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ABSTRACT 

The probl ems of teaching for literacy have been studied in this 

thesis from two related aspects, nature - how written language 

evidences the same learning principles that, inJ luence the child when 

he learns to speak, and nurture - how these principles can help the 

child become proficient in the new form of expression. Therefore, 

the nature and the nurturing of literacy has been examined and a 

psycholinguistic theory of the acqui sition of literacy has been 

developed based on a Piagetian view of thought and language in the 

young child. 

The psycholinguistic view of language acquisition is based on the 

premise that children have the ability to process information about 

language and become fluent and skillful if the sample of language 

available is large enough to permit recognition of patterns and 

development of adequate generalizations. 

Children in this society acquire two forms of language, oral and 

written; both speaking and writing are learned as communicative 

functions and can have the same personal and conceptual meaning but 

to develop literacy skills it is essential that the writer process 

d-ifferent information about his language. 



Oral language development moves from fluency to control and, 

since literacy builds and extends language skill, personally 

expressive and fluent writing is also the result of much experience 

_and experimentation in the new medium. Thus ,,.a large corpus of 
♦ ~ .. -

written language 1 is used · to make accessible those aspects of 

language needed to become literate. The problem, of co~rse, 

in instructing for literacy is to he}p the child gain both 

fluency and control. This study presumes that he will master the 

new forms sooner if he learns to process written language for 

meaning and so build the necessary strategies for recognition 

and production (Smith, 1975); the acquisition of literacy thus 

begins with the opportunity for making sense using new forms of 

language. The study uses the assistance of a scribe so that 

subjects can make sense in the new medium. The corpus of language 

is then analyzed for quantity, complexity and type to see if ·these 

increase with aid. 

Acquisition of literacy depends on language experiences in 

the new medium of written language; this study uses an approach 

which stresses the importance of writing as communication and 
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provides experiences to facilitate the inductive learning of the 

principles which connect speech to script,. In . .this it· resembles 

psycholinguistic learning process of, ·spoken· · ,language. This language­

experience approach to instruction is justified by Piagetian 
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principles because there are parallels between written and oral 

communication. The problem, therefore, addressed in this study on 

instruction for literacy is to find a way to help the child make the 

transition to written expression and be able to communicate in 

the new medium. 

The child does not acquire an entirely new language when he learns 

to write, he learns to transfer his thought or his language learning 

to another medium. He has to be able1 to start off knowing roughly 

what he wants to say and end by being able to write it. This study 

has been designed to examine third grade children's written language 

to define the problem of transduction of the oral code to the written 

code, using the Piagetian idea of egocentric and socialized language, 

The socialization of thought and language occurs when the child 

is able to take a less egocentric point of view. This transition 

has been observed in the writing of the subjects in this study and 

an attempt has been made to quantify the amount of Socialized 

Language so that growth can be tabulated and the development 

of literacy observed. 

The result of this study showed there was a high incidence of 

egocentric forms in the writing of children studied. and this was 

quantified and graphed during the research. As the study progressed 

the percentage of egocentric language decreased. Fluency and control 

using the written medium increased as measured by the instruments 

used in the study as the subjects were given assistance of a scribe 

to help record their ideas and so they could observe the process 
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of co.mposition. This was considered a synthetic method of teaching 

literacy since any analysis of spelling, grammar, punctuation was 

incidental to recording the child's own message. However, the 

subjects evidenced in this independent writing some improvement in 

the mechanics of writing. The study was considered a pilot study 

for further research and therefore the length ~f the study is not 

sufficient to make definitive statements about success of teaching 

literacy by this method. I am grate7ql for the opportunity ~o use 

this type of research, which included _a theoretical and subjective 

element to the directors of my thesis. 

Dr. Peter Evans 

,. 
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CHAPTER ONE 

A PSYCHOLINGUISTIC STUDY OF LITERACY IN A PRIMARY GRADE 

Speech is civilization itself. 

Horace Mann 

Every child learning to talk repeats the process of civilization 

and evolves as a social being as he realizes the potential for 

group interaction and communication. Speech itself is learned 

through social co-operation; as tLe child learns to express himself 

using language, there are profound social effects which cannot 

fully be reproduced by any other activity. Speech, in this society, 

however, is sometimes r eplaced by a written form of communication; 

a form which children do not learn natural ly as they do speech. 

This study is concerned with how children can be taught to write 

as a means of communication. 



I. Statement of Purpose 

The study consists of a careful examination of the writing, 

both process and product, of a small group of children with 

particular attention to: 

1) the quantity of written language they produce; 

2) the syntactic complexity of the written 
product; and, 

3) the percentages of egocentric and socialized 
language in the written product. 

The purpose of this study on the development of literacy as 
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a means of communication is to analyze, through a case study approach, 

some of the problems a child encounters in transferring oral language 

to written symbols. The thesis will: 

1) Examine some causes of the difference in fluency 
and control between oral and written language. 

2) Explain some reasons for the hypothesized 
regression to less complex, coherent language 
in early writing. 

3) Explore some means for more natural acquisition of 
the linguistic knowledge necessary for written 
fluency. 

The purpose of the case studies is to develop a corpus of 

written language and analyze it for quantity, quality and 

type by: 

1) the use of a scribe to increase the corpus of written 
language; 

2) the assistance of the scribe to increase 
children's independent written production; 



The method used will be: 
1) the observation of children's written production to 

determine if the scribing method increases fluency 
of expression and control of linguistic conventions; 

2 ) the analysis of written production using procedures 
based on psycholinguistic theories to determine 
if instructional strategies for written language 
acquisition could be recommended. 

Information will be presented in the case studies which will be 

used to analyze some problems in the development of literacy in 

children. 

II. Statement of Problem 

3 

How language and logic are related to literacy has been a major 

linguistic puzzle. A child learns language through active 

participation in the communication process and masters the forms 

he needs to convey meaning very early, but to acquire literacy he 

must also learn the forms and transfer meaning to the symbols 

of written language. To use the medium of script fluently, 

coherently and expressively the child must again engage in active 

participation in the communication process. Although both speech 

and writing are based on thought processes and are language 

production systems to eornmunicate meaning, the transition to 

written connnunication often results in a regression to less fluent 

expression. Therefore, a detailed study of children's problems 

in learning to communicate in writing may explain the later 

development of literacy. 

Language, logic, and literacy are related by the child in 

some system of generalizations derived from comparison of the 
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forms of script and speech. How can he learn through experience with 

written communication to become as fluen t in the new medium of script as 

he is in oral language? The problem in this thesis is to find how children 

connect the written code to their spoken language so that the relationship 

between oral fluency and li teracy may be better understood. ( To study this 

problem the following questions have been addressed: 

1) Is fluency and control of written language s1m1iar 
to fluency and control of oral communication? 

2) Is flu ency of written language r e lated to control of 
message production for purposes of communica tion? 

3) Is written fluency dependent on the creation and organ­
ization of ideas to communicate? 

4) Is the regression in fluency and control of l anguage 
in the ear l y stages of writing due to difficulties 
inherent in the written medium? 

5) Do children learn the complex linguistic information 
needed to write with fluency and control through a method 
which synthesizes form and content? 

III. Theore tical Framework 

It is postulated that learning to write is equated to learning to 

convey meaning in a new symbol form and that, if a child adapts 

thought and langua.ge to written form it is relat~d to his need and 

desire to communicate. The ease with which he can then master the 

linguistic information necessary for fluency depends on the 

opportunity for di rected practise and appropriate instruction. 

Some understanding of the nature of language must support the 

attempt to make children iiterate by instruction. Since language 

has been studied from many points of view , the definition of the 

basic components and processes depends on the base and bias of the 

study. Three statements about language are fundamental to this 

study of how children learn to write: 



Language is communication; 

Language is personal expression; 

Language is rule governed. 

A. Assumptions 

The above statements are derived from certain assumptions 

about written language learning which guide the research 

for this study. 

1) If language i s used for communication., acquisition 
or written language is facilitated when it is 
a natural deve lopment of communication skills. 

2) If language is used for personal expression, 
written expression is hindered by the child's 
tendency to use language spontaneously according 
to subjective needs and to disregard coherence 
and precision in communication. 

3) If l a nguage is a rule-governed behaviour, learning 
to write is a complex psycholinguistic process. 
The child learns the necessary linguistic general­
izations and symbolic representation through use 
and synth es is of knowledge. 

B. Issues 

The above assumptions will be examined to establish a 

connection with current educational issues pertinent to 
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language learning. In examining the writing of children during 

the study, the focus will be on three issues: 

1) The implications of psycholinguistic theories of 
language acquisition for mastery of written 
communication. 

2) The implication of Piagetian concepts of 
egocentric and socialized language for the 
development o f fluency in writt en expr ession. 



3) The imp l ica t ions of a language- experienc e a pproach 
using syn thesis of l a nguage l earning for th e 
acquisition o f written skills. 

IV. (A) Brief Plan Of The Report 

A r eview of the literature r e l a t ed to this study is pre s ent ed 

in Chapt e r Two. The chapter deals with four main strands of 

educ a t i onal r es earch: 

1) psycholinguistic support for a programme of 
litera cy in the early gr ades; 

2) Piagetian-bas ed analys is of lite r a cy; 

3) current me thods for t eaching children to write; and, 

4) present measures used to improve writing skills. 

Chapter Three outlines the plan for collecting infonna tion 

from a group of childr en learning to writ e . The design of the 

r e s earch is presen t ed with justification of the instruments. 

Chapter Four pres ents the findings of the research utilizing 

graphs and table s resulting from the study. 

Chapte r Five summarizes the ideas basic to the study and 

present s some conc lu s ions and gene ralizations. The implications 

of the r e search for deve loping a programme to teach literacy 

ar e also included in t he chapt er. 

Thr ee append ices a re included. One contains an outline of 

all writing a ss i gnments done with the s ubj ects. A chart of da ily 

motivation, pre s ent a tion and p r oduc t for th e eight week period 

is presented along wi th da ily anecdota l comments on children's 

6 



performance . The second appendix shows samples of the writt en 

assignments of all subjects for a one week period including 

instrumen ts used to collect the raw data for the tabulat ion in 

Chapter Four. The third appendix is a sample of the tape scripts 

taken to establish the p~rc entage of egocentrism in subject's 

speech. 

7 



CHAPTER T\W 

A REVI E\-1 OF THE LI TERATURE 

Th e Written Langu a ge Of Chil dr en - -------~ _ .,__ 

This chap t e r will pr esen t the educati onal r e searc h on some 

aspects of child ren 's written langua ge wi th the view of suppor ting 

the psycholin gu i s tic a pp r oa ch of this study. It emphasize s the 
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language- l earning nature of the ch ild and sugge sts a way to nurture 

it. Nurture implies using a knowledge of nature to assist optimum 

or maximum development; to help children make th e mos t or be st use 

of the ir l angua ge kn owl edge in l ea r ning to write, the t eacher r equires 

an und erstanding of both children and language . 

What mus t be known before children's writing can be nurtured? 

Generally , i!: i s i mportant through re search to l earn enou gh a i:Jo ut 

children's l an guage to recognize why language is related to experi ence 

and intellectual gr owth , wha t language can be expec ted at diff erent 

stages and how chi ldren ' s written language can be e licited and refined. 

Specifically, enough mus t be kn own about the individua l child to 

det e rmine his l anguage patt erns , his experi enc e , his interests , his 

problems and his stage of development . The teacher is then able to 

nur ture wri tt en language by he lping childr en r ealize th e purpose and 

di scover the sources for writing ; purpose is whatever justifies the 

activity o f writ ir.g bo th for the t ea ch e r and the child, a nd t he sour ces 

a r e what ever prov ide s t he .i mpe tus to expre s sion . How can wri t i ng be 

made a purposeful a c t an d the child he lped to write well? 



The ph i losopher, Heid egger, ha.s ·sa id, "One l ea rns to u s e the 

has:ne r be st \.Jhen on e u s e s it t o har:,ne r "; this i s also true for 

writ i ng , it is l earned be s t as a pur pose fu l act with a s en se of 

direction and a s ou rc e of powe r . If t he ph ilo sophy und e rl y ing 

i ns truction s t r es s e s t ha t e:, pe rienc e i n \,Titing mu s t connect t he 

purpo ses of ~xp r e s sion and coDmunication with under st anding of the 

rules that under l y l anguage, childre n will l earn to use t he tool 

na turally and well. It is valid, educ a t iona lly, to single out 

an , instructional purpose for writing if it is me taphorically "to 
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hit the nail on the head", a nd help chi ldren to conn ect t he ir source s 

of language to t he purpose for successful writt en ex pr ess ion, but 

perhaps the skills of wr i ting are also l ea rn ed be st when the y are 

r e lat ed to the r easons for w-riting. Th i s require s an und e r s t anding 

of th e purposes f or wnich children can u s e wr i t:i ng and an awa r en e ss 

of the source s of power which will help t hem direct their purpo s es 

in writing . 

A. Sources For Written Expression 

The inn e r r e s e rvo i r of experience and thought is the s ource of 

all writt en exp r e s sion - from it must b e dravrn all the elements 

for an i maginative s tory, all the ob servations and i mp re s sions f or 



descriptive writing, all the details and facts for expository 

writing, and all the forms of language available to convey ideas. 

The input to thi s reservoir is the experience in living the child 

has had, the stimuli from his environment, the stimulation of 

language and the stimulus of the imagination which makes ideas 

his own. Kubie analyzes how the source is fed: 

We now look on the brain not as a device to do 
work but a.s a communications machine to transmit 
information. At the core of this process is a 
continuous stream of "subl iminal, i.e. preconscious," 
activity .•.. This preconscious processing of 
data proce eds at an extraordinarily rapid rate and 
with great freedom, as it assembles and disas s embl es 
many divers e pat terns .l 
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Can children find this source in themselves? The source of thought 

is obscure to most people - it is especially difficult for anyone 

trying to write to consciously direct thought . The direction of 

thought cannot occur, according to Piaget, until the child has 

progressed intellectually out of an autistic stage, and has begun 

to socialize what had been an egocentric point of view. This 

development will be discussed at length in Section Three: 

Informing Proce ss - Giving Form To Thought. 

The way material is drawn from the source by "preconscious 

processing" of data from the internal reservoir of information 

is also analyzed by Kubie, 

••• symbolic processes sample the entire stream 
of preconscious activity, i.e. the input, the 
internal processing and the output .... This 
con scious s ampling of preconscious input, preconscious 
central processing and preconscious output is mis­
called "thinking" •.. - the process of conscious 



symbolic sampling has an important function in 
mentation but it is not thinking. 2 

Bruner describes the development of symbolic processes also 

and stresses t hat input fro~ other systems is inportant in the 

development of cognition; the sources from which concepts enter 

the cognitive structure of the child he sees as .action, image and 

language, which he terms the enactive, the iconic and the symbolic 

mod es of cognitive activity. 3 He believes that language use is 

the most abstract,or symbolic and conscious sampling of conceptual 

activity,and tha t written language is what he calls a "second 

l evel abstrac tion", the r efore, the sources are also important for 

written expression because they form images and reactions, based 

on interactions with the social and phys ical world , which give the 

child something to say . 

Children 's written language can only be an externalization 

of the ideas they can generate. Action, experience and language 

serve a s sources to develop or expand the generation of ideas and 

images which can order the system of thought n ecessary for 

communication. This is what Burrows discusses when she says that to 

write before taking part in varied and r ewarding experiences or 

to communicate about them before inges ting them into the "self" 

cannot nurture ind ependence and s e l f conf idence in the young 

writer. 4 If he has something to s ay , the child will project some 

aspect of his personality, experience, or intellect in communicable 

fonn. · He can only writ e from his v iew of the world. This is the 

11 



sphere of self that contains all the possibilities for thought 

and experience that are the sources of the child's expression . 

The source of any me ssage is within the child hims elf . 

5 The pionee r work on "self as a source" was done by Hughes Mearnes. 

Burrows in her report on research in the last decades, attributes 

interest in research on children's writing to his early concern 

for the importance of their expression for personal de.velopment. 
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This has b een re-emphasized recen tly in scientific research concerned 

with communica tion and production of messages. The child's 

source of messages includes both cognitive and affective elements 

because his message expresses both individual thoughts a nd reactions. 

6 7 
There is common agreement between Applegate , Bear and Meta , 

8 9 · 
Burrows, MacIntosh tha t comp osition is a thinking process which 

cannot exclude the personality and experience of the young writer. 

The role of the teacher in providing sources f or the child's 

writing, according to these authors, is to create an atmosphere 

in which expression is valued, writing is stimulated and children 

are encouraged to use their own experience and ideas as the 

source. 

B. Purpose s For Writing 

The purposes and uses of writt en language are not always 

clear enough to children to justify the expenditure of energy it 

takes to put th e ir ideas onto paper; they need to experience success 



in the social uses of script and write for purposes they can 

JO understand. Purpose does prompt effort . The child will put 

aside his efficient oral tradition for the demands of the print 

medium only if he want s to; written fonn will frustrate him unless 

it serves his own purposes and he gains personal satisfaction 

from it. 
11 Research by Howell shows that: "person:11 involvement" 
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produces longer units, more different words and longer compositions 

and the children's attempts to put their experiences in writing 

are effective if the experience is real and the writing purposeful. 

To be purposeful, writing should also be an experience in coherent 

thinking; because students write best when they have some thing 

they deem valuable to say and discover the best way to say it. 

If writing is a communication act which stems from the 

writer's need to say s omething, one of the best ways to nurture 

children's writing is to use the same purpose that motivates all 

writers - the opportunity or desire to say something they want to 

. l . 12 say in t1eir own way. This is supported by Smith, Goodman, 

d M d . h13 h ff . . 1 an ere it , w .o o : ·er numerous suggestions to give persona 

purposes to written l anguage. They say goals must be related to 

the integrated purposes of the writing programme - the best 

results are achieved when children realize the purposes for their 

writing and share in s e tting goals for expression , communication 

d 
. . 14 an 1.nstruct1.on. The purposes of language for the child as 

for any writer, a r e to order thought, t o express ideas, and to 

connnunicat e - there exists fo-:.· writing , as there does in speech, 



a dynamic interaction between these purposes and the sources of 

expression. 

The Alice Syndrome 

Nowhere has the writer 's problem been so wittily revealed 

as by words Lewis Carroll has Alice say, "How do I know what I 

think 'till I see what I say?" For a writer, the connection of 

thought and word is a literal truth and the process of composition 

must help him make conscious the source of his ideas so he can 

see what he really has to say . Lewis Caroll's own "wonderland" 

14 

is a sophisticated example of the process of making thought visible. 

The effect of s eeing what one thinks through writing is to make 

conscious, observable and functional the process of language, 

thus there is a dynamic interaction between thinking, seeing and 

saying in creating any expression in written form. There is 

often an element of surprise when children discover that the 

things they write are actually their own thoughts; in fact, one 

of the initial problems is getting them to real ize that they 

already have in themselves the thought, the source, the imagination, 

the information so that the t ask of writing is to put these on 

paper. The Alice Syndrome is common to all writers who gain access 

to thought by seeing what they say, that is, by finding the source 

of ideas in themselves through written language . 

