children seemed to be aware right from the
beginning that poetry was concerned with feeling. Practically
all of the poems contained examples Anf some form-of emotional
quality. The emotions expressed included a wide range such

as:  peace, wonder, admiration, joy, sadness, playfulness,



humor, an‘gerv. ha;red and love. .

The children did not edit’their personal stories.
With the fairy tales a few of the children began to use an
arrow to ir_\sert a single word. Most of them considered their
fairy tales to be finished and made no attempt to edit what
had been written. With fantasy the children were’ much more
concerned with meaning. They often supplied the necessary
infdrmation orally. Many more children were using arrows to
insert missing words but they did not attempt to insert
missing sente:u:es. With the poems, the children seemed to
ponder and search more for the correct way of ex’pressing

their thoughts than they had done in the other modes of

writing. They were less inclined to add words to their

completed poems than, they were to their finished fantasies.

When the children first began to write, they used only

those words which they could spell through the aid of an

available text. As a result of this their vocabulary was
extremely limited, and their language sounded contrived and
unnatural. MWith the use n-f dgve]npmenta] spelling, children
began to move away from the vocabulary of their reader ‘and to
writé about their own personal experiences. In the fairy
tales the children used a much greater amount of develop-
mental spelling. This allowed their written language samples
to sound more natural, since the children, ver@including a
much wider range of vocabulary.. The. fairy tales, fanitasies

and poetry contained many examples of rich and precise
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vocabulary that were absent from the children's writing prior
to the dse 'of developmerital spelling. Aljowing the.children
the freedom to spell words in their own fashion, served to
build their confidence in themselves as both spellers and
writers. Much improvement was noted in their spelling
ability. Children did not achieve complete spelling accuracy
of all words but accuracy was noted for many words, and a -
closer approximation of the.true spelling was-noted for the
remainder. Correct segmentation and spacing of words were

noted more often in-the fantasies and poetry than in the
1]

- fairy tales.

The beginning persor!al storie‘s consisted of (wo‘ur
three lines only. Immediately prior to the commencement of
this study, the majority of the children were producing about
a half page of writing. The writings that consisted of a page
in length contained much repetition. There was a noticeable
difference in length oX the fairy tales. By the end of the

period devoted to fairy tales most stories ranged in length

" from one page to five pages. The length of.the poems varied
) :

from a few llines to two pages. Because of the nature of =
poetry the length of the poems cannot be adequately compared
to the other modes of writing. :

As the children continued their ‘exposure to Hterature.
and as they continued to write on a daily basis, their writing
revealed a gradual and ever-increasing amount of eath of the
features discussed. An exception to this is perhaps the

technique of characterization which was less developed in

3
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the fantasies by some children than it had been.in the fairy

tales.  As was pointed out earlier, this was perhaps due to

the fact that the writers were dealing with a new element,
that of creating original plots, which seemed to take
precedence over the previously learned skill of character-
ization. & ‘

The children enjoyed listening to all forms of
Iiteratn;re. but they particularly enjoyed poetry. They were
much more eager and willing to write poetry ‘than they had
been to write the other forms. This was somewhat of a
pleasant surprise, because before the exposure to poetry,
children had‘expressed no real desire for and even a dislike
for poetry. Even those children who Had been reluctant to -
write fairy tales and fantasy enjoyed writing poetry, and in
some instances these children often produced some of the best
poems. Some of the children who had produced good stories
did less well with poetry. Still other children seemed to be

able to'write both good stories and good poetry. The writing

-of poetry seemed to be the most rewarding and enjoyable part

of the whole study. It seemed to come naturally for so many
of the children. 1f the study were done again, it might be

wise to start with. poetry. Poetry seemed so natural and so
enjoyable for most of the children, but perhaps this was so,
only because the children had gained so much expertence from
daily writing and from exposure to literature through fairy

tales and fantasy.