The characteristics of the syndrome are that the writer 

must use l anguage forms for thought, fill the forms with his own 
' I 
I 

l 
! 
i' 

I 



information or content to perform the expressive act of writing. 

There is a synthetic process in language learning connec ting 

form and information in performance which not only crea t es, but 

transforms thought. These aspects are diagra:nmed in Figure I; 

they will be discussed under separate headings: 

I FORM 

II INFORMING 

I II PERFORMING 

IV TRANSFORMING 

learning and refining written form; 

giving form to thought; 

putting information in communicable form; 

developing performance skills 

15 
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FIGURE I 

FORM OF LANGUAGE 

- LEARNED CONVENTIONS 

I~lFORM 

- PERSONAL MEANING 

PERFORM 
- FUNCTIONAL ADAPTATION 

V 

TRANSFORM 
- SYMBO L SYSTEMS 
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I. FORM - Learning And Refining Written Form 

Learning form cannot be considered t he initial task of lear-aing 

to write but unless children have a visual r epresentation for 

thei r speech/thought , written expression is impossible . The child 

himself, sees the i nitial t ask a3 learning form s - he kn ows he 

cannot write until he has learned his l e t ters . But the l e tters, 

as they are l earned, are connected into word s which t ake on 

forms of meaning and a r e combined in the more abst r act forms of 

sentence structures r elated to the form of the t ot a l composi tion. 

Forms, the r efore , are cont inually being l earned and refined by 

us e, then altered with new ideas as the concept and awarenes s of 

language deve l ops . Thus, t he paradox of form and idea is as true 

for early writers as it was in Pla to's ph i losophy . Which is the 

true or basic reality? Cazden s tates, ''Writ ing, in other words, 

may thus contribute t o t he metalinguistic awareness of language 

and to the use s of language in interpersonal thought. 1115 Forms 

make ideas communicable ; ideas make fonns comprehensible; 

the acquisition of lite r acy depends on l earning form s th rough 

awareness and use . The development process divid es into three 

factors, the environment, the child' s i nvolvement, and hi s 

achi evement. Research is needed on how the environment can 

support and stimulate written performance, how th e chi ld's interest 

in and need of written l anguage gr ows out of involvement in 

communication , and how assistanc e and prac t ise of the skill can 

increase his a chievement of perfonnance skills . 
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Children's performance in writing has to be based, as does 

speech, on some initial competence which exceeds their efforts 

to communicat e on paper. Figure 2 diagrams the parallel na ture 

of language and the natur e of literacy, as in t,w phases; 

acquisition and development. The acquisition branches will. be 

discussed in this section. 

A. Awareness Of Written Form 

(i) Montessori ' s Mirac l e . Most children come to school 

with some idea of how symbols or forms of letters have language 

meaning because they have been expos ed to packages , commercials, 

signs and print media . Therefore, as Cazden says, "a detailed 

contextual form of written speech must build on his preliminary 

exposure. 1116 The symbols will be identified with meaning as the 

child systematizes information he has ga ined from the environment. 

Montessori, wo rk ing with Italian children who need not puzzle over 

the correspondence of symbol and sound, is the mos t sentimental 

advocate of the natural process of acquiring lit eracy. In 

Discovery of t he Ch i ld, she illustrates her belie f of the explosion 

into writing, by the example of the child who took the chalk, 

bent down and wrote 11mano " on the t e rrace and thus understood 

the mechanics of writing . She says: therefore, written 

language is not dev eloped gradually but in a sudd en outburst, 

the child is able to write every word. 1117 Howeve r, literacy , 

English a t l east , is somewha t more complex, but awareness is 

19 



gained by the principles Montessori used - exposure, curiosity 

and readiness. 

(ii) Exposure. To suggest that exposure to symbols is the 

first step in developing awareness for literacy is not to dismiss 

the necessity of helpful instruction to focus the attention of 

the child, but to emphasize that the child must process his ovm 

learning of symbols and has the requisite abi lity to do so. 

A variety of forms must be learned before he can become a 

proficient writer and the l earning principles involved in mastery 

of the forms are similar to those for speech. 

(a) Letter and Word Forms 

Several research studies have been concerned with how 

children learn written words . Rozin, Bresman and Taft
18 

t es t ed children in kindergarten for their understanding of 

the fundamental relationship between writing and speech 

and found that there was some correlation between social 

economic status (S.E.S.) and percep tion of written forms. 

McNinch
19 

tested kindergartener 's ability to discriminate 

word boundaries as readiness factor for writing tasks and 

found it to have no lasting effect on success in perceiving 

and using written form. Downing's study pointed out that 

children do not understand the concept of a word as a form 

in oral speech and must learn th e distinction before they 

d 
. 20 

can rea or write . 
21 

Rystrom was concerned with 

20 



children's retention of individual forms of letters, af ter 

they were taught to write the symb9ls. It can be concluded 

that in first gra de children, there is not yet a strong 

conception of how sounds are tracked by l et ters. Smith 

theorized that children learn both l e tters and words by a 

proc es s of discrimination of f ea tures; which is accomplished 

by neurologically coding, rather than conscious analysis.
22 

(b) Composite Forms 

The word composition is very apt for the proc es s of 

putting forms t ogether in a relationship that has significance 

for the composer . The compos er chooses his forms on the 

basis of knowledge and purpose to produce a message that can 

exist separate l y fr om himself and have meaning for others. 

It requires a deliberate use of symbols and an understand:ng 

that the whole has more signif icance than any sum of the 

parts. Miller and Ney
23 

designed systema tic oral language 

exercises calculat ed to transfer facility in using complex 

forms to the writing of fourth graders, and reported that 

the subj ec ts were freer, used more of the forms and more 

complex forms than did subjects in the control group . 

As children are instructed in combining forms, either 

directly or indir ectly, (as by dictation techniques which 

will be discus s ed in Section IV: Performanc e ), they are 

stimulated to make their messages more complex . 

21 



An i nteresting experiment which prefigures the "Break-

24 
through to Lite racy" programme, was done by Barnes , who 

prepared small word cards for the children to use to fit onto 

boards to compose stories . The subjects, who did not have 

to produce the separate forms, attended to the "composition" 

and wrote longer stories, used a greater variety of words 

and showed more imaginative plots and story details. Another 

25 
study, by Karnes on the use of the typewriter with its 

standard letter forms in composition, demonstrated that the 

t est group showed significant gains in complex sentence 

structure as well as in spelling proficiency. Because the 

child wrote more, and wrote more easily, he was able to 

formulate the generalizations about language that made him 

able to manipulate the content of the message. Kellog -Hui1t 

found in his study of wri ting a t three grade levels that 

children produced longer thought units and more complex 

sentences as they progressed in age and concluded that the 

psychological ma t uration played an important part in the 

26 
ability to handle complex forms. 

(c) Standard Form 

The l earning of the forms of the languag e called 

"Standard English" is considered by many res earchers to r elate 

more directly to writt en language than to speech . Children's 

writing is exposed to more cri ticism for irregular forms 

than their speech. So, as Cazden r eports : "It is intended 

22 



that these standard forms will be primarily associated 

in the child's mind with writt en English1127 and that if this 

is true t he forms and style of written l anguage can be bes t 

l earned by much exposure to it, oft en in the early grades by 

use of literature as a model. She cites Bernstein, who has 

done work with an ' elaborated code ' and a ' restricted code ', 

as stating that practise in written composi tion may be the 

best way to l earn the ' elaborated c ode ' , even if children 

don 't use it in speech, because they need not process forms 

as rapidly as in the face-to-face requirements of speech. 

Destefano studied this and found there were significant 

differ ences between the two media pa r tly because of the more 

delibera t e nature of writing which decreases th e numb er of 

d . f 28 non-stan aro arms . If exposure is one efficient method 

of learning forms, in the early grades the extensive use of 

literature helps the child discover the forms and style of 

written l anguage . 

(iii) Cudosity About Written Form . Huch of the "soft 

r esearch " i n l anguage experience approach to early r eading is 

based on the assumption tha t children, like Alice, ge t ' curioser 

and cur ioser' whe n exposed to print writing . A curriculum for 

t eaching composition, of course, builds on the child's curiosity 

but it must help him understand and interpret the written symbols . 

29 
Nora Goddard ' s book, Literacy- Language Experience Approaches 

23 



discusses the basic motivation of the child to understand and 

the necessity of using this motivation to help him relate writing 

and speech at an ear ly stage of instruction. 

B. Us e Of Written Form 

(i) E0,Perimenta tion Or Generalizat i on. One of the 

theoretically important works in this decade has been Teaching The 

Univers e Of Discourse by James Moffatt, who states that the only 

subject in the school is l anguage , "As content ( subjects) are 

24 

what one discourses about, as process they are acts of discourse. 1130 

Other recent studies have b een influenced by his integrative 

view of language . Moffatt generalizes that language should be 

taught as conten t, that is, in context of meaning . Language 

learning, as it is first acquired, is central to his curriculum 

because he believ es that meaning and form are acquired simultaneously 

and by individual effort. They may be taught systematically but 

they can only be systematized by the learner. This, and much 

pro ductive research is due, in turn, to Chomsky's analysis of 

language in the terms of transformational grammar and the 

development of a psycholinguistic acquisition theory tha t is 

b d h 1 . f d . 31 ase on t e na tura connection o syntax an semantics. 

As research collects, ma inly in the last five years, more of it 

has to do with how children progress to t he nsecond leve l 

abstraction" as Bruner called the writing sys tem. The 

conclusions drawn from this research w:ill help clarify how 

childr en learn to use writ t en language and provide an answer to the 



questions about the use of written language. Do children change 

their language with their purposes for using language? If this 

is so, as it is in speech, as Moffatt suggests, use of written 

language has an evolutionary quality - that is, forms change to 

suit the context, the environment and the child's meaning. 

He also suggests that it alters in two dimensions - the 

conceptual and the cormnunicative. The child moves from 

participating in language as an act, to experiencing it as a 

spectator, to generalizing about it as a user, and finally to 

32 
using language to talk about language as a student of language. 

The fact that every child in every S.E.S., and every 

intellectual range and every personality type, is a student of 

his language who makes the linguistic rules that govern his 

expression through use of the language, appears now as a 

revolutionary concept ,it requires innovations in the method and 

concept of teaching literacy. Goodman's appropriate definition, 

33 "Reading is a psycholinguistic guessing game", has been accepted 

as an axiom by many reading instructors in developing their 

prograrmnes as a holistic approach to print/reading. It has been 

postulated by Frank Smith that by not integrating content and 

context we have seriously handicapped the natural language 

learning children should be able to do. They should be allowed to 

use the same strategies they have developed for generalizing about 

speech to learn to read and write since the production and 

comprehension of the written words must be related in some way, 

25 



at the level of cognition, to speech. 34 Smith has been a pioneer 

in explaining the literacy phenomenon from a theoretical stance 

and much of what he says about literacy will eventually find 

support in studies about written language; he has said "there is 

much waiting to be understood." 

Understanding literacy does demand a holistic approach to 

writing/reading processes. Forrester has recently conducted 

a study using psycholinguistic principles which integrated all 

the language arts including writing skills. It was concluded 

in their study that children were responding to, interpreting, 

using and creating print language when form and process were 

35 connected naturally . 

(ii) Purposes For Use Of Written Form. I n Moffatt's 

phrase, "teaching the universe of discourse", writing purposes 

should be connected to experience in thinking about something 

that matters, interests or stimulates the child, because students 

write best when they have something they deem valuable to say, 

writing programmes which provide the purposes and sources of ideas 

will be "teaching the universe of discourse" and literacy1 which is 

control of the forms, will be both the objective and the result. 

Studies on how written form serves the child's purposes 

are needed to show the best developmental directions of a 

writing programme. 
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Language : B. C. ha s b egun t he kind o f stu dy tha t wi l l provide 

th e impet u s to r es ea rc11 i n t he whol e a r ea of pur poses o f 

instruc tion in the l a nguag e art s . Th e fi rs t s t ep h as been t o ma ke 

an a ccu rate nssess~en t of t he purposes and p r a cti ses used by 

c l ass ro om ·t each e r s , 2nd on t his b ase may come o t he r r esearch 

conne c t ing pur poses, pra c tis e s and pe r forma nc e . At pr e s ent the 

data includes a survey o f : 

1) The k ind a nd ex t ent of l earning experie nces in 
wr itten l angua ge , s pe lling , and ha ndw r i ting . 

2 ) Th e nature and orga niza t ion of teaching procedu r e s 
f ot t he deve l o?men t of att itude s a nd s ki l l s. 

3) Th e f r equency a nd dura tion of l ea r ning ac tiv i tie s 
in wr i t ten l angua ge , handwr i t i ng a nd s pelling . 

4) The observed l ear ning outcome s of t he programme 
a dop t ed . 

5 ) Th e pr oced ures a nd ac tivitie s i n t he ma s t e r y and 
appl i cation of knowl edge of skills in wr itten 
l a nguage . 

6) Th e ffi anne r of evalua t ion of attitude s, 
kn owl edge , and sk ill s . 

7) Th e ~ays success could be i mp roved . 

8) T~ e er:Jphasis on goals and c on t e nt for future 
prog rar:unes . 

Thi s s urvey may r ev e a l how writing is now t a ught and will 

i ndicat e need fo r di r ec t i n g the purposes f or wr iting . At present 

t ea che rs do provide purpo s e s for composition but t hey ar e no t 

a lways i n keep i ng with wha t ch ild r e n per ce ive as v a lu able or va lid 

purpos es for us ing ,,:r iting· Jorrn and th e r efore t he y are not 

suc cess f ul as me t hods to nurture t he ir ab i l ity t o wr ite . 
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One r eason that th e written form of language has not been 

sufficiently adapted to ch i ld ren ' s purposes has been that 

t eachers have needed an understanding of the child's though t and 

language processes. How children acquire and use language is 

relat ed to how they learn to think . This has been defined as 

psycholinguis t ic process of language acquisit i on. But how do 

children think? Piaget's theory of i n t ellectua l developmen t 

of direc ted t hought for oral expression will b e explored wi th the 

view to coordina t ing the child's purposes and typ e of l anguage 

with the expectations on him in a literacy pro gr amme . 

28 



II. THE INFORMING PROCESS - Giving Fann To Thought 

A. Piagetian Concepts 

Language interprets experience, generates ideas and is 

used to organize concepts verbally; it also serves to connect the 

individual to his physical and social environment by accompanying 

action and extending the possibilities for interaction with the 

world. A conceptual model for language process representing 

these connections is shown in Figure 2 which is based on Piaget's 

theories expressed in Language and Thought of the Child
36

; it 

illustrates how language functions in the subjective sphere for 

egocentric purpose and in the objective sphere to fill a social 

need. 

29 

The egocentric and social forms of language are both important 

throughout life, but Piaget premises that the child is egocentric 

in thought because he does not differentiate between self and 

world and therefore is conceptually bound by his own point of view 

which is reflected in his language. Language becomes increasingly 

important in Piaget's theory of the stages of intellectual development 

as an abstract symbol system for orderi ng experience. As the child 

develops abstract thought processes or formal operations he 

increases the range of purposes; social or egocentric, to which 

he puts language. Language as projection from the E.G .O. sphere 

demonstrates that the child learns to express a particular 

set of experiences by generating a particular set of ideas to 



symbolize the world and organize an individual conceptual frame­

work which can be communicated to others. Thus, his problem 

is to learn to us e socialized language which gives form to thought. 

The problem of the child who is learning to write what he 

thinks is also one of socializing or adapting his l ang11age. 

He is just beginning to use a higher proportion of socialized 

language orally at the very time when he is expected to learn to 

write and Piaget states that regr ession to egocentric language 

is common whenever there is confusion of thought or when the 

37 
purpose of con;munication is not paramount. Communicating depends 

on the child's ability to make coherent statements; this 

presupposes that a child can direct his thought . The ability to 

analyze thought for ord er and objectification with the purpose 

of conceptualization and communication is an important 

development in the socialization of language use. If there is no 

perceived need to communicate, there is no concern with adjusting 

the point of view or s ocializing language. 

Certainly in written language, the child is trying to 

socialize his thought by communicating it but may use egocentric 

thought and egocentric language because he cannot organize his 

concepts and generate ideas and express them coherently. Piaget 

says that interaction with an adult reduc es egocentric 

utterances because the adult can question and direct the 

. f h 38 conversation or co, erence ; that is, he helps connect the two 

sph eres through l anguage . In writing, the child ha s little 

30 
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recourse to interaction and he may regress to a high incidenc e 

of egocentric language and use ambiguous structures . 

B. Conc epts And Forms 

All language i s pot en tia lly ambiguous. Thi s , however, 

is a virtue and not a l iab ility becaus e the unit s are op en to 

combina tions tha t depend on the purpos es of the l anguage user ; 

th e child draws from the sources of language what is app r opriate 

for his thought . Piaget also stresses this process: 

. - .. the child begins by borrowing from thi s 
collection (language) only as much as suit s him, 
by remaining disdainfully i gnorant of eve r y thing 
which exceeds hi s mental l evel. And again, 
that which is borrowed i s assimi l ated in 
accordance with his intel l ectual structure; a 
word intended to car r y a general concep t at 
first engenders only a ha lf-jndividual, half­
socializ ed pr ec oncep t (the word "bird" thus 
evokes the familiar cana ry). 39 

Learning concepts is an 'informing ' proces s whe reby the 

language structures r eceive the content of the child's cognitive 

structure and become increasingly complex with experience. Through 

using language he becomes aware of, able to express , and 

eventually to direct, his own thought. 

Awareness and use , the two asp ects of language acquisition , 

develop the child's tendency to pattern a nd order his thought 

to fit the forms that grammar dict a t es . Learning to think with 

32 

language is, to a la r ge ex t ent, what must be nurtured in a programme 

of instruction, because it is only as the child can combine 



language forms with personal m~aning that he gains intellectua l 

independence and a ~haracteristic mental set. 

33 

Roger Brown and Jean Berke's classic study on word asso ciations 

suggest that the child learns to assign concepts to word classes 

and that the increas ing ability to associate words by part of 

speech is a consequence of the child's gradual organization of 

his vocabulary and , at the same time, his concepts, into the 

40 
syntactic classes called parts of spe~ch or his own grammar. 

This is support ed by the study of Susan Ervin-Tripp on "Changes 

in the Verbal De terminants of Word-Association", in which she 

used stimulus words with 184 subjects in kindergarten and first, 

third and sixth grades and tabulated their response words by 

form-classes. The results showed that there was an increase, 

with age, of words taken from thl same grammatical class and that 

the association showed how the concepts of the child were 

' d d d d · 41 
organize aroun wor eterminants. This informs thought. 

Carroll says, "Concepts are essentially linguistic, but 

genera.lizations , both semantic and syntactic, are essential to 

the development of a coherent system of thought. 1142 

The mental activity which we call thought cannot be 

entirely abstract in the young child, therefore, language use is 

not a subsidiary of peripheral phenomenon, but is the concr e t e , 

or at l eas t, active manifestation of developing thought 

processes . Although language can be, and is, converted into 

'speech thought 143 , so that internal operations can be made with 



l anguage, the thought of the young child becomes operationa l 

only gradually, as Piage t has shown, and 'thinking aloud' is a 

childish strategy to track menta l activity. The Piagetian 

technique of observing what and how children think by s ee ing 

what they say i s possible because their thought processes are 

oft en 'inside cut', that is, their though ts are r eveal ed in the 

spoken word becau se it not only expresses but crea tes their 

thought; they become conscious of the meaning by giving it ora l 

l anguage form. The Alice Syndrome can be s een as the result of 

the child's att emp t to make the inner validity and ex ternal 

aspect of written l anguag e coincide. These terms are used to 

indicate the deep and surface structures of a psycholinguis tic 

model of language, but they a lso carry a purely psychological 

import in that the conceptual purpose of language is t o provide 

the child with an abstract way to r epresent rea lity and organ ize 

informa tion about the world. This is why he has to s e e what 

he says, to know wha t he thinks - it makes the internal order 

of his language and thought obs ervab le by communica tion with 

another. 

Piaget's experiments were to show tha t the menta l 

organization of the child become s logica l, and r eversible, tha t 

is to say direct ed, as a function of ac tion and language. 44 

He considered that a ll mental functioning occurs within a 

biologica l and active frame and that symbolic activity is preceded 

by phys ica l schema ; i n s impler words, the child can substi tu te , 

34 



by degrees, l anguage for action. Language and thought go thro~ gh 

related stages in the child's development. In learning to think 

he is aided by having s omeone who can he lp him direc t his thought 

by 'talking it out ' if the concepts under discussion are 

appropriat e to his inte llectu&l developmen t, otherwise the child's 

verbal behaviour wi ll not correspond with his understanding. 

This simple fact must be given sufficient cr edence to develop a 

supportive learning environment; even aft er the child learns to 

write and has a command of language forms, he still needs much 

practise in pouring into the forms the rich and varied conglomerate 

of individual experience. 

C. Language And Hental Organiza tion 

Piaget's explanations about children's language and conce~t 

forma tion have implications for this study. This section sets 

out in some deta il the propositions which require exemrilification 

and definition before they can be used to di scuss the writing 

the subjects did. These are: 

1) The ch ild's way of thinking differs from 
adult thought; 

2) The child's thought is egocentric; 

3) The child' s thought becomes sociali zed by a 
process of decentralization; 

4) The child's language becomes socialized by 
adapting t o the receive r; 

5) The child's think i ng can be autistic or 
direct ed ; 
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6) The chjld l earns to direct ·thought by r e flecti on 
and l ogi c ; and , 

7) The chi ld ad apts egoc entric lan guage . 

1) The child ' s ~ay of t h ink ing differs fr om adult 
though t : 

Piaget 1 s develo pm enta l theory of inte lli gence includ e s the 

a ssimi lation and adapta tion of information i n to a co3njtive 

structure which acco:1rnodates to it by change . The cognit ive 

struc t ur e is forme d, dismantled and r e- e r ected with every bi t of 

new infonr,aticn . Th.;s , ccnc e!) tual sd12r.ia , as Piage t call s the 

early fo rms of thought , a re submitte d to r ed e finition as logical 

structure s t ake precedence over subj ective syncre tistic order .
45 

Pi age t views the chi ld's cogni tive system to be the r esult of 

ac ti on an d language . If l anguage i nterprets expe rience , 

symbolizes thou gh t and oq;anizes information,. i t ;il so se,.ve s, 

with action, t o connect the individual to th e social and phys ical 

environment . But, whi l e language i~ the medium that translate s 

actjon into thought, the young child is not able to r eplace act ion 

with abstraction be fore hi s co gnitive structures are dev e loped 

enough to enable h i m to at tac.h meanings to words and organi ze 

concepts l inguistically and lo~ically .
46 

2) The child ' s thought is ego centric : 

Subj ective dislorti on or cgocentri 3m characteriz e s ea r ly 

thou ght . Piage t says the intelligence und ergo es a gradua l proce s s 

of socialization a nd i s enabled by the bond estab l is1cd be tween 

36 



thought a nd l anguage to become obj ec tive . La nguag2 provide s the 

organization of symbolic r e lationships , but a t firs t th e child ' s 

symbols and r ela t ionships are ex ceedingly egocentric, t ha t is , 

they mean what he thinks they mean or they have no si gn ificance 

a t all . His point of view is the only conceivable one an d it is 

47 
fund amenta l to both hi s t hough t and l a ngu2ge . 

3 ) The chi ld ' s thought becomes socialized by a 
proces s of decentralization : 

The process of dec entraliza t ion makes it possible fo r the 

child to acquire 2n objectified view of himse l f and the world 

around hi m, thus he begins t o use h i s language to pro j ec t hi s 

id eas and communicate with others in a reciprocal way . The 

conceptual model of la;i guage as an ego proj ec tiun iit Figure II:;: 

is based on Piaget 's theory of intelligence exp r essed in _Tho_~gh t 

and La.nguage of the Child , and illus trates how l anguage is used 

for egocentri c a nd socialized purposes . 

4 ) The child's language becomes socinlized by 
adapt ing to th e receiver : 

Piage t ' s ex pe rimen ts with language were specifically to 

discover mor e about child t ho ught and he has extrapolale~ from 

his obser va tions with children , types of language anr:l stages of 

language d eve l opment whi ch dre indi ca tive of th e mental activity 

of the ch i ld . He presupposes that , "The :::hil d has more :in mi nd 

than h P eve r says ' ' , but th&t i n early stages, because he is not 

cons c i ous of chought , h e is unab l e to dir ect it or benef~t from it . 
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The growth of lo gic is the result of "reflexion" (Sic) which is 

II the outcome of internal debate in which a conclusion is 

r ea ched just as though the individual r eproduced towa r d hims e lf an 

attitude which previously he had adapted toward others. ,,4S The 

ability to analyze thought for order and objectivity with the purpose 

of adapting it to real ity in a communicable form i s the important 

result of sociali z& tion. Communicability of thought depends on 

the organiza tion of the cognitive structure and the child's ability 

to make coherent verbal statements that me e t the needs of the 

listener . It also pre-supposes tha t the child can direct his own 

thought. 

5) The child's thinking can be autistic or directed: 

Piaget premis ed that the child moves from autistic thought 

to directed thought and that the function of language changes at 

either end of t he continuum. 49 Autistic thought is associationa l, 

vague, fragmentary a nd telescopic. Using "I" statements , not to 

communica te but to assimilate subjective symbolic material , the 

child develops his subconscious mental organization. Directed 

thought is adaptive and logical. It results in communicable 

ideas formulated according to the rules of grammar and the 

precepts of logic. It is reversible and operational, that is, 

it is abstract, dealing with concepts not objects. As directed 

thought develops from autistic though t, elliptical expression and 

syncr2tistic style is replaced by mediated conclusions arrived at 



by a process of r eflec tion and an objective point of view . Thus, 

thought can beco~ e conscious , not r andom . 

6) The child l £2 rns to direct thought by reflect ion 
and logic: 

.Dec en tra t ion is dependen t on language and social interaction . 
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Piaget s ays these are the two factors which influence the evolution 

of thought fr o~ intui~ive , or auti stic stage to dir ec ted, or 

mediated , foros . As this occurs , the high-ratio of egocentri c t o 

socializ ed langu2 ge is reduced h eca use the thought of the child 

ceases to be entirely e gocentric . Egocentricity is explained 

as : 

. .. a lac k of co-ordination, a failure to group 
.,,.o, ,-,t-;,., . ..,"' ,.-;rh n ,_ ,-,;,,r i rirHv i rl11;i ls ;is ,,-Pll. ;:is other 
obj ects ... th e µrirr,acy of o ,1e' s vw11 ,:,c,j_,1t o~ 
v i ew . 

. . . the expression of an original failure to 
dif fere~tiate , of an assimi lation that 2istorts 
becaus e it is dete rmined by the only point of 
view ~hich is possible a t first . SO 

It is the confrontation with social agen t s and the environmen t 

which forc es the child to learn how to co-ordinate his perceptions 

and concepts with a socially acceptable view . In Piaget ' s view 

decentration pres upposes social life . He premised that decentration 

was a d evelopmenta l stage in the child ' s though t aa d was observable 

as a linguisti c ~heno~:ena in the different type of language used 

which he call ed egoc entri~ and s ocialized. Socialized language 

increased after 



••• the appearance of a logical stage in which the 
phenomenon of reflexion become s gener al ; if we agree 
with Janet in calling reflexion the tendency t o unify 
one's beliefs and systema tize them with the object 
of avoiding contradiction. 51 
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His division of language into categories relative to the process of 

decentration emphasizes the fact that children must be able to use 

social exchange to understand and be understood, 

7) The child adapts e~ocentric language: 

The two types of language, egocentric and socialized, serve 

different purposes and result from dif ferent mental 9ets. Piaget 

categorizes language according to function in Figurer V-egocentric 

purpose differs from social purposes. 

aloud or cormnunicating with hims e lf while when he uses socialized 

language, he is primarily interested in communicating ideas and 

attempting to adapt his language to a receiver. 52 He may also 

use eg0centric language because he does not understand how ideas 

are connected and must resort to a syncretistic discourse. 

Piaget, in studyi ng the two types of language in clini ca l 

experiments, was giving scientific s upport to Alir.e 's intuitive 

statement about the purpose of egocentric language , that is, one 

knows what one thinks by seeing wha t one says. 

Piaget's experiments to analyze the child's epistemology 

through language conta ins.many variab les . However , the conclusions 

that he r eached do have importance in dev elop ing an und erstandiug 

., .......... :,, 



of the language development that prefigure lit~racy. Figure Iy 

synthesizes some of the propositions which have been discussed 

based on his experimental observations. In the next section a 

description of the charac teristics of the two types of language 

will clarify the terms, and present research based on Piagetian 

principles that provide a basis for a study of literacy as the 

socialization and direction of thought in written language. 

III. Egocentric Speech Forms 

Piaget us es the term 'egocentric' to describe the tendency 

of the young child to give the impression of t a lking as if he were 

also his own listener. The child believes that any other listener 

knows what he himself knows. Research by Rardin and Moan53 
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r eported in an article "Peer Interaction and Cognitive Development", 

stresses the rnportance of stimulating language i n the classroom 

because children think when they ate encouraged to talk about what 

they are doing and seeing. Since the child is encouraged to 

continue using egocentric language when no one lis tens, or 

acc ep ts or rej ec t s his exp l anations prematurely, the need for 

conversa tion is intellectual as well a s social. Piaget's connnent 

on the nec e s si t y of social intercourse is: 

It is there for e quite evident that socia l l i fe 
affects t he intelligence through the thr ee media 
of langua~e ( s i gns), the c ont ent of i nteraction 
(intellectual values), and rules imposed ou 

54 thought (co llective l ogical 0r prelogical norms). 



FIGURE 'If · 

PIAGETIAN CONCEPT OF THOUGHT 

Autistic Though t 

Assimilated Language 

Unreflective Logic 
i 

'-!I 
Egocentric Language 

1. Syncretistic 

2. Non-propositional 

3. Personal schemata 

4. Visual schema -
uncommunicable 

5. Involved point of 
vi ew 

Sociali::;:J 
Thought '-..._ 

~ Dir ected Though t 

Egocentric 
Thought 

----------
Adapted LanguaE.e 

Reflection 

v 
Socialized Language 

1. De<luctive 

2. Relational 

3. Justifiable schema 

4. Verbal schema -
communicable 

5. Clarified point of 
view 
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Socialization of language occurs only when the need for it 

and the conceptual support for it exists . Piaget says that the 

proportion of socialized lan guage to the total numb er of 

communication units increases whe:r,1 there is the right kind of 
I 
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adult interaction to direct the child ' s thought and provide suitable 

h . . d ·~- · 55 respons e to is questions an propos1c1ons. Of course, egocentric 

language is spontaneously emitted by the child in accordance with 

subjective needs. Even when there is a high incidence of 

socialized speech, Piaget premises it is the thought to the child 

that is egocentric be cause he is bound by his own point of view 

which is reflected in his language - if there is no perceived 

need to communicate , there is no concern for the adjustment or 

point of view to socialize his thoughts. 

A. Socialized Form, Language And Wr i ting 

(i) Causes of Socialization. Since intellectual development 

depends on the assimilation of information from the socia l and 

physical environment and proceeds by stages from intuitive thought 

to logical, rever s ible thought process; language adaptation takes 

place at the same time. The social factor changes the quality of 

the child ' s intelligence because it nttonly compels him to recognize 

new facts but p~ovides the symbols to modify thought. The social 

context also contributes to the development of obj ec tivity 

necessary for interac tion; without the interchange of thought 

with others in the environment, the child could not develop obj ec tive 



thought . Susan Isaacs pointed out in her study that children do 

show signs of logical reasoning very early, but tha t often they 

56 
fail to apply the knowledge they have about the world ; thus 

performance do es not ref l ect their actual logical compe tence. 
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Piaget ' s res earch on language us e shows that children are able 

to socialize thought quite early but they have to perceive the 

purpose . The shift from egocentric to socialized language does 

at first require extrinsic direction before i t becomes intrinsic . 

The child receives from those who share his environment the impetus 

for socializa tion, although often he uses them only as stimulants 

to language and does no t consider them recipients. Piaget's 

observation was that the adult can serve to help the child direct 

his thought but that this must be done with full understanding 

of the dynamics of the question/answer, stimulus / response format of 

interact ion so that he provokes , elicits , confirms the a c tual 

respons e of the child and does no t seek to impose verbal behaviour 

on the child who is not ready . He premises that egoc entric 

language will predominate in speech and serve most of the child's 

intellectual need up to the time decentration takes place , 

unless an adult intervenes to help him socialize his communica tion . 

(i i ) Effect of Socializa tion . What happens to the child 

when decentration takes place? It is no t a dramatic observab l e 

process; eventually, it will al low the child, however, to 

observe his own thought or know what he thinks be fore he sees 
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what he says . Intellectual egocentri sm in Piaget ' s work is 

equated with t he irreversibility of thought - that is , the origins, 

development and effects of the conceptua l activity a re unobserved 

by the child, and not coordinated with any other poin t of view . 

When he 'decenters' his point of view, he is able t o focus on 

intellectual operations and recognize any disequilibr ium between 

his logic and the logic of others; thus, it affects his 

communication with them. Britten states that, in writing, the 

child is able, as decentration occurs, to become a ' spectator' to 

57 
his own thought. Vygotsky ' s concept was that though t was born 
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through words as it was interiorized as inner speech ; in internal 

dialogue with himself the child is able to clarify his point of 

view and therefore the effect on his thought process is great . 

ThiJ too, can have the effec t of socializing the child's language 

as he is better able to communicate with others after he can 

enter into dialogue wi th himself . 

59 Chase's evolutionary theory states that language aids 

socialization because it f orms part of the broad continuum of 

information exchange : 

1) t o regula te and inteerate experience; 

2) to satisfy the individual's sensory and 
social needs; 

3) to improve the specificity and ef ficiency 
of t hough t; 

4) to facilitate and develop a capacity to 
process and transmit information ; and , 



5) to systematize group communication by the evolution 
of appropriate mediated structure. 

It i s applicable also he re as an appropriate representat ion of the 

effect of socialization of written language. 

Decentration, as one other developmenta l stage in Piage t's 

theory of intell igence, is part of this broa d continuum, an<l 
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its effects are diffused rather than definite . Piaget ' s 

experiments with the conc ept s of egocentric language and s oc ialized 

language was one way of quantifying the results of decentra tion. 

He established a coefficient for the ages a t which the child is 

most likely to go through this stage of developmen t by 

establishing a measure of egocentrism in the categories of 

langua ge that the child us ed. Table II presents the Piagct ian 

categories of speech by which he tabulated the communication 

units in the child's speech and converted the number of average 

respons es that fitted the egocentric category to a coefficient. 

The formula for the coefficient was : 

Units of Egocentric Language 
X 100 

Units of Total Spontaneous Language 

Table I demonstrates his r esults. This, he hypothes ized, indicated 

that by age eight intellectual egocentrism had dininishe d a nd the 

normal child was able to take a decentered point of view. 



47 

TABLE I 

PERCENTAGES OF EGOCENTRIC LANGUAGE IN SPEECH 

Piaget's Results 

Age 6 - 7 44 - 47 % 

Age 7 - 8 



TABLE II 

PIAGETIAN CATEGORIES OF SPEECH 

Tota l Communication Units 

A. Egocentric Language 

I. Echolalia - Word repetition 
Phrase repetition 
Incoherent sounds - language play 

II. Monologue - 1. 
2. 
3. 
4. 

Accompanying action 
Commanding self 
Inventing 
Language play 

III. Collective Monologue - 1. 
2 . 
3. 
4. 
5. 

Intent 
Feeling 
Fact 
Self-referenc e 
Op inion 

B. Socialized (Adapted ) Language 

I. Dialogue - 1. 
2 . 
3. 

II. Criticism - 1. 
affective 2 . 
statement 3 . 

4. 

III. Question - 1. 
2. 
3. 
4. 

IV. Answers 1. 
2. 
3. 

Information 
Self-reference 
Propositional response 

Personal deprecia tion 
Personal aggrandizement 
Deprecia tion of people 
Aggrandizement of others 

Pseudo-question 
Request for informa tion 
Reques t for explanation 
Inquiry about others 

Informa tion 
Explana tion 
Response to inquiry 

V. Unclassifi ed - e . g . mazes 
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( iii ) Regression . The older child is capable of 

objective, decentered thought , in fact, however, there are 

frequent regressions to use of egocentric thought and language 

through life because they serve a very important function. 

Whenever the purpose of communication is not clear or the 
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conceptual order is not clear, a high incidence of egocentric 

l anguage reappears, resulting in ambiguous, amorphous or even 

anomalous statements . In the early stages of written communication, 

concepts are difficult to express in the new form and a regression 

along Chase ' s continuum occurs . A pilot study was done to 

discover if there was a higher incidence of egocentric language 

in early writing than in children's speech after it had been 

compared with Piaget ' s study. Piaget's categories of spoken 

language were then adapted to written expression and called 

counter-parts of Piagetian Categories of Speech . Results of the 

study are indicated in Table lII and reported further in Appendix III . 