The Importance of Sharing to the
Fostering of Children's Writing

B Thro’uyhout the entire study sharing played.an
important role in-the fostering of children's writing. When
the Titerature was read to the children, the sharing of ideas
_that followed as well as the re-enacting of the stories served
to strengthen the children's  concept of story as well as to
develop their vocabulary and origimality. Children came to
realize that stories had a definite beginning, middle and
ending, and that the events occurred in chronological order.
Their sense of originality was strengthened when they shared '
pnss‘ib]e solutionss to various problems encountered.by the
characters.

in the beginning a few children didn't want to write
.fairy tales. They found it difficult to discipline themselves
long enough to do so. Remarks such as the following were
expressed: “I don't want to do it"; “It's too hard"; or

'I'm tired'. When the ch.Hdren who had been enthusiastic to
write shared their stories with the class, those who had been
reluctant to write wanted a p‘art of the action.. They, too,
wanted .to share a fairy tale with the others. Gradually tﬁey
began to write so that when sharing time came around they were
able to participate in that activity. They particularly liked
to read their stories when the principal or another teacher

came to visit. Those "reluctant" children showed much less
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resistance in writing fantasy and practically none at all
when it came time to write poetry. This change of attitude
can be attributed partly td the fact that the children were
eager to receive recognition through sharing and partly
because the lr'!'ﬂg ard sharing had heiped to build their
_confidence in their own ability as writers. €
The majority of the children's stories were

meaningful. Even though the plots were not always fully
developed, the characters were introduced, a problem was
presented and a solution was given. There was a grt;wing
tendency to provide more detail and informatinn; A growing
trend towards definite setting and time was indicated. This
was perhaps because each ‘writing effort occurred in a
situation where the emphasis was on content and the sharing
of that content with both teacher and pupils. It should be -
: pointed out that the children were never forced to share

what they had written. On the contrary, they were qn‘n‘té
disappointed if on occasion there wasn't enough time for all
to do so.

# Sharing the stories with the teacher and the class
enabled the children to develop a sense of audience. Often
when they rfad their pieces aloud the other children would
ask certain guestinns until the meaning became clear. This
.type of response from the class helped the writer to focus on
mean‘v{g and clarity of ideas. As the study continued, it

" became evident that the children were using writing as a means

!
of communication with the focus on meaning. They were




listening to their own storiﬁs and to those of others. They
often sensed on their own if :lthe\'r stories lacked coherence.
\They would make comments su:hlas 'that doesn't make sense'
or 'I left something out'. They often paused in the reading
of their stories to supply 'missing information that they had
intended to put into their stories. Sometimes they would take
their pencils and insert a missing word.

Because of sharin'g, children's oral communication
and reading imp\joved. Those who had been hesitant to speak

) in class overca;ne this reluctance and contributed -freely to
discussion. Children read with clear enunciaHm; and lots of |
expression in order to ensure they were being understood by
their classmates. Those who had been restless and inattentive

. Hstene‘d better. Because of sharing, the children seemed to
encourage on€ another by asking questions and by giving
suggestions and viewpoints.

The children's confidence to spell words and their
ability to write was nurtured and strengthened each time they
read their own story to the teacher or class and found that.
it was acceptable. The children were'particuhrly cautious
at first about using words they could not spell, but through'
sharing. they learned to develop a sense of trust. They knew
t:'éir ideas wo‘uld be respected.‘ They gradually learned to
use developmental spelling to broaden their vocabularies and
to express what they wanted to write. The children came to

-
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realize that they would not be ridiculed or reprimanded - for

expressing how they truly felt, particularly.in their poe

They did not always have to express v!eas;mt emotions. They
were allowed tu/ be angry, fearful, sad or whatever they felt.
When the children read their stories and poems -an
attempt was made on the part of the teacher to accentua‘te
the positive. Rather than making a general comment such as
"Good", a definite attempt was made to show why something was
considered good. If, for example, strong descriptive words
had been used, comments such as the following would be made.
"I l1ike the way you described the wolf's teeth. Those words
“sharp pointed” made the wolf very real. I could almost see
him as you read that part." This type of positive feedback
served to reinforce the strengths of the children's writing.
The spontaneous sharing of the children often led to
creative spinoffs by the other children. Even though the
themes may have been similar, the development of the plots
were usually different. For example, one child's story, The

Dark 01d Tunnel, was responsible for several ;tnries in which

secret doorways led to other worldly settings. The shn‘ring
of a poem about riding a bike resulted in several "bike"
poems. Other stories and poems often sparked fresh ideas ‘lv_|
other children.