TABLE III 

PERCENTAGES OF EGOCENTRIC LANGUAGE IN SPEECH AND WRITING 

Age 6 - 7 

Age 7 -- 8 

Piaget's Study 

44 - 47 % 

27 % 

Pilot Study 

45 % 

27.9 % 

1~riting 

83 % 

68 . 5 % 



Indications of the pilot study are that there is a regression to 

less fluent or coherent forms of expression because egocentric 

language approximately doubled that recorded in the oral speech 

of the subjects. This r equired explanation and was taken as the 

problem which could be explored in case studies for this thesis. 

( iv) Direction Of Thought For Written Expression. Ego­

centric thought differs from directed thought in communicabili t y , 

logic and coherence. Direc ted thinking is an important 

development for the acquisition of literacy since all the sub­

systems of thought when writing is learned must be coordinated , 

that is, to write, the child has to integrate form and 

information in a coherent statement. This has some relevance to 

written language . It is seen as the direction of thought for 

communication. 

The theories of menta l organization and the emergence of 

directed language as an indication of the development of the 

syniliolic process seen as the foundition for the writing/reading 

process is discuss ed in a dissertation by Cannon on The Reading 

Process In The Perspective Of Piagetian Theory . 6° Cannon 

concludes that print/reading will deve lop naturally in much 

the same way as spoken l anguage does if we allow it to. The 

best educational env i .conment for reading and writing encourages 

language use in peer social interaction and physical manipulation 
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of concrete objects which tends to promote both l anguage deve lopment 
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and logical mental development. Forma l reading or writing 

programmes that do not take into account the child's 

experiential background, social sophistication and internal 

mental structures will not serve language development or mental 

development , which Cannon sees as interrelated. The case could 

as well be made for the production as for the interpretation of 

written language. 

IV, Performance - Information In Communicable Form 

A psycholinguistic approach to the writing/reading process 

is relative ly new and research is needed to understand its 

implications for improving performance. It is based on a 

conceptualiza tion of writing - both act and process.~s a 

performance skill the child can l earn as naturally as he does 

speech, if allowed to. 

Alvina Burrows, in her review of the research done in the 

1960's, indicated the major areas which were in need of study. 

In the l as t decade, many of them have been explored, but the 

psycholinguistic approach will emphasize research to: 

1) discover the thought process necessary to 
acquire literacy; 

2) determine the connection in the child's mind 
between speech and script; and, 

3) deve lop an efficient method for the child to 
make the transition from speech to script. 
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A. Methods For Motivating Written Language 

(i) Developing Associations . The child needs to write about 

some thing - if he has nothing to say he will be frustrated. 

The t eacher's role in motivation has been consid er ed by Hughes 

Mearns 62 and David Holbrook63 , who were early theorists in 

stimulat ing creative written work, to be that of providing a 

supportive atmo sphere and an appreciative audience . In this 

sense , the appreciat ive audience is a l so critica lly sensitive 

to how the child makes associations so these can be foster ed to 

help the child find his own source of inspiration fo r writing , 

in the things he knows and thinks. This, of cours e , has much to 

commend it in Mearns ' view . He says goo d t eaching is not so l e ly 

the business of instruct ion, it is also the art of influencing 

nature 's gift of insight, feeling dnd thinking. 64 Recen t l y , 

the work of Kenneth Koch shows that children ' s early writing has 

a po etic quality that can be nurtured by getting them to put fr ee 

65 a ssociation techniques to use in writing poetry. These have 

been successful and have done much to free children from imposed 

topics, which Nelson found greatly influenc ed the content and 

style of six and seven year old children 's composition. 66 

(ii) Fostering Origina lity. The formula in Table IV 

67 
deve l oped by Logan s erv es as a theoretical guideline to 

motiva tion and evaluation of the originali t y of the written 

product, which seem valid from both methodological and 

psycholinguistic points of view. 
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something - if he has nothing to say he will be frustrated. 

The teacher's role in motivation has been considered by Hughes 

Mearns62 and David Holbrook
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, who were early theorists in 

stimulating creative written work, to be that of providing a 

supportive atmosphere and an appreciative audience. In this 

sense, the appreciative audience is also critically sensitive 

to how the child makes associations so these can be fostered to 

help the child find his own source of inspiration for writing, 

in the things he knows and thinks. This, of course, has much to 

connnend it in Mearns' view. He says good teaching is not solely 

the business of instruction, it is also the art of influencing 

nature's gift of insight, feeling and thinking. 64 Recently, 

the work of Kenneth Koch shows that children's early writing has 

a poetic quality that can be nurtured by getting them to put free 

65 association techniques to use in writing poetry. These have 

been successful and have done much to free children from imposed 

topics, which Nelson found greatly influenced the content and 

style of six and seven year old children's composition. 66 
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67 
developed by Logan serves as a theoretical guideline to 

motivation and evaluation of the originality of the written 

product, which seem valid from both methodological and 

psycholinguistic points of view. 
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TABLE IV 

FORMULA FOR GUIDING CREATIVE WRITING 

Pha ses Of Creative 
Process 

Co gnition 

Conception 

Combustion 

Consummation 

Communication 

The Child 

Becomes aware of the desire 
to write (usually as a 
result of reception of 
language (literature) 
or real experience. 

Toys with ideas. 
Considers possibilities 
(examines literary 
models, selects words 
and structures for 
symbolism, considers 

-archetypes). 

Discovers the ideas and 
begins to write. 

Completes the writing -
checks his work against 
the literary model or 
with teacher. 

Shares creative product 
if he chooses. 

The Teacher 

Provides the stimulus 
for writing (literature 
or experience). 
Creates climate for 
expression - (supportive , 
non-judgemental). 

Stands by to give help 
- may review language 
concepts from 
literature, e.g ., 
archetypes, words. 

Provides encouragement 
and t echnical help. 

Provides guidance in 
use of forms and 
structures of writing . 

Listens with interest, 
provides for 
publication, shares 
own writing with 
group. 
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Studies in crea tivity have not provided unequivocal conclus ions 

about how original writing can be fost er ed. It is true tha t the 

creative process is unpredic t ab le but as Teidt has emphasized 

in her s tudy of children's crea tive writing, if children feel 

secure they will take risks in exploring the possibilities for 

written exp ression.
68 

Judgementa l attitudes, she states, inhibit 

/ rather than inspir e originality. 

(iii) Enriching The Imag ination. The image-making power 

of l anguage is nowhe r e more important tha n in the writing process. 

Piage t has discussed children's imagery as indicative of their 

stage of development and Bruner named it as one of the sources of 

concep t building. But children do not always recognize that 

their imagination, or their' 11pic tu re-making in the eyes II is a 

source of ideas for writing. Any artist us es the trick of 

'seeing with the inner eye ', in fact , it is the logical outcome 

of the 'Alice Syndrome'. Much of the writing tha t has been done 

on motiva ting children to write has provided sugges tions for 

developing the power of the imagination. Books such as 

Slithery Snakes and Other Aids to Ch i ldren ' s Writing by Petty and 

Bowen, a nd Applegate's Freeing Children to Write, are sources 

for imagina tive play with children. While it is indisputably 

important, the research is not conclusive about the bes t method 

to he lp children use t hei r imagination or indeed, what effect 

the devices used to sti;nulate the imagination actually have on 



the writing process . It may be that it is not possible to 

show any significant co rrela tion although much of the resear ch 

and comment in the literature is centered around methods of 

stimul a ting children to wri t e . 
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Torrance and Fortson conducted a study with pre-schoolers 

designed to improve imaginative thinking, fluency of ideas and 

verba l expression and found that the treatment group exceeded 

on all counts the performance of the control group. In an artic l e 

entitled, "Ten Ways of Help ing Young Children Gifted in Crea tive 

1170 Writing and Speech , Torrance outlines his ideas with a strong 

r ecommendation for developing the imagination in ten catego ries, 

which he then elaborates : 

1) provide materials which develop imagination; 

2) provide materials which enrich imagery; 

3) permit time for daydreaming and thinking; 

4) encourage children to record their ideas 
and image; 

5) give children's writing concrete embodiment ; 

6) accept the child's tendency to take a 
different look ; 

7) praise rather tha n punish individuality; 

8) be cau t ious about editing children's writing; 

9) encourage children to play with words; and, 

10) love them and let them know it. 
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These headings serve as a rather good synop s is of what is 

r e ported in the litera ture as the approach to use to nurture 

both imag ination and cr eative expression. A rather more obj ec tive 

study done by May a nd Tabachnik
71 

used t wo stimuli ,non-

r epresentational figures , called an unorganized stimulus, and an 

organized stimulus - a picture, as the motivation for story 

writing and they f ound that there was not a significant diffe r ence 

between the t wo but tha t a t endency was noticed toward the 

unorganized stimuli t o result in more creative stories . 

Torrance discusses the use of literature as a stimulus for 

the imagination to foster writing . He says: "These materials 

have not been sub jected to very much scientific t es ting, but on 

the basis of what we know I would assume tha t they provide 

rathe r sound approaches." He gives his reason for his 

conclus ions: '~ith such materials you are doing more than 

deve loping the imagination, you are deve loping the ability to 

h . l . 'b'l' . "72 tin < in possi i it i es . This, of course, is consonant with 

the approach of Mearnes , Holbrook and Koch, quoted in the last 

section . 

(iv) Stimula ting Discu ss ion. The connection between 

oral l a nguage and the child's written work has long been taken 

for gran t ed in t he prac t ise of discussion as a mot ivation prior 

to the writing act . Cur riculum guides stress the inter­

relat edness of the rec ep tive and expressive funct i ons of l anguage , 
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that ora l language and written language must be considered together. 

Seve ral studies have attempt ed to specify how discussion affects 

the written ou tput of students: 73 
Anderson and Bashaw preceded 

composition writing in the fir s t grade with ''treatmen t discussion 

periods" and found tha t descriptive discussion as opp os ed to 

argumentative or then,ati c development was more successful; 

Bressman ; Rozen and Taf t 
74 

r eport that t her e is a benef icial 

effect of talking before writing; Britton, with a th eor e tical 

rather than a research based point of view, emphasized that talk 

should be the first stage of written expression. Burrows s t ates 

on the basis of he-::- observations that children need opportunities 

to talk about what they are going to write. 

(v) Motiva tion. It was significantly r eported by Francis 

L . · 75 l h · · d f d . . . 1 itwin t1at t e writing one a ter ramatization consistent y 

showed greater creativity and f luency than writing motivated by 

picture or discussion stimulat ion. Three groups wer e made for 

the study, one was given pictures only, one group was l ed in 

discussion about experienc es rela t ed to the picture and the 

final group was involved in drama tic and i mprovisa tiona l play 

about the picture. The compos itions were mixed and sent to 

dif ferent literary judges who examined them for sty l e and 

creativity. When the results we re tabulat ed, the group who had 

been able to play out their ideas had mor e variety, description 

and complexity in their writing . A s tudy done with youn g childr en 



by Saltz and J ohnson r eported that children involved in 

fantasy play i n the r ol e enactment of imagina tive s tori es were 

significantly s uperior to the con trol group in oral express ion.
76 

(vi ) Dic tation Assis t ance . As a method of s timulat ing 

children's ability to write , dictation proce dures have seeme d 

to produce excellent r esults since they integrate the language­

experience approach with the physical a ssistance and the 
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subj ect organi za t ion that the beginning wri ter nee ds . Experiencing 

the permanence of his own language a s it is converted to script is 

a powerful aid for the child to lea rn the correspondence of the 

two typ es of l anguage . All of the s tudies on dictation have been 

clear in their conclusions that children l earn much about language 

and their storie s were expressive and natura l with this method . 

None to date have b een specifically designed as the major 

means by which they discover the principles of literacy, but several 

have r esults that could be interpreted from the psycholinguist's 

point of v iew. 

P · 77 d' d d' . . 1 d . b h erine stu ie ictation in ear y gra e s using ot 

scribes and tape recorders and found that children pro duced 

fluent stories in this me thod and enjoye d r eading them t o others; 

Strickla nd advoca t es but did not research , the use of dictation 

methods to initiate express ion in writing. 
78 

Howell ma de a 

detailed study of the difference between written and dic tated 

stories by seven year olds; i n this study , ea ch child wrote a 



story after motivation procedures and then was able to dictate 

a similar story to a scribe . Dictated compositions were 

analyzed for running words, number of different words, number 

of generalizations and were found to increase in length, variety 

of words and generalization or, in other words, socialized 

language, over the ten month period. The dictated stor ies on all 

counts, except in the amount of generalization, exceeded self-

written narrat ive . That the generalizations did not increase 

significantly between dictated and self-written stories shows an 

interesting facet of mental development; it would be supported 

by the Piagetian analysis of egocentric language at approximately 

seven years of age which remains as a constant coefficient. 

Longitudinal research would be needed to analyze the type and 

form of generalizable statements as children socialize their 

language to explain some of the transitional stages . 

Burrows strongly recommends dictation practises to stimulate 

early writing and has developed guidelines for teachers to use. 

She sees dictation as having subsidiary benefits . 

Though dictat ion by individuals has the advantage of 
producing intense concentration as well as the virtue 
of almost immediate and complete recal l by the 
author, there are some values unique to group dictation. 
Children stimulate one another. Hearing and l a ter 
r eading what others have said contributes to the 
ongoing process of socialization. Noticing how other 
differ ent people's ideas and sentences fit together 
into a sequence is still another learning of 
considerable merit. 79 
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The results gained by researchers using the dictation 

method seemed to indicate as a premise for this study tha t 

children learn to write by applying psycholinguistic principles 

and that this idea required more support through experiffientation . 

B. Strategies For Instruction In Writt en Language 

(i) Recognition Of Reason For Writing. Teachers have 

tried to devise methods that will make children aware of their 

purposes in written communication and give them reasons for 

improvement on the basis of what is, that is , the written product 

or what should be - the models, what could be - in terms of future 

writing purposes and skills based on the child's needs and 

interest . This must be the primary reason for instruction. The 

basic research on children's writing indicates that children do 

need purpose and instruction to improve their writing skills. 

Strengthening the reasons for writing must have some effect on 

the written production of children. Much research has dealt 

with this relationship of purpos e and product to discover what 

instruction techniques develop the basic language skills of: 

a ) flexibility and range; 

b) adaptability to purpose; and 

c) suitability to the receiver . 
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A valid curriculum will strike a balance between providing 

purpose and encouraging free expression and directing skill-learning 

to help children develop the standards and r easons to make 

progress in written expression . 
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(ii) Development Of Principles Of Writing . Principles 

which can guide instructors in structuring sound writing programmes 

are necessary. Semantic competence is necessary for writing 

skill. Table V has been developed by Evans. 8O 

TABLE V 

PRINCIPLES OF DEVELOPING SEMANTIC COMPETENCE 

A. The programme must be based on an adequate theory of how 
words achieve meaning. 

B. The programme must be focused on th e child's use of language 
in leve l and dialect. 

C. Experience wi th referents and the opportunity to attach 
verbal symbols to them should be the basic process . 

D. The re shouJd be an inductive di scovery by the child of 
precis ion in meaning and the deductive app lication of his 
insight to real communication situations . 

E. Development of meaning should proceed from depth to 
extensiveness . 

F. Ora l language behavior is central to development of meaning 
where children manipulate concepts to communicate them 
effectively. 

G. Terminology is essential only in di scussing features of 
meaning after these have been l earned inductively. 

H. Semantic developmen t must be part of a total communication 
programme . 

Gramma tical instruction must support the writing programme. 

Armstrong clearly states principles in Table VI. A programme 



based on these principles will. provide purposes for writing 

which are understandable to the child.
81 

TABLE VI 

PRINCIPLES OF TEACHING GRAMMAR 

A. The programme must be based on a good grammar; i.e . , a sound 
description of how language connnunicates meaning. 

B. A maximum use of the child's own language must be us ed in 
language activities . 

C. Fluency, particularly in initial stages in the development 
of any new concept, is of paramount importance on which 
control is gradually imposed. 

D. Inductive discovery by the child of how his own language 
works and a deductive application to problems in 
communication should be the bas ic approach to learning . 

E. Synthesis as a characteristic of the teaching technqiue 
rather than analysis should be the teacher's basic 
orientation. 

F. The use of oral language is important during the discovery 
and initial stages of application - followed by a 
transition to written language . 

G. Terminology is neve r essential and must never blurr the 
need to discover and apply und erstanding. 

H. Grammar must be part of a sound and stimulating programme 
in which children feel the need to communicate with 
other children . 

These, though referring to ora l l anguage , are also the 

most useful principles for develo~ ing written skill as well . 
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(iii) Organi za t ion Of Language Knowledge For Writ i ng . Synta ctic 

structure a nd gr ammat i ca l pr incipl es mus t be l earned by children 

in some way . The effec t o f grammar t eaching on the qua lity and 

complexity of child r en's writt en structures i s a r esearch i ssue . 

Instruction on topic sen t ences cons truction, punctua t ion , 

descript i ve words a nd similar skills has b een us ed to h e lp children 

improve the ir writ ing . 

Thi s kind of ins t r uction, basically dedu c tive , presen t s 
"rules " which the chi ld is expect ed t o unde r stand , 
interna lize , and follow, r egardless of ma turity , 
inter es ts or felt needs. It often uses ot her 
people ' s l anguage, r a ther than the ch i ld's in its 
r el iance on exer cises , drills and mode l s and locks 
whole classes into pr econc e ived s equences of 
instructiona l steps . 82 

Bloomfie ld has been quot ed by Bote l as s aying that the only us eful 

1 . . b 1 . d . 83 d h. h h . gene r a 1za t1ons a out a nguage a re in uctive an tis yp ot es i s 

has been s upport ed by r esearch. While the r e ha s been considerable 

disagreement about the mos t appropriate way to t each s tru c ture, 

the r e is agre ement i n the re sea rch literatur e tha t o ld e r children 

write more complex sentences. O'Donne ll
84 

studied upper grade 

children 1 s stories and found the ir control of s yntax wa s better 

in writ i ng than in or al language . 

Ke llog Hunt has wr i tt en the ve r y comp r ehens i ve r epor t on 

11Gramma ti ca l Struc t ur es Written At Three Gra de Leve l s 1185 of how 

children organi ze syntax . He s tudied t he syntact i c comp l exity 

of chi l dren ' s wri t ing and conc lud ed t hat they be come more 

p r of i cien t in using t ransforma tiona l grammar rul es a nd embedding 



information in longer sentence units . His T-unit, that is, the 

shortest sequ ence that can be ended by terminal punctuation, has 

become the standard mea sure in most language research . He found 

that the T-unit r egularly became more complex as children goc 
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older and that this is partly an outcome of their ability to relate 

complex ideas and partly more experience with language possibilities. 

This, he conclud ed, should indicate how the school can contribute 

to d evelopment and generation of effective language by suggesting 

appropriate times to study the structures inductively as they 

appear and become common in children's writing. 