Young children have a strong desire to learn and also
to please and be accepted. Through sharing and the teacher's

favourable comments, the children were able to focus on the

B

’
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strong qualities of each other's writing. They were quick to
integrate similar qualities into.their own writing.

' One cannot deny that the exposure to literature had
a2 tremendous positive effect upon®the children's written s
language. At the same time, one must also recognize that s
such rapid growth may not have occurred if sharlng)had not
be;n ‘a part of the daily writing program; for children are
learners and they learn from one another as well as from

other factors in their environment.



CHAPTER V

3 CONCLUSIONS AND IHPLFICATIOF‘IS

" Introduction

This chapter deals with a review of the study, the
resultant conclusions, implications of the findings for
‘further research as well as implications of the findings for

nents .

pedagogy and concluding stat

The Studyin Review "
p

© The writing process is t;\e focal point of many
prominer‘\t educators and’ researchers in.the field of education
today. Donald Graves (1983), one of the first to examine the
writing processes of young children, ‘emphasizes putting the
control of writing where it belongs, that is with the child
hlimse}f‘ratner than the teacher. 'Children must-be given full

choosing the content.and Iength'o‘f thei riting. This does

responsibility for choosing their own t{j:s as well as

not mean that the child is given no direction. During the
conference technique, the teacher or an able student listens
to a child read hi; writing, thep questions thé writer in
such a fashion that tpe child is able to generate more ideas
to extend his writing if he so desires.

Bissex (1980), Gentry (1981) and Graves (1983), afll

*advecate that children be allowed to use developmental
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spelling. This will al‘lnu them to produce in Lhe;r written
~language any word which they are capable of producing in
their oral language. The 'Neufoundland Department of 7
Education (1982) expressed concern that the l1n1e unting
that is carried on in the elementary schon'l is nnt for
communication purposes but is rather for completing set
blanks on a workbook page.

The investigator for this study felt that if the
foregoing situation exists at\ che elementary level, it is
probab'ly as bad or worse at t e primary level. At the
primary level, in addition to not'being able to.write, ‘the-
child is usually faced with the Added burden of not being
able to read, spell or punctuate. In 'many instances he ma:y

“not be able to identify all of the letters of the alphabet
or make the coFr:ct spitia\‘arrangemen}s during his writing
activity. Most young children who _du write, often write in

an egocentric fashion. The writing usually consists of .a

mere listing.of events with a concentration of s&_;‘_ﬂe

" sentences-and a limited vocabulary.

The investigator felt that if young childrenraré to
produce alternate forms of writing, they must be made aware
of the various features of such forms.

The purpose of the study was to expose children to a
variety of good qﬂa]ity literature with c‘ertain follow-up
‘activities to determine if it had any effect upon the form

and -quality of children's writing in terms of :Ianguage




- ‘development, and in the use of literary -techniques. ‘A

develqpmén‘tal Improv!l‘ent in terms of spelling ability.

secondary purpose was to note whether there was any

The- 1iterature reviewed for this study was related
to: oral and written language, factors related to writing,
the writing process itself, and the re'latinnsMp of,
literature and language deve1upment.‘ The l‘terature - [

reviewed, confirmed the importance of each of these areas.