Laban's study "The Language Of Elementary School Children 1186 

demonstrates that children use increasingly complex structures 

in speaking and writing and suggests that this should influence 

the teaching of grammar skills . Most of the resea rch studies J n 

grammar and linguistic analysis as it affects composition has been 

done with upper grade children and has compared traditional 

scheduled and transformational approaches to grammar . 

(iv) Application Of Language Knowl edge In Writing . The 

Weehawken Title III proj ect has been one of the most valuable 

recent research works on children's composition throughout the 

grades. Reported und er the title "Applied Linguistics: A 

Dis covery Approa ch To The Teaching Of Writing , Grades K-12 118 7 , 

Ezor and Lane have deve lope d methods t ha t exemplify the 

principle s in Tables V and VI to i mp r ove children's writing . 



They have tried to demonstrate that teaching 'stcucture', 

if approached from the child 's needs, interests and language 

ability, can facilitate writing . The project ran for six years 

with a wide sample and produced significant results that show 

that motivation and directed instruction can be combined. 

The intent of the programme was to use "language experience" 

motivation and struc ture the language instruction or linguistic 

principals on inductive discoveries by the child experimenting 

with his own language. For this r eason , it was based on the 

66 

oral language competence of the children. The researchers developed 

techniques which the child could learn to use on his own to plan, 

write and improve his compositions: the techniques were then 

used to diagnos e strengths and weakness in the children 's 

writing and prescribe corrective measures and it was expected 

that the child could improve his written composition between 

the initial diagnosis and the final draft . The criteria for 

syntactic growth were taken in part from Kellog Hunt's study . 

The statistics resulting from the proj ect showed that, on the 

basis of Hunt's T-unit measure children in the sixth grade made 

a gain of 45 per cent in the average length of the T-unit in 

the course of the year; predictions about growth of writing 

proficiency of all childr en in the project proved to be 90 per cent 

correct. The techniques and recommendations resulting from the 

project are now being adapted in many other school districts as a 

valid way to teach literacy skills . 



The statistics showed that the Weehawken children were 
now writing longer, richer and more varied sentences 

The Weehawken children were also writing 
longer dependent clauses, using more series of words 
and of word groups, moving parts of their 
sentences around to a larger extent to vary their 
writing style and give better emphasis to the 
most important words and phrases. Even at the 
third grade level they tended to write a higher 
proportion of complex and compound sentences, and 
fewer simple sentences as the year went on. A 
follow-up statistical evaluation indicated that 
these same children had generally continued to 
show improvement in their writing.88 

The success of this project will give an impetus to further 

research in the field of children's writing and provide a sound 

scientific base for development of theories of instruction. Its 

emphasis was not ostensibly psycholinguistic but the use of the 

child's oral language, the types of instruction and 

generalizations indicate that the premises of this study have 

some research precedent. 

One formulation of a psycholinguistic model of the writing 

process is called by the author, James Ney, "a preliminary sketch" 

89 
because it does not explain the writing process in global terms. 

However, it is significant that he builds his research on two 

other important studies with psycholinguistic explanations for 

90 91 
their conclusions by Mellon and O'Hare. They have used 

sentence ·joining devices which result in embedding and composition 

of denser surface structures by students in the test group than 

those in the control. They both found that there was transfer 

to the children's spontaneous written work and the overall 
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compositional quality was increased. These studies verify 

and extend the basic work done by Hunt, Loban and others that 

children's language structures are acquired in an orderly fashion 

and that instruction does not change use unless the child's 

syntactical development is appropriate. That is, the underlying 

cognitive structures must be able to support the syntactic 

patterns which are being taught. Ney explains, in a study of 

fourth graders, that 11 .. the psycholinguistic model may 

account for sentence synonymity and the fact that young children 

can perform some syntactic operations on sentences but not 

others. 1192 

Ney's model is related to the L.A.D. of Miller's research, 

but he shows how meaning is filtered through a syntactic grid 

and stored as s emantic units before it is processed again through 

the syntactic grid as written output. He says that similar grids, 

or rings, could account for phonological and graphological coding 

and decoding. Because subjects in the study wrote more freely 

and produced more in a given time, Ney states, " ... whatever 

psycholinguistic model is finally postulated to embrace effects 

noted in transformational sentence combining exercises, it will 

have to include a mechanism which accounts for the improvement 

of decoding and encoding skills. 1193 He explains how writers 
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draw information from the reservoir of meaning in the psycholinguistic 

model -0f the writing process. 



In writing then, the student must r eprocess the 
semantic form after it is processed through a 
syntactic grid before receiving surface forms of 
written sen tences . 94 

What Ney is postula ting is that although the child becomes 

more conscious of his language resources, he improves mainly 

because he is using language for his m,m purposes so he learns 

through practise in manipulating form and content to make 

generaliza tions for his own use. This is equivalent to 

experimental manipulation by the child of language structures. 

(v) Use of Models For Writing. Psycholinguistically, the 

first stage in learning language skill is observation leading 

to generalization about purpose, form and content. This is 

assumed in this study to be true for wri tten language as well 

as for speech. There must be an abundance of written language 

for the child to model. In an earlier section reference was made 

to the inductive discovery of form and meaning. This 

principle is mentioned in Tables V and VI. Thi s implies 

directed observation by the child. Some r esearch has addressed 

this aspect of teaching writing and significant r esults have 

been shown by using models as a means of instruction . 

For example, Bryant, quoted in Cazden, suggests there are 

qualitative differences be tween oral and written language a nd 

that children benefit from experiences with reading to observe 

whnt are subtle and apparent differences tha t could be taught 

only laboriously . Cazden adds comments that reading aloud to young 
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children gives them practise in comprehending , and gaining 

competence for using written forms and provides both the 

. . d h d 1 f . · 95 motivation an t e mo e s or writing. 

In a book written in support of this principle, Rea d To Write , 

Stewig questions how a basic competence can best be taught and 

how the essential performance skills can be learned; he 

concludes that literature is an excellent springboard to 

children's own writing and has used his own exper iences to 

validate it . He app eals to teachers to adopt this method 

experimentally so that conclusions can be t ested. 

This approach is quite new . .. it nee ds further 
testing over a period of years to determine if in 
fact, children who exp erience such a pro gramme 
are better writers at the end of th e e l ementary 
school •... The fundamental assumption is 
that writing is a skill . .. • One r eason why 
teaching writing is difficult is that writing 
skills are acquir ed slowly over an ext ended 
period of time. Another reason is that 
sequential, organized composition pro grammes 
designed to help children learn writing skills 
are rare . This programme is based on four 
components: 

a ) intensive literature input; 

b ) written assi gnments based on literature 
models; 

c ) written assi gnments based on 
observations of writing; and, 

d) editing as a means of improving 
compo s itions .96 

With these four elements teachers can do much motivation, 

instruction and evalua tion of children's writing; this seems a 
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valid approach, psycholinguistically. 

97 One project on imita tion of mod els is r epor te d by Crame r , 

who found that work with models developed "the inn e r ear" 

needed for wri tten style , because it showed children the devices 

which make wr i ting inte r esti ng. His thesis has four main points: 

a ) Children are exposed to writing models as an 
instructional strategy; 

b) Children are motiva t ed to continue writing; 

c) Children exper ience success in pa tterning their 
writing on good models; and, 

d) Children gain pride of authorship a nd r aise 
their own standards of evaluation . 

Cramer has developed eight guidelines for pa tterning that 

are in keeping with semantic and syntactic principles. When a 

comparison is made between how many models of oral language 

the child needed to gain competence and the amount of practise he 

ha d to have before he gained any degree of proficiency, it is 

understandable why learning to write is such a long process 

and why the percent age of time the child spends composing, 

not just copying writing, in most school days is inadequate 

to develop the lite racy skills we expect at a very ea rly age. 

This study is concerned with the possibility of making this 

process more e f ficient by helping the child produc e his own 

models and dev i s e his own purposes. Research on Methods of 

Motivation and Stra t egi es of Instruction have been discussed in 

the section but research on evalua tion , a s the final step in the 

writing process, is reported under t he next heading . 
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V. Trans forming - Developing Performance Ski ll 

The clue to finding ways to nurture children 's writing is 

found in the writing they are able to produce . The process of 

evaluation is a necessary part of the cycle of improvement because 

it is only by transforming t he form s t hat they are able to us e 

will their writing become more complex, r efined and appropriate. 

Referring again to t he ' Alice Syndrome' the clue is in getting 

them to 'see' what they have said and find ways to say i t better. 

The purpose o f the transformation process i s to synthesize 

effective language usage and the child's thought in performance 

skills that become increasingly flexible and sui table to the 

communication process this requires. Since the young child has 
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an egocentric point of view , communicat ion skills have to be 

develop ed so t ha t he is aware of his intent to convey informa tion 

and can analyze the forms used in his writing for their improvement. 

Cazden comment s on the necessity for the chi ld to deve lop a 

perspect ive of the communication process during the early years . 

During the elementary years a ll the requisite ideas 
develop . A child's rate of development may be 
affec t ed by the range of si tua tions in which he is 
forc ed to consider a lterna tive points of view in 
order to achieve his communicative intent .98 

This is what was done deliberately and consistently in the 

Weehawken proj ect; the evaluation and correc tion of children's 

written l a nguage is to keep children writing and making progress 

commensura t e with the ir abi lity. 



Correction and evaluation are important sources of new 

information about language forms; they refine the possibilities 

for ways of thinking and communicating that th e child needs to 

both improve his performance and mas ter the communication process . 

The literature reports many attempts to find an effective 

evaluation method for writing and many studies have been done 

on the effect of correction on written products. As part of the 

psycholinguistic process approach, evaluation and correction 

must lead to the child's inductive generalizations about language 

and his own performance by making him aware of form and purpose. 

A. Correction 

Teachers' attitudes to children's writing will dictate 

pe=sonal approaches, therefore, the question that precedes all 

corrective measures is: What end is correction serving? Three 

main answers, other than what can be considered the 'hab it ' of 

red-pencilling errors 99 are : 

1) standardization of forms in performance; 

2) inspiration for future performance; and 

3) publication of performance. 

1) Standardization 

Kenneth Goodman, who worked with mi scue analysis in r eading, 

proposes that a similar me thod be adopted by the teacher of 

composition.
100 

His rationa le is that if patterns of diff i culty 
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are recognized by the teacher on the basis of the chi l d's writ~en 

language, strategies can be devised to make the child correct 

his own mistakes . This is applicable to the mechanics of 

writing such as spelling and punctuation as well as to the 

use of langua ge forms and styles of presenta tion. It allows the 

child at the same time, to recognize his strength and see the 

teacher as an assistant in the communication process . " In this 

spirit, the teacher can safely raise questions and offer 

suggestions much as the friendly critic operates in support of 

a writer. 11101 This aids standardization. Eventually, the 

children , as they did in the Weehawken project, could move from 

first draft, through to corrected copy with an understanding of 

the process: this Goodman considers to be the best education 

for writing . The child makes the actual changes, " ... whi]e 

the teacher bases his critical advice on meaning and language 

· b ·1 . d" l OZ d d. . f f . conventions roact y conceive ; stan ar ization o orms in 

this way is a part of the psycholinguistic learning process. 

The proof rea ding skills children need should be part of the 

instructional process. 
103 

Laubner's study- showed that students 

composition improved significant l y if self-help devices were 

used. These involved use of a proof reading card, constant 

proofreading and immediate feedback on the corrected copy. 

------- ----------- --- --
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2) Inspiration 

Correction, to serve the child's purpose, must assist him 

in avoiding the same mistakes in the future; he must be part of 

the correction process. To reiterate the bias of this study, 

the child gains control of the process of corrnnunication through 

use and feedback about us age . Correction that does not lead to 

the child's own control of his expression is unproductive, 

therefore , the teacher's feedback about his written language should 

give him informa tion about his per formance which will help him 

alter the forms he uses to ones which better suit his intent to 

communicate. The teacher, in provi ding this feedback, must 

inspire confidence or desire to continue WTiting so that the 

child gains by experience what he could never gain by di rect 

instruction. This is similar to''L.A.D. "theory of l anguage 

acquisition which has been discussed. The idea of inspiration 

of children's futur e writing through correction depends on the 

privileged relationships tha t exist between student/writer and 

critic/teacher. Research studies on the effect of criticism 

have, however, varied points of view on the efficacy of criticism. 

Patrick Groff has reviewed these studies in, "Does Negative 
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Crit icism Discourage Children's Compositions? ". 104 
He repo r t s that : 

Taylo r and Hoed t showed that the teacher's written praise was 

superior in effect on quality of future writing to critical 

markings and r eported that the praised group wrote more, and 



wrote more independently than "those who were criticized; 

Biberstine has demon s tra ted that the t ea cher's negative comments 

or marks had a de trimental e ffect on future writing and that even 

though positive oral comments were given to students the effect 

was cancelled; Nikoloff 1 s study showed no significant difference 

in the stories written by children for critical teachers than for 

non-critical ones. Most writer s in the litera ture state that 

teacher's attitudes play an important role in inspiring children 

105 
to write and that comments, or even cri ticism, perceived 

by the child as helpful will be accepted. In other words, they 

are not psychologically de terred from writing , and writing better, 

if teachers do not simply praise but involve themselves in the 

process of evalua tion and correction. 

3) Publication 

All sources referred to on children's writing note that 

publication can be seen by the child as a final step in the 

process of composition and that it can serve as motiva t i on in 

itself as well as a means to teach standards. The approa ches 

to publication differ to a wide degree, from Hughe s Mearns, 

who sees it as a trans gression of the child' s privacy, to Britten 

who justifies it by saying, "Why should literature be some thing 

106 
othe r people have done? 11 Burrows be lieves it is of benefit 

to the pupil to f ee l he is a successful author because if he is 

treat~d like one he need not be defensive . She states the r e ought 
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to be two kinds of writing - the private, and the public a nd 

that the child who can s ee the purpose of the ha rd work 

necessary to put the first dra ft into a form to he read by 

others will improve his standards and be motivated to write more. 

When papers in good f orm are mo unt ed and di sp layed and 
approved by one ' s peers, sa ti sfaction is engendered 
in the very l earnings tha t we have long tried to 
improve . . This is a far different 
experience from t he conventional mounting on a 
bulletin board of corrected or r evis ed first 
drafts comp l e te with t eacher' s comment and 
grades ! Such exposure l eads to embarras smen t 
for the pupi ls who mos t need self confidence . 
The viewing of one ' s work in attract ive form 

. is a powerful builde r of further energies 
for writing .107 

Despite the general consensus that the publica tion is part of the 

writing process , no research studies were reported that explored 

the effect of publication on quality, crea tivity or improvement 

of standards . It remains then as a psychological supposition, 
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that all factors cons ider ed, publication is a logical and purposeful 

outcome of a composition programme. 

B. Eva luation 

Children learn standards for their writing as they l ea rn t o 

evaluate for themselves the ef fectiveness of the ir expression . 

Teachers ' evaluation must relate in practica l t erms to how the 

child can reach the standar ds expected of him and r aise his own 

standards. Sager's study, "Imp rov ing The Quality Of Written 

C 
11108 . 

omposition Throu gh Pupil Use Of A Rating Sca l e 1s based on 



this premise. She develop ed the scale for compositions based 

on: 

a) vocabulary richnes s and suitability; 

b) elaboration of relat ed ideas flowing smoothly; 

c) organization of the ideas; and, 

d) structure of language forms. 

Children used the scale to rate their own compositions as 

well as the composi tions of others and the effect in their 

writing progress was subjected to scientific research. The 

results were conclusive that children's writing improved 

qualitatively in all areas. 

The focus of the study was to help children s ee what detracts 

from effective communication and what makes written expression 

understandable and interesting to the reader. This, in effect, 

was helping them to socialize their language, in Piagetian 

terms, and take another view than the egocentric. The methods 

for children evaluating their stories were carefully controlled. 

Statistical analysis of the results showed very significant 

gains of the test group over the control group; Sager' s 

conclusions were that children's standards were raised by the 

knowledge gained through the use of the scale. The prime reason 

given for their improvement was that the students were enabled 

by the instruction given in evaluation to be res ponsible for 

setting standards and judging their own progr ess . This gave them 

the confidence to be critical of their own writing and gain an 
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objective view necessary for any development of standards and 

improvement of performance. Some of Sager's subjective 

conclusions were that the children engaged in the study recogniz ed 

that rewriting was an essential part of the composition process . 

As they gained ability to diagnose the weaknesses in their 

writing they were not content to leave it in the first draft . 
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The pos i tive benefit of the 'language experience ' approach makes it 

possible for every child to gain a measure of success and even 

children working below grade leve l were able to use the rating 

scale. It was a distinct benefi t that the correcting of stories 

became the student's responsibility to a large degree and the 

109 
teacher's task became, as Goodman advocates , analysis of 

the stories for recurring patterns and weaknesses which could 

be the basis of further individual or large group instruction. 

Sager ' s proj ec t is in contrast to one done by Martin in 

which teacher evaluation of children's stories were studied for 

consistency, in matters of content, organization, vocabulary 

d . . 110 an crea tivity. The mechanical errors were taken as an index 

of quality and it was found tha t teachers' qualitative judgements 

had most corre l ation with these errors; in other words, since 

rating of stories was directly dependent on mechanical errors, 

Martin concluded that the child ' s creative writing should not 

be relate d by this standard as it involved a much more complex 

interaction of skills, motivation and language learning than can 

be judged simply by errors in spelling, punctuat i on a nd even use 



of forms. He recommended that post instruction sessions should 

stress discussion of standards and suggestions for modification 

rather than judgements of errors . 

Both these important studies have implications that are 

relevant to the psycholinguistic approach to early writing under 

discussion in the present study . The cycle represented by the 

concept in Figure 2, Form; Inform; Perform; Transform; 

provides for continuous learning and evaluation leading to 

progressively more complex, sophisticated and effective written 

communication. Burrows stresses that evaluation of the child 's 

early writing should be part of the total language programme and 

is a continuous process in which the teacher uses a ll t he 

information gained from observation of the child's writing to 

determine ways to help the child develop his own standards based 

on successful performance and increased awareness of form in his 

writing and the writing of others. She also says, "A child's 

imaginative production is among other things , a means o f 

integrating his inner and outer world - to grade this process takes 

.. 111 
more astuteness than we now possess. 

Britten makes a statement that cogently s-wnmarizes the 

cormnon approach taken to evaluation in the literature: 

Standards of acceptability are of course important 
and it is impor tant that the children know that we 
care about the conventions o f written f orm. It is 
also important that we exercise patience with 
regard to expec t i ng them ... that l angua ge 
should do justice to experie nce is a much more 
important standard.112 
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This says more than it seems to because , indeed, language will 

do justice to experience only if it does mee t the standards of 

effective expression and is adaptable, explicit and natural. 