. 4 '
The study involved'an entire grade one class

consisting of five boys and ,thi‘\‘t}een girls* from .the town of

Conception Harbour. It was carried out over a‘;'welve week
period during which ;hle the children listened to Iiter'atyure
on a regular daily basis hnd,weré'acquaintevd with certain
features of the genres. 1In keeping with the age and interest--
levels of the children involved, it was decided to include
selections from fairy tales, fantasy and poetry.. Fairy tales
were pgesented to the ;:hildren during weeks one tn four while
fantasy was presented during Heeks five to eight. Because of
the children's extrenely Hmted exposure to poetry it was

decided to share poetry mth them during the entire twelve

* week ‘period, but to give it its main focus during weeks ﬁln:

to twelve. Following the se1!c}ed reading, children engaged
in a related follnw-n;p activity of either choral speaking,

dramatization, miming, discussiun or art. The d.n'(y writing
period consisted of a* furty minute ufternaon session, while

the daily \_read’(ng and re]a_ted activity occurred during a
€ K [
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forty minute morning session. During the daily writing
‘sgssions children were specifically asked to write either
fairy tales, fantasy, or poetry depending on the particular
genre that was being emphasized at the time. ¥
During the entire study the children were encouraged
ﬂo use, aevelopmental_spe1ﬁn§. They also shared their
‘r‘l;:ing, daily, with the class. The process of sharing
encouraged reluctint writers to write, and it helped
strengthen and build the confidence of all the chi en in
their own ability as writers. Throughout the s:unytf’,he
emphasis was on th: content of the children's 'writing, rather
than on mechanics or ’spellingA
Prior to the study, the children's writing was
eg;:centric in nature. It consisted chiefly of short, choppy,
simple sentences, with 2 very limited vocabulary. . The
children depended heavily upon an dvailable text for their /
vocabulary and-.sentence structure. _Their writing reflected
‘styliitic features from their basal'readers. The use of
"too' as a terminal marker as well as the repetition of
“certain phrases such as 'run and jump’ and 'yes, I can’
were common. The children's idea of a story at.that point,
was the retelling of a-personal eygnt. These stories lacked
plot and fundamental features such as beginning and ending.
Their poetry consisted of a few lines with the focus on
rhyme rather than on sense or feeling. Most of the writing

varied in length from a few lines to a half page.
R



The stories and poems written by the children during

the study revealed a wide development in vocabulary growth.

Vivid action words as well as descriptive adjectives and

adverbs were used by the children. Rich sensory images
including strong figurative language such as simile, metaphor,
personification and hyperbole were used by the children.

In addition to vocabulary growth there was an
extensive growth, in comp'lexi.t_y of senterfct;. structure.
Sentence variety, sentence inversion and sentence extension,
as well as compound and complex sentences, were used.

The results of the study revealed that the children
fid GEiHed 4 SehEe GESEGHY TN EWEIR WHILIRG. The wriETNgs
included essential features of begjnning, middle and ending.
The development of characterization, dialogue, plot, setting,
time and sequence were all evident in the written stories.

The results of the study further revealed that the majority

of the children were using writing as a form.of communication.

They were cognizant of audience and they included reactlnn
and feeling in their'writing, particularly in their poetry.

There was also a very noticeable development in
children's spelling ability. While correct spelling had not
been attained in the majority of instances, it had been
attained in some. Ap analysis of the misspellings revealed
that a closer approximation of the correct standard was

evolving.

N }
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i Conclusions

The children's writing that was done immediately
prior to the study was egocentric in nature, while the -
writing done duri.ng the study was not. As 2 result of this
finding, it can be concluded that the exposure to literature
helped the children to broaden their experiences to such an
extent, that they cnuid.ﬂvr,heyond their own small worlds
to produce alternate"forns of writing. These forms
contained certain features which allowed them to be g
classified as fairy tales, fantasy and poetry. L

The rich and diverse vocabulary contained within the
children's writings during the study furthAer reveal the
strong influence of literature upon children's written
Tasgusge. As was ladicated in chapter four, wany of the
vigorous action words, the rich figurative and sensory
language contained in the literature appeared repeatedly
in the children's own writings. The vocabulary from a
particular stn.ry or poem was not necessarily used by the
children on the same day as it was h€ard, but it often
appeared several days on.even weeks later in their writing.
This siggests that the children were assimilating new
information from the stories and poems read in class, and
they were able to cup(ta]izve upon that information when
they needed it.

As was shown in chapter four, immediately prior to

the study the children depended heavily upon their basal ’
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& 1 4 3
readers for vocabulary and sentence structure. They

_repeatedly ‘Used certain phrases and stylistic features from

that source in their own writing. Since this tendency
disappeared after the exposyre to literature, and v)as
replaced 'by complex\'éy in vocabulary and sentence structure,
it can be concluded that this was so because -of the influence
of the rich language of the stories and poems that the
children were hearing on a regular daily basis.

During the study, the children's sense of story made
rapid gains in terms of characterization, dialogue, plot
development, time, setting and sequence. Since these
features were almost totally absent from the personal
storfes, it s v concluded that the ThilErer vere Tptes
menting these techniques from the literature into their own
“writing. ‘

The content of the children's stories and poems, as
well as the amount of feeling that was expressed in them, can
‘Be attributed to the result of 1istening to good guality
. literature. The personal stu.n'es contained very little
content or feeling. They were concerned with the children's
own experiences, but very often the children failed to '
r_g]ate their reactionto the experience. As a (esultqthe‘
stories were often a mere listing of events. They were
lacking in v“ividness. interest and imagination. The
writings during the study showed an inc’rease in content and

emotion. Their poetry, especially, dealt with a wide
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variety of themes and emotions. This was RERaTERIO growth
over the poems written prior to the study, where the focus
was ‘on making word‘s rhyme, with no consideration being given
to thought or feeling. Surely, the growth achieved in poetry
was in part the result of hearing good poetry v;ead on a daily
basis. ! N

~ 5

Although some of the children's stories were
retellings of those heard in class, others were not. There
was much evideqee of creativity in characters and plots.
Creativity was also evidenced in the children's poetry. Often‘
certain inages or_ examples of figurative language were used
in a new way by the children, thus making their work fresh
and innovative. The child's sense of creativity and
freshness of ideas can only be attributed to the influence
of Titerature since these v}ere completely absent from thes
persona.l stories written prior to this Titerary emphasis.

As a result of. listening to Tiderature, the children's
writings included -rich vocabulary. This\was made’p:)ssme
because the th_ﬂdvn weré free to use the developmental
approach to spelling. It can be concluded, then, that the

. use of .children's Hteraturg with certain related activities
can be an effective means 6f getting children to prod‘uce
alternate forms of writing, and to improve their vocabulary
and sentence structure. It can also be an effective means

of getting children to incorporate 1iterary techniques into

their writing. Jt can‘ further bé cancluded that the regular
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use of literature develops children's sense of creativity and
sensitivity to writing. ' The use of deve‘lopmenté] spelling
allows the child to trust-in his own power to write, and to

v
become a writer.

Implications of the Findings for

Further Research

.It is evident from the conclusions: of this study

that when children are exposéd to good quality literature

) and are acquainted with the various features of each genre

on a regular daily basis, they are capable of producing
their own fairy tales, fantasy and poetry. )

Since at this time there is no set design for daily

‘writing or for the regular use of literature in the primary

program, what will happen to the children who were involved
in this study as they move along to the next grade? Will
they continue to receive exposure to literature and will
they be given daily opportunities to write? If they receive
unly)uccasionﬂ exposure to literature, w’H! their writing
revert back to.thei’r'egocentric style?, or will the knowledge
gained during these twelve weeks remain and grow with them?
As the children enter grade two they will begin to’
'Iearn» formal spelling. What will happen ifvthey can no
longer use the d;velupmental approach as practiced in grade

one? ‘Will their writing suffer’as a result? As was pointed

oubin chapter four, when the children were first asked to
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write they were reluctant to try and they wer‘e convinced