The expectations for children to develop these standards of 

effective written communication require patience, of course, 

but a programme of instruction that can help them feel the success 

and enjoyment of writing as soon as possible and with as little 

loss of the spontaneous, creative and sensible language they are 

able to use, will enable them to do justice to their experience 

in written expression. This is what has been postulated here, 

as the "nurture " of children 's writing skills. Nur turing 

children's written langua ge depends on decisions made about the 

nature of the process. Learning to wri te should nearly 

approximat e natural language learning to make acquisition of 

literacy a successful process for young children. 
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CHAPTER THREE 

RESEARCH DESIGN 

The study is designed to help childten write longer, 

more complex and more coherent stories with the assistance of a 

scribe. It is postulated the benefits of the scribing encounter 

t ransfer to ind ependent writing . The research design, therefore, 

i s clinica l and descriptive as well as statistical to allow for 

close examina tion of individual children's writing and to prepare 

case studies of the subjects. These case studies will be used 

for analysis and comparison and as a basis for future study. 

Since scribing encounters using different writing tasks are the 

basis of the data collection and will also be used to facilitate 

children ' s written expression, the scribing approach is both a 

study method and a treatment technique. The scribe will record 

the child's oral language and demonstra te to him how speech is 

transferred to script and collect the written language produced 

by the child as a corpus to define and analyze children's 

writing. Analys is will take two forms: 

1) an individual study of each child's performance; and, 

2) a comparative study using the subjects and a 
control group. 
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I . Data Collec tions 

A. Time Limi ts 

1) The study will run for a period of eight weeks . 

2) The first week will be devoted to selecting appropriate 
subjects for close s tudy. 

3) These subjects will then be visited four times a week 
for the remaining seven weeks of the study by the 
res earcher to collect samples of written work. 

B. Sampling 

1) A he terogeneous grade three class was sel ected . 

2) Four children were chosen as subjects. Two children 
with low flu ency were taken to work v.Tith the scribe . 
Two children who had fluent written language were 
placed in the control group. 

3) Selection of subj ects from the whole class was done on 
the basis of four written assignments to determine 
fluency with written language . 

4) Fluency of language was analyzed by the following 
criteria: 

a ) Length 

b) Unity 

c) Type 

the tota l numbe r of c . u. produced l n 
half an hour 

the story adheres to a topic and comes 
to a conclusion 

the numb er of ellisions in the tex t of 
the story to indica te egocentriaty 
in th e instrument used in this study 

d) Complexity-the story evidenced sentences of several 
types , as indicated on the instrument 
us ed in the study 

5) Subjects -the study and control group were matched for 
age , s ex, S.E.S . and in one case ethnic 
background, and similar wor k habits and 
inte r est s . 
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These we r e named for identification; 

Low fluency 

Study Subjects 

High fluency 

Con t rol Subjects 

s 
1 

s 
3 

s 
2 

s 
4 

6) The initial selection was confirmed by the subjective 
judgement of the t eacher as a test of the criteria 
to see if it reflec ted the general writing ability 
of the subj ects . 

C. The Study Group 

1) Subj ects were visited by a scribe for half an hour a 
day, three times a week for the purpos e of producing 
a sample of writing . 

2) Subjects were motivated and assisted by the scribe to 
produce a written sample . The scribing encount er wa s 
to be a pleasant, non-pressure situation where child was 
to enjoy the discussion of his idea s and feel satisfied 
with his written product. 

3) Dicta tion of sub j ects ideas was taken on a po r table 
typewrit e r to facilitate both writing and reading 
processes . 

4) Subjects were included in a whole cla s s s e ssion one 
day a we ek in which a written assignment wa s pres ented. 
This written produc t was produc ed independently after 
motivation . 

D. The Con tro l Group 

1) The control sub j ects were i ncluded in the whole class 
writj_ng as signment once a week . 

2) The r e s e3rche r ass is ted the i r written exp r ession when 
requir ed and a llowe d r easonable time for complet i on but 
tried to mainta in the half- hour period. 
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3) Control subjects were not advised t hat their work was 
s c rutinized or compared . 

E. The Scribe 

1) The scrib e questioned the child to elicit his ideas . 
The original language of the child was respected but 
minor adjustments were suggested to help him transfer 
speech to script. 

2) The scribe engaged the child in conversation before, 
during and after the writing t o he lp him clarify his 
i deas and participated with interest and apprec iation 
in the writing . 

3) The scribe directed the child in matters of spelling, 
punctuation, and syntax during the indep end ent writing 
as briefly as possible and without teaching a lesson . 

4) An anecdotal record of behaviours and observa tion 
during each encounter provided data about the scribing 
r ol e . 

5) Ch i ldren were no t t old that they are being studied. 
They were told that the scribe wants a collection 
of stories. 

F. Procedu r es 

Collection of written sa~ples for seven weeks by scribe 
who t ypes child's story. 

1) One visit per week . 
St imulus for written expression through picture , 
ob j ect or discussion . Resulting story is to be 
chi l d ' s own expression . 

2) One visit per week . 
A fairy tale will be read or told as a stimulus fo r 
dramatization resulting in written expres sion. 
The result ing story will resemble the fairy tale. 

3) One visit pe r week . 
El icitation of personal experiences wi l l be us ed as 
a stimulus for written language . The format is t he 
chi l d's choice. 
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4) One visit per week. 
Presentation of a short story or passage for children 
to become aware of the style and vocabulary. Resulting 
writt en expression will be modelled on the passage. 

II. Data Analyses 

A. Individual 

1) The corpus of writcen language collected from each 
was examined using trends in fluency, coherence and 
complexity during the seven weeks. 

2) Observations about comparative ease of composition and 
fluency of writing in the different forms was made , 
anecdota lly and reactions to different motivation 
was examined . 

B. Comparative 

1) Between s
1 

and s
2

. 

Low fluency subjects were compared using the data 
compiled in the study to see if any difference 
occurred over the seven weeks in syntactic complexity, 
fluency and socialized language when a scribe assisted. 

2) Between s
3 

and s
4

. 

High fluency subjects were compared using the data 
tabulated during study to see if any difference occurred 
over the seven weeks in syntactic complexity, fluency 
and socialized language when scribe did not assist 
with the written expression . 

3) Between s
1 

and s
3

. 

High and low fluency subjects were compared using the 
data compiled in tables to see the relative change in 
syntactic complexity, fluency or length and 
socialized language when a scribe assists . 

4) Between s
2 

and s
4

. 

High and low fluency subjects were compared to see 
the relative growth without a scribe . 
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5) Between sample and control groups. 
Observations about written fluency at this level were 
made by comparing study and control groups using 
anecdotal records of motivational difference. 

C. Verification 

To ensure objectivity of data analysis, tabulation was done 
separately by the scribe and an assistant researcher 
and compared. 

III. Instrumentation 

A. The Corpus 

The corpus of written language will be analyzed with the 
following instruments in Appendix II. 

1) Record of fluency - total communication units will be 
plotted on a graph as the basis for comparison of 
fluency. 

2) (a) Summary of syntactic complexity (Evanechko, 
Armstrong and Ollila) - a weekly record will be 
kept for each subject on types of structure 
used in the C.U. 's 

(b) Comparative table - progress of subjects will 
be presented on weekly basis in the table. 

3) Anecdotal record - motivation for each encounter and 
subjective observations of pertinent details on 
subject responses will be recorded. 

4) (a) Piagetian categori~s of speech. 
Percentage of egocentric and socialized language 
was established at the beginning. Findings are 
reported in Appendix III. 

(b) Written Counterparts of Piagetian Categories of 
Language - each sample of the child's writing 
will be analyzed to assign communication units 
to these categories as Piaget did with speech. 

(c) A cumulative graph - results will be plotted for 
duration of . study to record the percentage of 
egocentric language, calculated by the formula: 

% E.L. = 100 - % S.L. 
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B. The Calculations 

The formula , developed in separa te stages, is : 

Step 1 

% Socialized Language= S.L.c .u. 's x 100 
total c.u. 1 s 

Step 2: Where : 

S. L .c. u. ' s = Tota l c . u . ' s - ( E. L .. c. u. ' s t H) 

Step 3: Where: 

H = E.L.c.u. 's 
Total c.u . 's + .t 

Where z. is the sum of the ellisions. 

Step 4: Thus 

E.L . 

Total c.u. 's -~.L.C.u.'s t Total c. u. -f 
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% S. L. = ____________________ x 100 
Total c.u. 

IV. Limita tions 

A. Generalizability 

1) This is an ontogenic study . The small sample is not 
neces sarily rep resentative of the population but it 
may be possible to de fin e the relative difficulty in 
acquir ing better written skills with or without 
a scribe . 
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2) The findings of the study are specific to the subjects 
us ed . To generalize results the instruments would 
need to be used with random sampling of different 
populations. Research would be necessary at sever a l 
ability levels to tabulate and compare resul ts. 

3) Progress of sub j ects during the study may be 
attributable to increased opportunity to write, as 
much as to the use of a scribe. However , the use of 
the scribe is also seen as a way to facilitate volume 
of writing and therefore, this does not alter the 
psycholinguistic generalizations . 

B. Samp ling 

1) Children chosen a r e ca t egorized as high fluency or 
low fl uency in written language on the basis of fo ur 
samples of writing collected over a one week period, 
but this fluency may depend on interest and motivation. 
Observations checked with the subjective appraisals 
of the classroom teacher serve as judgemen t of 
subj ect's suitability. 

2) The results of a psycholinguistic app roach t o written 
acquisition may be more evident in a first grade 
classroom where strategies for written communication 
are in the formative stages. However, the intensity 
of this study may produce growth in written skills. 

3) It was assumed by the researcher that grade three 
stud en ts were more able to handle the volume of 
written work and whatever time demands the study 
makes in addition to classroom activities. 

C. Length 

1) Eight weeks is a limited time to effect significant 
progress but any growth occurring is more likely to 
be attributable to training than matur ation . 

2) A longitudinal study would be product ive of more growth 
or development . Generalizations of child's writ ing 
behaviour would be more accurate with increased data 
but this study is concerned with observing the 
child's initial reactions to this me thod to decide if 
further study would be a profita ble research undertaking. 
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D. !-'leasu r ement 

1) The instruments h~ve the capac ity to ncas ure some of the 
output of wr i t t e n l anguage bu t cannot pr e sume t o accurately 
r e cord t he psycho l og ical and neuro] og ical activity 
producing thought or l a ngua ge . 

2) The assurnp t ior.s about the similariti es between Piagetian 
c a t ego ri e s of l anguage and written product i on a re on l y 
theoretica l . In this study the same categori es a re used 
in the measuremen t as a usefu l way to explain progr ess . 

3) The t abulat i on of data , tha t is, th e measur emen t of 
l ength , complexity and type of writt en la nguaie , wil l be 
do ne by bo th scribe and r esearcher to r educe the 
subjective aspec t of language cat egori zation. 

E. \'ariability 

lJ T~ e r esu lts may be di s tort ed by th e inte rview t echniques 
used by th e sc rib e . Since t his is unavoidab l e , the sc ribe 
att e~pted to ass ist t he children with t he writ ing 
t ask by r edir ection ques t ions a nd not by s uggesting 

u r'\ .. ~" ir ,..., ,.. ...,c- -"\ ,:-, v-c-r-.-n~ l ,,..,..,..; '.:'.l'h 1 o c:: ;n rl:::ii 1"1 
, -~ • •'--~ ..... -, ............ ~---- ........... .. ...... _ ·-------- - · · "-·- - --✓ 

rapport and questioning s kill s are unavoidab le, Lhe 
product may e affected . 

2) During th e wri ting , the scribe was to r etain t he oral 
l ~n guage of the child but direct i on t hat he lped him 
maste r written form was permitted . 

3) There is no desirable way to contro l t h e conversati on 
or communication of children, th ere f ore, individua l 
dif fer ences , s uch as personality , dai l y hea lth a nd 
emotional stare of th e subjects also di s torted 
comparativ e da ta . 



CHAPTER FOUR 

FINDINGS 

This study was designed to examine children's production of 

written language f r om an individua l, clinical point of view so 

that close observation of the subjec ts could be ma de. The 

purpos e of the study was to collec t from the subjects a corpus 

of written language, under controlled conditions, over a short 

period of time to s ee if there were indica tions that the control 

cond itions produced a change in the written product of the 

subj ects . Since th e data was collected from two subj ec ts who 

were compared with a control grouJ of two there was no intention 

of making statis tical generalizations on such a small s ample. 

The intent of the study was to make individual and comparative 

records to discover any trends in the Type , Quantity or Quality 

of language used in writing . The conditions were describ ed as 

a "scribing encounte r" in which the language of the child was 

transcrib ed by the researche r who helped t he child to cla rify 

his thought and communicate his ideas orally but did not redir ect 

the child's writing . The expected outcome was that the child , 

assist ed i n this manner with the ~echanics of wri ting and the 

direction of thought , would be able to increase the quantity and 
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complexity of language used in writing. This prediction 

was made on the basis of a psycholinguistic theory of written 

language acquisition. If exposure to, and use of language 

forms develop s children's compe t ence with l anguage, it ultimately 

affects their performance, because of the system of g2neralizations 

they are able to build; it is hypothesized that this process 

also occurs for writing. 

Procedures were developed for the scribing researcher to 

spend half an hour a day : 

to motivate the subjects on a topic of interest; 

to take the dictation from the subject ' s oral 
language ; 

t o share the dictated story as it was reread by 
the s ubj e ct. 

The r esults of these scribing encounters were coded and recorced 

f or sev en weeks and then analyzed by instruments that focused on: 

1) the overall l ength and average length of C-unit; 

2) t he syntactic complexity of structures; and , 

3) the amount of egocentric and socialized language . 

A comparis on was made once a week between these dictated 

products and writ ten samples produced by the child hims elf to see 

if the length of the C-unit, the degr ee of syntactic complexity 

or the percentage of egocentric language differed. To compare 

the changes that were observed in the writing of the subject 

with a group who had not had the assistance of a scribe, two 

ch i ldren were us ed as a control group to see if they changed in 
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the seven week interval in: 

type of language us ed; 

amount of language produced; and, 

degr ee of syntact ic comp l exity . 

The results of the s tudy are presented under the headings : 

1) Quantity of Language Used by Subj ec ts; 

2) Complexi t y of Syntax Us ed by Subj ects ; 

3) Typ e of Language Used by Subjects; 

4) Motivation of Language Used With Subjects; and, 

5) Individual and Comparative Analysis. 

Synopsis of find ings and calculations of written language of: 

for seven weeks. 

Information included: 

Tables - Length of Communication Units; 

Analysis of Syntac t ic Complexity; 

Graphs of Egocentri c Language; and, 

We ekly Record Sheets and Samples of Stories -
Appendix II 
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These measures were devised to systematize observation of the 

subjective act of writing and therefore are only partially indicative 

of the process of l earning to be literate. The data was collected 

so that the examples of children's work could be examined to see if 

it could provide answers to the questions about literacy asked at 

the beginning of the study. 

These are: 

1) Is fluency and control of written language similar 
to fluency and control of oral communication? 

Apparently, from observation of the samples of work and an 

understanding of how the samples were produced, there was a clos e 

connection between the child's oral language and what he could produce 

either with t he scribe or independently, and that the complexity and 

coherence of utterances was similar. This is a conclusion supported 

from the analysis of the data in the tables showing an increase in 

the length of C-units . Both subjects showed a n increase of 1.7 

during the time of the study which was paralleled by their ability 

to talk more easily with the scribe as the story was develop ed. 

This, undoubtedly, had much to do with familiarity and ease in the 

situation necessary for creative language work. The scribe provided 

the security and encouragement necessary f or an increa se of fluency 

and control in both oral and written messages. 



2) Is fluency and control of written language increased 
when the writing is done as an extension of an 
oral message? 
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An increase in quanti ty, complexity and coher ence of the written 

stories of bo th subj ects is apparent in the measures us ed. This 

would be explained i n terms of the study as the r esult of the 

interaction with the scribe who could pr~pare subject to coherently 

express his ideas in writ ing by giving him an opportunity to compose 

aloud fir s t. This allows the scribe to give direction and feedback 

while the written message is being composed. As the data was 

collected, the samples of chi ldren 's work were examined for any 

corresponde nc e between the oral output and the written result. Each 

of the conversations with the scribe result ed in a piece of written 

work . These compositions were analyzed as indications of the child's 

d~gree of socializat ion. Their control and fluency while 

composing for writing was therefore partially observable and thus 

made it possible to see how much direction a child nee ded before he 

could express his ideas on paper , the type of response in writing. 

How his ideas fit together was dependent , at l east in oral work, 

on the degree of interest and involvement in the topic. The best 

stories in term of the study were thos e that were a communiq ue 

between researcher and child. 

3) Is written fluency at the early stage more dependent 
on control of the language conventions or on the 
creation of ideas to communicate? 

During the study, working closely with the two subjects made 

it possible to hypothesize about their approach t o writing and observe 
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their difficulties. There seemed to be, especially in subject 1, 

a simplification of language to phras es that could be written so 

there would b e less difficulty in putting it in writing. This 

seemed to be a natural way of handling the "convention of language" 

such as easier words to spell and shorter sentences. Howe,.rer, the most 

apparent difficulty was in creating a body of related ideas from which 

to select those best adapted to the written message. If the scribe 

could "bridge ideas" or help the subject keep on the track the 

organization of ideas was more coherent and interesting. 

This would indicate that children learning to write need to lea rn 

control and direction of the thought process and adopt a 

socialized poin t of view so that they can create and organize a written 

messag e . They will then be r eady for help in mastering the convention. 

If they are directed to focus on the "conventions 11 they are easily 

sidetracked and become less coherent. The table on complexity 

shows that as the quantity of writing increases so does use of more 

complex structures. Although no statement can be made about cause 

and effect in the data, there is obviously a correlation. 

4) Is the regression in fluency and control of language in 
the early stages of written composi tion due to 
difficulties inhe r ent in the written medium or to 
the child' s difficulty in organizing thought? 

Since writing with the s ubjects of the study required the researcher 

to analyze the child's mental "set" to writing, it was observed that 

both subjects had difficulty with the abstract quality of writing. 

They were dealing with patterns of thought and needed to have some way 
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of retaining ideas till they could be processed. Often what was said 

was forgotten as they tried to repress their ideas. Th ey noticed 

themselves that they had to have some method of remembering what 

they had been told. s
2 

took to scribbling words to remind himself 

of an idea . They both began observing closely the process of print 

through the typing example and wanted to spell words as they were 

being written. As they wrote for themselves they seemed to pay 

less attention to neatness and spelling as the study progressed and 

they were able to produce more. Thus the tables indicate a higher 

word count . This was obs erved in the study as an interest in getting 

the idea down so it would not be lost. Obviously, the mechanics 

slowed the children down to some extent but as they became involved 

with the topic less time was spent on the painstaking printing 

expected for a high standard of written work and more effort was 

put into making the ideas fit. Often a re-reading of the 

sentence made them want to change the expression. s2 became quite 

impressed with his own stories as being vehicles for ideas. The 

rocket story (3:3) in the appendix really appealed to him and wanted 

it just right because he realized the words were his own idea. 

5) Can children learn the complex linguistic information 
needed to write with fluency and control through a 
method which synthesizes form and content? 

The psycholinguistic focus of this study is to find a 

way to he lp children learn to write as naturally as they learn to 

sp eak . From the scribing encounters if was apparent that for this they 

needed a model and they needed much assistance but as they saw their 
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own language being transcribed they were helped to learn much of the 

informa tion th ey needed to be independent. It seemed a l ess 

onerous task to compose aloud 1ut they r einained interested as their 

stories appeared at the typewrite r and were quick to correct any errors 

or omissions. This r eq uired !!tracking ' ' or remenbering their thoughts 

which l ed to a higher- percentage of socialized language as th e study 

progressed and they were abl e to maintain the length and complexity 

of the written work when they wrote independen tly . This would 

indicate that synthesis of l earning about the written cod e was 

taking place. 

These are general answers to the ques tions posed at the 

beginning of the study. Further comment under the headings of 

Quantity, Complexi ty and Type will describe specific interpretation 

of the data. 



I. Findings On Children's Writing 

A. Quantity 

99 

s
1 

made the most gain in quantity of language used, but 

her output at first in both oral and written language was very 

limited; C-units tended to be short with much repetition of style 

and very little language was spontaneous. By the end of the study 

she was writing stories of several pages and offering much more 

oral language in the scribing encounter. It was noticeable that 

she began to play with the language and see the possibilities for 

making longer C-units. 

s
2 

was erratic throughout the study - at times his writte.n 

output was very l eng thy and a t othe r s he was no t interested in the 

task of writing. It became apnarent in working with him that he 

needed help in directly thinking or he quickly ran out of ideas. 

When he worked with a scribe his motivation and enthusiasm rose; 

when he was faced with the task independently it depended on his 

mood and involvement with the topic. Under discussion of the stories 

the motivational techniques which produced the longest stories were 

examined. It was found to be very beneficial to have a planning 

session before writing. Graphs pres ent the total length of stories 

(in c.u. 's) on a daily base to be analyzed comparatively. The 

chart which tabulates average length of C-unit unde r the complexity 

analysis indicates the progression during the study . 
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TABLE VII 

RECORD OF COMMUNI CATION UNITS PER STORY 

I Week 1 Week 2 
-

Story 1 2 3 4 Story 1 2 3 4 
-

s 2 8 8 10 16 20 5 9 1 

s 4 3 4 13 - 23 12 7 6 2 

s 11 9 3 
· • 

s4 27 10 

Week 3 Week 4 
r 

s 5 13 8 10 1 2 11 12 11 1 

s 8 19 21 7 10 11 7 18 2 

s3 8 12 

,., 
17 19 I 

4 

Week 5 Week 6 

s 13 14 10 10 9 1 2 24 18 1 

s2 16 4 8 8 12 19 25 14 

s3 15 14 

s4 14 24 

Week 7 

Sl 15 16 16 15 s - Shilpa 
1 

s2 12 13 27 12 s - Kevin 
2 

s3 18 s3 - Roopa 

s4 11 s4 - Warr. en 

--- -- - ------ --·-



B. Complexity 

It was important to ascertain ~f the C-units the subjects 

composed both in dictation and in independen t writing changed 

in complexity. Thes e are presented in table form. It was 

found that s
1 

made v2ry observable improvement in using 

descriptive language and combining sentence elements from the 

beginning of the study . She perhaps improved because of the 

opportunity to use oral l anguage, her increased confidence, the 

attention of the scribe or greater familiarity with English 

but she did attempt much more complex expression as th e study 

progressed and t here was a transfer to her own writing t hat 

made her able to put her own ideas into a written form , which 

she had been unable to handle at the beginning . s
2 

also showed 

a wide r ange of word usage and more complex structures but 

characterist ica l ly this was erratic . He regressed freq uently 

to run- on sentences and simple sentences in his own writing , 

although in the scribing encounter he often us ed exampl es of 

complex syntax both orally and for dictation and showed a 

knowledge of how language works that supports the assumption that 

his basic competence includes complex language forms that he 

did not feel the need to use in his written language . Da t a is 

compil ed from Instrument 2, 11 Summary of of Syntactic Compl exity" 

( Evans, Armstrong and Ollila ). 
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It is j_nteresting that the two subjects who were given scribing 

assistance showed an increase of avera/ge number of words per 

c.u. that exceeded the increase of subjects in the control group. 

s
1 

went from 8.3 to 10 words, while s
3 

who was matched in S.E.S. 

to s
1 

but began as a more fluent writer, increased only . 9 from the 

original 8 word average. s
2

~ as compared to s
4

, his count erpart 

in the control group, made an increase of 1.7 over the 1.1 of s
4

. 

As far as typ es of structure s
1 

began with no complex structures 

and by the end of the study was using more 2 count s t ructures. 

s
2 

showed a remarkable increase from 2 to 19, of the two count 

structures while both members of the control group had very few of the 

more complex patterns . 

It is worthy of note that the total word count for the control 

group of s
3 

and S 
4 

is based on only one story per week which :,,as used 

to compare with the ind ependent writing of the subjects in t he 

group under study. 

Significant to the observation is that the overall number of 

c.u . 's increased because this indicates that subjects were able to 

selectively use more information as they became more f l uent. 

s
1 

shows a tally of 62 c.u .' s for week 7 as compared to only 28 

in week one. This was also true for s
2 

who went from 24 to 64 c . u. ' s. 

At tre end of the study both were much more confident that they 

could express their ideas in the written mode and we re more anxious 

to communicate their ideas . They ha d s everal ways of 

approach i ng writing ta s ks and wasted l e ss t ime getting started than 



103 

It is interesting that the two subjects who were given scribing 

assistance showed an increase of averaage number of words per 

c.u. that exceeded the increase of subjects in the control group. 

s1 w~~ from 8.3 to 10 words, while s3 who was matched in S.E.S. 

to s1 but began as a more fluent writer, increased only .9 from the 

original 8 word average. s
2

, as compared to s
4

, his counterpart 

in the control group, made an increase of 1.7 over the 1.1 of s
4

• 

As far as types of structure s1 began with no complex structures 

and by the end of the study was using more 2 count structures. 

s
2 

showed a remarkable increase from 2 to 19, of the two count 

structures while both members of the control group had very few of the 

more complex patterns. 

It is worthy of note that the total word count for the control 

group of s
3 

and s
4 

is based on only one story per week which was used 

to compare with the independent writing of the subjects in the 

group under study. 

Significant to the observation is that the overall number of 

c.u.'s increased because this indicates that subjects were able to 

selectively use more information as they became more fluent. 

s1 shows a tally of 62 c.u.'s for week 7 as compared to only 28 

in week one. This was also true for s
2 

who went from 24 to 64 c.u.'s. 

At t!Eend of the study both were much more confident that they 

could express their ideas in the written mode and were more anxious 

to communicate their ideas. They had several ways of 

approaching writing tasks and wasted less time getting started than 



they had at the beginning . 

Summarily , they felt the scribe was he lp ing them write and 

they were willing to try to express their ideas. 

l Qq. 



One of the premises of the study was that the child changed 

the type of l anguage as his purposes for language use altered. 

The types of language which were under consideration here were 

Piaget's categories of egocentric and socialized langua ge 

because the study intended to show that egocentric language 

use also occurs in writing. The child decreases the percentage 
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of egocentric language when he adapts his communication to another's 

needs . The table - I. l assigning all communication units to 

egocentric or socialized categories was us ed to deve lop Graph I - IV 

which demonstrates the subject's uses of socialized language in 

writing. This was done weekly because of the small number of 

c . u . 's produced daily. The quantitative repre sent ation of 

egocentric language would exceed the tally of communication units 

because of the presence of elisions or gaps in the development 

of the idea and allusive or syncretistic s tatements where 

expansion or clarifica tion i s necessary for socialized communication. 

These elisions are an indication of the child' s stage of 

langua ge developmen t and decr ease as he becomes awar e of the ne ed 

to adapt his communication to the needs of a receiver . The 

language the child would have us ed in place of the e lisions may 

be egocen tric or socialized. The percentage of egocentric 

language appearing in the child's writing was corrected to account 

for the phenomenon of the elision by a formula . 



Calculat ing a co-eff icient to represent the relationship of 

the elisions to the written expression of the child required a 

comparison of the amount of egocentric language to the total 

expression , allowing for the elisions. The co-efficient, 

calculated by a method similar to Piaget ' s speech, was termed)-/ . 

The numbe r of elisions ( was taken as a missing . por tion of t he 

tota l c.u. 's and they were therefore a part of the relationship 

of the total c.u. 's to the tota l egocent r ic c.u.'s. Th e value 

of/! was directly relat ed to the percentage of egocentric 

language in the child 's wr i ting and therefore affected the amount 

t ermed socializ ed language inversely. This value of/-/ did not 

vary great ly bu t decreased as less egocentric language was used. 

The preliminary data analysis shows there is some reason to believe 

that, with statistical s tudy, a t ~ble could b e developed to 

standardize the v alue of )I for the writing of children. 

The formul a , developed in separate stages by the 

researcher is: 

Step 1 

% Socialized Language= S.L.c.u. X 100 - - --------
Total c.u. 

Step 2: Where 

S.L.c.u . = Total c.u. - ( E. L.c.u. + f/ J 
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Step 3: Where 

E.L. 
Total c.u. t z 

If ~ is the sum of the elisions . 

Step 4: Thus 

% S.L. = [ 

E.L. 

i Total c.u . t t x 100 ------------~--------~ 
Total c .u. - E.L. 

Total c.u. 

This was validat e d by two graduate assistants who tallied the 

written c.u .' s and arrived at a value for S.L. that was 

consistent. 

The graphs were developed from this data for the subjects 

of the study , s howing that as children were helped by the scribe 

to r educe the e ll i ptical reference, the syncre tistic thi nking 

and the vague allusions, the amount of so cialized langua ge 

increa~ed. It indicated, f rom the reduction of H in the 

independent writ ten product s , tha t they were able to make progress 

when their purposes of connnunication wer e clear or i mpor tant to 

them. s
1 

made very noticeable gains in her use of socialized 

communi ca tion in writing bu t s
2 

was f ound to va r y gr ea tly. 

In a large r study the significance of this t r e nd t cwa r d 
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socialized language and reduction of egocentric language forms 

could be made statistical . 
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Examination of the data shows there was a difference in length 

of communication units and t ha t there was a decrease in egocentric 

typ es of c.u.'s, but analysis of th e data does not give enough 

information about the subjects ' approach to the problems of writing. 

As the data was collected it was possible to note certain tendencies 

in each subject ' s approach which were apparently characteristic 

and related to the persoua lity and stage of language development of 

the subject. The way he expressed himself, the things that captured 

his attention, and stimulated greater production and satisfaction 

in writing , were dependent on subjective factors disciussed in 

Appendix I. 

For example , s
1 

used little imagination and could not "picture" 

cce~2c frc2l;. She needed much prom~ting with que~ tinns ~bout dP tRi l ~ 

to e licit any story. Her ear ly stories are nearly incoherent with 

a high rate - 95 %, of egocentric language . This is evidenced in the 

examples from Week 3 included in the Appendix I. She uses a state­

ment in her first story that indicates her awareness of her 

limita tion. She says , ''That's all I have to tell you. 11 She needed 

the constant help of the scribe to connect ideas. This t endency 

to use a high pe rcentage of ego-centric language was detec ted i n 

writing through the many elliptical statements, tha t is, there were 

many gaps in t he story. Through interac t i on with the r esearcher 

and s2 , conf idence in he~ language ability grew and she was willing 

to make l onger statemen ts a nd play with words and ideas s o by the end 

of the study had nearly tripl ed he r outpu t and reduced t he egocentric 

language to 82%. 
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s
2 

used egocentric language differently. He became engrossed 

in an idea and forgot what he had said before. He lost track of his 

thinking and needed constant reminders to fill in the details. 

He was able to do this quite well with help and he reduced the 

amount of egocentric language from 99% to 89 %. 

Both members of the control group used more socialized or coherent 

language throughout the study and made relatively little change. 

They had not used many elliptical statements and seemed able to keep 

the thread of communication going in oral and written work. These 

subjects were therefore more "literate", than those under study in the 

scribing group, because they were able to express themselves with 

more fluency and control in a way that could be communicated to 

others. 

The use of ellipses, then, is taken in this study to be one of 

the important indications that a child will need assistance before 

he can develop literacy. The number of ellipses indicates an 

inability to handle the written code for meaning. The best method 

to develop coherence of thought necessary for written expression is 

in the presence of another who can question the child about his meaning 

till he learns to hold the thought for hims elf without losing track 

while he writes . To identify hims elf as t he reader who must also 

be able to follow,helps the child to avoid the ellipses of the 

egoc entric point of vie~,then he can externalize his thoughts so they 

can be shared. 



Egocentrism as shown on the graphs is directly related to 

the number of ellipses or I . A high Lis taken as an indication 

that the child cannot yet process enough information to make his 

message c~herent. Thi s was the justification for a scribing 

technique to help children bridge the gap to literacy. 

llS 
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C}lAPTER FIVE 

Sillf.1.ARY , CONCLUSIONS , A,",;m n!PLlCATIO~ S 

The nature of l anguage and th e nature of l anguage learning 

indicate there must be a dynamic int erre l a tion of t he sources 

of language and the conditions of its use . The connection be t~een 

purpose 2nd s ou r ces r.1ay be summarized by t he parallel list below: 

. . 
The purpose of langua g e fo r expression , cormnun i ca tio:1 and thought 

is interdependent v:ith ti1e sources of language learning .;;h ich is 

pr edic~ted on ac t ion, reaction and interac t ion, so tl1e Lwu list s can 

be joined by r ec ip rocal ties. 

LANGlJAGE PURPOSES 

Pe r s o;ia l 

Social 

Cor,ceptua:~ 

LANGUAGE SOURCES 

AcUon 

Reaction 
(Experience ) 

Int eraction 

The chi J.d' s powe r o f c · ncep tualization and his ski ll in cormnunicatj on 

is deve ] oped by an ;1 t . .'.::, r at ion of informat:;.on about lang1iag e and a 

reciproci ty be t ween h .:. rn self an d his env i ronment . Fo r him to ]earn 

t he processes of tommunicat i on , he mus t adap t sources to his own 

pur po s(~ :, . 
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Psycholinguistics is concerned with language as a process . 

Speech and writing are productive processes of language used for 

similar purposes and having the same sources1 so a study of the 

concepts of psycholinguistics can help explain the nature of writt en 

language. The nature of written language and the nature of literacy 

suggest that a performance/compecence model can be theorized for both 

forms of expression , that is, that the child knows much more about 

the written language than he uses. To develop literacy, the child 

must be able to utilize more of the knowledge in his performa nce of 

the writing act. 

Literacy is developed on a natural language base. The analogies 

be tween writing and speech suggest that an approach to instruction for 

wri Ling us i11 1s o:cacv as c1 base. Also. it seems axiomatic that .Learning 

to write is easiest for the child in a situation that is physchologically 

supportive and that can provide stimulation of his ideas so that he 

can ]earn t o produce a written mes ~age by referring to wha t he would 

say aloud. This requires much talk to prepare him for the encoding 

of a written communique. This study recommends that the child be 

assisted by a scribe who can help him with the symbolization of his 

ideas . This initiation to literacy is seen as a natural development 

of the child's speech to a new symbol system . 

It has been theorized for purposes of this study that learning 

to write is a psycholinguis tic task, involving the coding of a message 

in a leal'."ned symbol syst em for purposes of communication . The psycho­

linguistic models for acquisition of speech have been _us e d to explain 
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both performance and competence in writing. The child learning 

to write needs the s ame support from other language users as the 

child learning to speak. The difficulty of explaining to a young child 

what writers do to produce a message is much more difficult than 

showing him and letting him learn by the examples of written work he 

produces with assistance. 

The study was a means of compiling some data about the process 

of the scribing method of teaching literacy, and for purposes of this 

research showed that children were writing more, writing more easily 

and writing more complex messages after they were assisted by the 

scribe. The conclusions show the r easons for a psycholinguistic 

basis to instruction for literacy in the primar y grades. 
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II. A. CONCLUSIONS ON THE RELATION OF SP EECH TO LITERACY 

In the study the analogies and dissimilarity betwe en speech and 

writing emphasized psycholinguistic principles . Table I X is a 

compilation of ideas which have been examined. 

TABLE IX 

ANALOGIES 

Speaking and writing are psycholinguistic activities that: 

1) mediate meaning through a symbol system; 

2) conform to conventions of phonology, repres~nted by 
the symbols; 

3) have a similarity of function in communication; 

4) are expressions of meaning by an individual; 

5) are the evidence of the synthesis of ideas which 
activites the mechanisms for language production; 

6) .rely on the functions of Short Term Memory and Long 
Term Memory for processing inf ormation; 

7) depend on past experience for semantic knowledge ; 

8) have a de ep structure that is different from the 
surface structure ; 

9) utilize rule3 of syntax that have been acquired; 

10) are l earned by a synthesis of form rathe r than by 
analysis of struc ture ; 

11) require a l a r ge corpus of l anguage to develop 
neces s ary gene ralizations about f orm; 

12) use f eedback on the errors to r efine a s ys tem of 
generali zation; 

13) use symbols connec tedly and not as individual 
units; 

14) proces s meaning as a flow; 



15) depend on an inner motivation for conceptual 
organization; and , 

16) have a competence that exceeds performance . 

DISSIMILARITIES 

1) speech is l earned naturally and spontaneously; learning 
to write is a decisive or arbitrary act; 

2) speech i s a primary linguis tic a ctivity ; writing 
is a further application of linguistic knowledge ; 

3) speech is a spontaneous activity; writing is contrived , 
ther efore , a time lag in production affects meaning ; 

4) spoken form differs from written form; therefore, 
different percep tions are necessary; 

5 ) l inguistic units of sp ee ch are phonemic; in writing 
they are alphabetic or graphemic; 
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o) spt:et:n sounus are a comµ l ex cuoe; pr .Lill j_,:; a iUUL c s.i.1uplc 
cirher s ymbol reduction of the speech code ; 

7) s ymbols in writing can be perceived separatel y for 
analysis; in speech they are difficult to proces s 
s eparately . 

B. GENERAL IZATIONS ON THE STUDY 

Language learning and logic are , indeed, r elated to literacy 

but th e young child makes the relationship only if his experience 

with writing is wide enough to permi t formulation of gene r a lizations 

about both forms of l ang uage which are personal l y significant: 

thi s is the i rripor t of the psycholinguis t theory, the child can learn 

f or himse lf what wo uld be ~ery di fficult to teach abo ut l anguage. 