they could not do it because they could not spell. The use

of developmental spelling enabled the children to rely on
their own ability to write.. The emphasis on content rather
than correct spelling, pun:tuation or neat handwriting )
further strengthened the cthren s confidence as writers.
As their confidence and t\rust in themselves and in each
other grew, the chﬂdrérz learned to open’ up and express a
wide variety.of emotions on many different. themes. If the
chﬂvdren are cr\‘{icized for mistakes in spelling, what will
happen to-that confidence iv; their own ability to write?
The reslhts of the study showed that the children's
writings after the exposure to literature, contained a
varied ‘and rich yocabulary, |"nc]uding figurative language
and strong sensory imu’ressions, as well as vigorous verbs,
adJectwes and adverbs. In addition to an increase in
vupabulary. the children's writings reflected the complex
sentence structure» of the literature that was presented to
them. . It would be 1n'terest/1ug/tﬁnte it there was a carry
over of this type of language development into subsequent
grades. It would also be interesting to note whether the
children's enthusiasm for both_literature and writing which
has been discussed in chapter four, will remain with the ®

chﬂdren througnouc their school years?
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Impiications of the Findings for Pedagogy

Since this study revealed that exposure to Htera"ta‘re
had such a positive effect-upon the form and quality of
children's written language, it\would seem obvious that
literature should be used extensively with the children on a
regular basis to assist them_in their language development’
and to offer them alternate forms of writing.

Since the use of developmental spelling enabled the .
children of this study to develop confidence. in their own
ability as writers, in the sense that it allowed them to
produce in their writing any word they were capable of
producing in their oral language; and s\'_nce the study
indicated that the regular use of developmental spelling

enables the children to experiment and move in the direction .
of correct spelling, they should be allowed to use -
developmental spelling in their writing, particuhr]y‘

during the primary school years. - It must be remembered that

when the children of this study were first asked to write,

zhey were convinced they could not do it because they could

not spell. As they learned to use developmental spelling, L

their writing and their love for it began to grow.

The ‘writing of stories and poetry should not be
delayed in the grade one program because of the fact that
the children caﬁnnt read or spell. As was obvious in this

study the cthrer\‘s' first attempts to wrng with develop-

mental spelling we“re in many instances

impossible to read

o

i . v A et e e
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Wwithout their translations. But as the children continued
to write they learned t‘o make correct word segmentat!c‘n and
to arrive St a closer approximation of the true spelling 'o_f
the word. On the basis of this finding it appears important
that. grade ‘one'children be lprovided with daily opportunities
to-yrite. Also, they should be exposed to 1iterature and be
given a purpose for writing"so that it becomes for. them a
focus of communication. This can be done by having the
children write fairy ‘tales, fantasy and. poetry rather than
having them practice the letters of the alphabet during the
writing session. Children should share their writing. ' When
the children in this study shared their v&rit\‘ng, it helped
them to realize when their stories did not make sense. They
became critical listeners of their own stories because they
wanted othérs to understand what they had written, and to
experience what they had felt.

A1l teachers,' but especially those of primary
gr;ﬁes' should be made aware of the writing processes of
young children, for if misunderstanding of the writing
process exists, ‘then the pas_sibi]’ity of denying children the
opportunity for.»and the responsibility of, their own writing

v is great.

' Concluding Statements
" §
. As a result of this study, it is strongly felt by

. .
the investigator that not only are grade one .ghﬂdren capable’
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of w’riiing,,‘hut they are also capable of a high.standard of
performance in both written language dev“elinent and in
‘using literary techniques. They can also very effectively
produce alternate forms of writing sx;r;: fairy tales,
Fantasy and poetry, and can enjoy doing so, if they are
exposed to and are acquainted with the various features of
each genre, as well as being a]?nwetj‘ to use developmental
spelling and given dai]y»“ﬁ'ppnrcunities t'o write. All
3 educators should be constantly aware of the wri{ing
i .. processes of young children an‘d of the vtremvendous influence
) of literature and related activities dy a~ child's written
lTanguage deve]opment_. so0 as not to underes‘h’mate the
potentia] of grade u\ne children to produce quality wr’itin.g

in various forms.
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