He is able to process language and dis cern relationships provided h e 

has eno ugh "pr i rr.ary 1inguistic data" , as McNei l ca:Ll s the input, thus, 

an unde rs tanding of how children r eceive this data , which gives mas t ery 



121 
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of language skill, is needed to enable educators to st ructure activities 

that lead to fluency and control. The psycholinguist's area of 

interest has been to discover how children progress to functional 

command over their lan8uage structure; it has been primary with speech 

and to some extent in reading but it can be extend ed to i~clude acquisition 

of written language . Both Goodman and Smith stress the need for psycho­

linguists to try to explain the process: Smith says that the psycho-

linguist" is concerned with how thoughts are generated and how 

they can be reproduced ·on paper"; he states, however, " ... unfort-

unately, a great dea l cannot be said about either topic, although much 

is wait ing to be understood."
113 

This study, in a small ~ay , has been 

concerned with unders tanding the process. 

The assistance of a scribe who can directly and correctly give 

,...,l"Tnhr. 1 r""' 
W) 4..L.J'-' ..L. ...J :md p2tter!ls 

individua l basis does, on the basis of the study's findings, 

facilitate the process of l earning to write. The foundations for 

futur e fluency can in this way be established so that logical 

thought necessary for literacy can develop. Production of 

wri tten language without close supervision and assistance was 

s een in this study to be v ery frustrating to the child who does 

not understand the generalizations necessary for writing, and , 

without proper feedback, h e may adopt stra tegies which are 

incorrect or de trimental. At the formative stage of wri t ing 

skills, as is true for acquisi tion of speech, the f eedback the 

child receives about his performanc e is critical to his 



organization of the structure of language and his construction 

of the feature lists which serve for recognition and production 

of language . As he extends his use of language i n the next task 

of writing .he needs to establish the parameters of the t ask , 

that is, he needs to understand what it is "to write 11
, to 

transpos e ideas from thought to paper . He must in some way 

define the paradigm which he will use to make language his own 

in both speech and writing. The intent of this study ha s been 

to show one way to assist children in the acquisition of written 

language by helping them understand the idea of writing. As the 

child sees written langua ge produced which corresponds to his oral 

language and thought he discovers the relationship for himself 

and gc:.ln::; curnpe i.e nce l n .- .C. 1 ---- .. ......... ...... - ...... -+ ...... ~..,.,...,,,... r. 
U.L. J..<..£a.i.{:;~ ...._ b t_:. t"_.._ ~ v ..... .:.~'- '- - ---- .. 

Appendix II serves for comparison of ass i sted and independent 

writing. 

It is a psycholinguistic assumption underlying this study 

that some competence must be gained before performance can occur; 

competence is gained by exposure , experimentation and feedback. 

This suggests t hat much assisted work precedes independent writing. 

Smith says writing becomes 11
• . a futile exercise in confused 

exaspera tion" because children learning to write often make a 

r egr ession to l ess fl~ent forms of l a nguage than they us e in 

spee ch and the r e fore become confused and frustrated . This study, 

which was designed to make some r ecommendations on the reduction 
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of children's fru s tration in writing a nd suggest ways to have the child 

make sense out of his expe ri ences with written language, seems to indic­

ate that supportive help a nd models he lp the child produce more writing 

and more complex writing, with more att er:tion to communication purposes. 

It is significant that all language l earning moves from fluency 

to control. In written skills we have expe cted a high degree of control 

over very complex linguistic data and oft en have censored the early 

fluency stage in which linguistic generalizations are ~ade through error 

and appropriate fe edback. This study off ers a way to initiate the child 

into the conventions of written language that may help him use better 

stra .'.:egies to gain fluency by permitting him to exp eriment with pro­

duction of the writt en count erpart of s peech. With the assista nce of 

one who is skillful in writing, fluency can develop naturally. Even 

· ~ , • .! -
L.11 ..LC" 

effective and ult ima t e ly e fficient way of teaching for literacy . 

If it is true that language learning is an active involvement in 

the communication process, this study has implication for the kind of 

writing experiences appropriate for child ren in prima r y grades . Quoting 

Smith again , "Practis e is the means by which all langua ge 

skills are develo ped a nd tested, and practise must be on 

tasks that are easy ... The best way to encourag e writing, 

like th e best wa y to deve lop r eading , i s to make the tas k easy !u, 

or, at least compre hensible . The major significanc e of the 

study i s the pr emi s ~ tha t l earni ng t o wr i t e is nade easie r by 

pr ovid i ng opportuni ti es for t he chi ld t o produc e a large corpus 



of written language with the ass istance of a litera t e helper. 

This can in f act produce r easonab l e models of written work that 

will give him some satisfa c tion in expr essing his ideas in the 

new medi um.- The findings s eem to indica t e that scri bing do es 

improve the quantity , complexity and socialization of a child's 

writing. This study has been concerned, basica lly, with the 
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relationship of l anguage , logic and lite r acy in terms o"f psycholinguistic 

and Piage tian r esearch on child l anguage , in an attempt to und erstand 

how children l earn to write . 

In working with s
1 

and s
2 

the types of motivations and 

nature of the writing task seeme d to produce a varia tion in the 

proportion of egocentric language in the t ota l communication units 

bl!t the value of tne co-eff.i.c.i.ent fo r eguce,,i..r _;_c :augL•.ai, 2 d:;__G ;.;c~ 

seem to change for each child until the total amount of egoc entric 

language ~as reduce d in their writing because of the use of more 

cohe rent and complex statements . s1 was ab l e to make t his 

reduction more rapidly because she became familiar with English 

in us e bu t s
2 

was more prone to maintain the va lue of I/ because 

he found i t d~ ffi cult to socialize his language or to adapt his 

writing to t he needs of a r eceiver wi thout assis t ance . 

The progr ess of ea ch subject was exp l ained by the degree of 

language sociali za tion each chi l d ha d achi ev ed in writing. 

s
2 

was able to decrease th_e egocentricity of his writ i ng when he was 

. he l ped .// was used as an indicator of the de gree of soc ializa t ion 



the child was ca pab l e of in writing, t his was pr eferable to 

a r aw score of the egocentric language c . u . ' s because t he wr iting 

ac t at all l evels is high in egocentr ic language . Using t he 

formula makes i t possible t o see how t he wri t ing act reflect s 

the stage of l anguage socia l iza t ion . 

Chi ldren ' s tendency t o use e l lipses furnished valuab l e 

inf ormation about their ability to convey thouglt in writin g and 

t he ir need f or organiza t i onal help and oral language experience 

before writing. This could enable the t eacher t o match wri ting 

t a sks and instruction to the young child on a sound Piage tian 

basis . 

~- .. 
bll.UW• 

Re sul t s of the study r epor ted under Findings (Appendix !ml. 

PERCENTAGE OF EGOCENTRIC LANGUAGE IN CHILDREN 'S WRITING 

Age 6 - 7 

Age 7 - 8 

83 % 

68.5 % 

I nd i catio;.:s of the pilot s tudy were that there was a 

regression to less fluent or coher ent forms of expression because 

egocentric language approximate l y doubled that recorded in the oral 

speech of t he subjects . Further observa tion supported t he higher 

expectation for egocentric language. On the basis of this 

obser vation some hypotheses were formed in regard to children ' s 

problems in becoming literate . 
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C. Hypotheses Of Causes Of Regresiion To Egocentric Language 
In Early ~riting 

1) Early stages of writing are characterized by egocentric 
language and there is a regression from the fluency and 
control of s pe ech because the child has not yet equated 
the two for~s of language and th erefore the.conten t 
reflects the deg ree of orga nization of his thought 
and his compe tence is gained slowly . 
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2) Organization of though t requires a focus and a point of view 
which can be r elated to a rec eive r . The child's point 
of vi ew is very egocentric and his intellectual ego­
centricism r eappears whenever his organization is 
confus ed; therefore he cannot adapt hi s written message 
to a receiver until he learns to receive his own message 
as a read e r . 

3) Reflection is necessary to the creation and or ganization 
of written thought . The child's system of reference 
becomes confused when he.must r eflec t and there is a 
regression to egocentric though t a nd expr ession because 
the id eas he generates cannot be spontaneously expressed, 
as th ey are in s peech. Therefore, written fluency 
and con Lr ul G.evel:.;ps wr1en tne ci1ilci can r.:>ccrci chought . 

4) In early stages of writing, the spontar1eous expression 
of the child is interrupted by th e delays and demands of 
transcription of thought to script . There fore, the 
reappearance of egocentri c style and form of language 
is due to the child's inability to retain his thoughts 
in verbal form while he solves the problems and handles 
the mechanics of writ i ng - i . e . r emembering words , deciphering 
spelling, holding pencil properly . 

5 ) Sc r ipt requir es the child to proc es s much new linguistic 
information and he wi ll gain competence and fluency 
with the new form slow1v . The early stages exhibit ego­
centric language be u ~ ~ the child cannot synth esize form 
and content without ~uch experience in the new medium . 

These hypoth eses are considered i.n terms of the study as the 

tentative aas\..'ers to the questions formulated at th e b eginning of the 

study designed to examine literacy in the earty grades . Although they 

are not conclusive they represent the opinions derived from a 

clo se obscrvatiori of children's approach to ~riting and the r esult s that 
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were obtained. As hypotheses , they incorporate both subjective and 

objective aspects of the study of young children ' s writing . 

The evidence in the study is that ch i ldren do use a higher pe rc entage 

of egocentric language in early writing than they do in th e ir s peech . 

This is to be expected since writing does have an egocentric 

characteristic, however, the presence of ~any ellipses in the writing 

of young children can be seen as evidence of their problems in coherent 

message production. Without assistance they become unavoidably lost 

in their own thought process . This confusion is difficult for them to 

elimj_nate . The confusion is so basic to this stage of writing tha t, 

until th ey deve lop way s to "keep track" of their ideas , the ellipses 

will continue to appear as a sign of their particular stage of wri tten 

recognizing children who need help in developing writt en languag e . 

Analysis of t he ellipses in children's writing is one of the few ways 

available to understa nd the child ' s ability to track, or retain, thought. 

Much study could b e done on the ellipses as a way to identify and treat 

early difficulties with writing using gr aphs such as developed in the 

findings. 

The hypotheses on the regression to egocent ric language utilize 

a Piagetian principle op erat i ng in the chi ld's cognitive structure . 

Behind the written line lies the child ' s idea - an inner intention 

of meani ng . When he is able t o proces s th e meaning in suitab] e written 

symbols he s ucc e~ds in trans forming his thought into a communication 

with th e worJd. Th is r equires him t o become aware o f the direction of 
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his ideas. Subjects under study had great difficulty in giving direction 

to their though t and keeping on course with their ideas . They had to 

learn to direct the written expression at someone;in th e study 

it was th~ scribe who became the recipient until the scribe showe d them 

how to use the rereading process to check dir ection. At this point 

they became much more able to direct their own thought; and ellipses 

were less in evidence. 

Only when the children were ready to understand that their 

thought could be controlled, or, when th ey did not "lose track" 

of what they were talking abo ut, could they improve on the coherer.ce 

and completeness of their ideas. When they learn to focus on what 

thoughts they have to use can they select related and significant 

0 1 o m o nt- C to '.l'.' e!~rnd1.1('P j n t nei r writ t en message: . 

This focus, that he must learn if h e is to write, is similar 

to the kind of attention to the object that the yo ung child, learning 

to hold things in memory even when it disapp ears from sight, must 

develop. Thought , wh en it is what Piaget called egocentric, is like the 

object that disapp ears -from the child's memory when he i s not 

attending directly to it - he "forget s" what h e has s een or thought. 

So with early writing . It is dif ficul t for the child to remember th e 

flow of his thoughts - it is like an adult trying to r emember a dream 

or the seque nce and signif icance of a ll the images in a movie. 

In r ecount ing it, much is l ef t out, therefore, it is elliptical and 

incoh e r ent, because it i s mos tly forgotten . As the child can focus 

on the sE:nsa tion of thinking a nd realize tha t his ideas ca n be created 
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and controlled, he i s able to make r elationships that survive long 

enough as an i~ea t o wake it pos sible to expr e ss them in writing . 

Speech is mu ch c loser than writing to b e ing simultaneous wi t h 

though t orig ins . Children in t he study could create and expr ess i deas 

more cohe rently aloud; it was in writing t ha t the r e was a barrier to 

spontaneous expres sion. It would s e em reasona bl e that the short t e rm 

memory becomes so ove rloaded w:i. th informa tion that cannot be 

spontaneous ly expr es s ed in writing . To write, the childr en had to ma ke 

thought '1conscious ", they could not r e l y on the short t e rm memory 

if t hey needed t o r efer ba ck to thes e ideas . The hypot heses about 

regression r ef lec t t he obs er vation t ha t children 'Jle re not able to 

mak e t hougl1 t conscious or l as ting eas ily . Thi s opinion is bas ed , of 

L.U Ul. ::>t.: , iJ iL i: ...... t--l-.. ,..,. ,... ,., 1 h1 1t-

is cor r ec t by psycholinguistic principles. 

The child' s orig i n of ideas in s peaking is barely conscious to 

him -- he s µeaks of t en without "ref l ection" - a word used, r eally , 

for r erunn i ng t he same thought t o examine it or "re thinking". This 

i mpl i es that he has l ear ned to s t ore or r e tain his ideas . In fact, 

un l e s s the origins of ideas are known, he cannot re t r ace them or 

rever se t he process to s ~e wha t i de as he was thinking b ecause they 

a re almos 1.. l ast i n his s ubconsc i ous process . This was seen Lo be 

t rue i n t he ear ly par t of t he s t udy . Chi l dren fo rgot so eas ily wha t 

t hey were th i nking ~hen they were Rs ked to wr i te i t tha t they needed 

to " ref l ee L" o r rerun t hei r id ens t o see if they ma c. e s ense . 
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This requ i r e d the same kind of assistance to dev elop focus and 

continuity as the very young child needs to fo:r::-m 2 constant im2ie of An 

object, for example, a rattle in his environment. The scribe 

helped t he children form a communication with the environment so that 

the ideas exchanged could be re-examined. The way used in the study 

to overcome the reg ression to egocentric language was to help th e 

subject ' s focus on the ellipses to fill in the information . 

When the ch ild had "forgotten" he was helped to remember the thought 

anct reflect on his ideas. This led to a better focus and more r e­

reading as the child r ealized he was able to "receiv~" his own 

message . Both subjects needed considerable help in keeping this 

focus , which is both intelligent and sensational. Though t is also a 

th ey perceived their own ideas they were able to communicate them more 

fully. This is the development Piaget discuss es as the sociali zation 

of language in writing. This r ecording of language becomes a mere 

sophisticated, cognitive skill. 

I II. Implications For Teachin_g__ Literacy 

A. Practicality of Me thod 

It was apparent from the interaction with t:ie subjects as well as 

fror:i e1~amination of the data, that the subjects of the study enjoyed 

and responcled to the individual attention while trying to write . 

In light of the theories 6f l anguage acquisition discussed in this thes is, 

contact with a scribe would be beneficial for a1y child l earning to 
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write; the scribe would help the child clarify thoughts , and assist 

him in the difficult mechanics of the early stages of writing, 

including spelling, grarmnar and the printing process, as well as 

provide encouragement to the child to produce a larger corpus of written 

language. However, the scribing method could be most profitable wh en 

there was a continuity in the type of experience used in this study . 

Generally speaking, it is difficult to provide enough ~f this 

scribing time with the child to develop the appropriate strategies for 

writing in the normal classroom. If there could be other encounters 

with a scribe other than the teacher the method woul'd be more 

adapted to the needs of the primary classroom. It would be necessary to 

train parents, aids, older children or some volunteers in a programme 

so that each child in the e3~ly st a3es of learnin~ tn write could spend 

time almost daily with someone who could help him scribe his ideas. 

Anytime spent doing this type of programme is obviously teaching time 

well spent in terms of f eedback to the child, but to be properly called 

a_ scribing method for teaching writing it would have to b e much more 

intensive than the single teacher could effectively handle without 

' help. 

The most practical time to begin a programme of scribing encou nters 

would be very early in the child' s attempts to master th e written 

code. Habits of writing and understanding of formg would be developed 

without frustra tion at that point. But scribing is useful at all stages 

and could eV(~n b e used at intervals to assist children as they use more 

complex forms and ideas . This could be done f ai rly easily , even by a 
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single t eacher in th e clas sroom using a rotationa l system of interviews 

or , with volunteer help, it could be expanded to be us ed r emedially to 

those who were not gaining f l uency and control in written work. In 

effect , tha t i s , what was done with the two subjects in this study . 

A remedial- program.me was provided for them so that the wri ting process 

could be demonstra t ed . Both sub j ects , before the study seemed to 

demonstrate a r egression to mor e egocentric language or were unable to 

produce a large enough body of written language to becdme skillful . 

This programme , then, was a practical solution t o their need for 

individual as sistance and they were then observed as t ypica l students 

needing help t o learn to write. 

B. Red ef ining The Writing Process 

(i) Writinf As F.xnrPs?io~.· Writin~ must be an opportunity to 

make sense using new symbols for ideas that can be expressed i n speech . 

The assump ticns about the nature of l anguage used a t the beginning 

of this s tudy are also applicable to writing . How can writillg be 

l earned as: 

a) personal expression; 

b) communication; and 

c ) a s ystem of language governed by rules . 

Sapir explains that language develops f rom" the t endency 

to master r ea l ity , not by dir ect and ad hoc handling of that 

e l ement, but by rcduc·tion of experience to a familiar form. 11115 

TI1e vcrb alism that Sapi r postulates satura tes experience is the sourc e 

of all written expression. Therefore , what a child knows about the 



133 

world and about language ar e basic to transfer of sense to 

a page . If a child would not be likely to talk about a subject, 

it is not a r easonable attitude to expec t him to write about it.
116 

Writing reflects the personality and the conceptual order of the 

child and depends on the prior existence of speech (even where 

it is the speech of others) for him to reduce his view of r eality 

to language fo rms that are familiar, natural and expressive , 

therefore, talking should play a large role in a writing programme. 

For the child to learn to write, expression must fill s ome 

subjective purpose. Feelings, thoughts, experiences must be 

clarified and ordered if they are to be ar ti cul ated. This 

requires awareness and reflection. Britton se~s written 

expression as using language in the role of :=i. spec tator , because 

one must distance fr om the innnediate a.nd express a subjective 

viewpoint. He says, "What we build with the help of language 

d b lf . ..117 is not only s war picture, ut a se . picture , because 

it develops from some type of introspection so that the 

spectator is free to attend to form of exprE,ssion, " . to 

form s of and in the utterance; to linguiitic forms, to the form 

f d · 11 t th tt d form of fe e li'ng. 
11118 o even t s an es pec ia y o · e pa crns an 

By implica tion , teaching a child to write requires the teacher 

to help in reduction of the child's reality to writt.cn form so he 

can examine it as a spP.c tator. This is best done when teacher is 

a participant in the communication ~recess, bo th in speech a nd 

writing. 



( ii) Writing As Communication . " In my opinion writing is 

not1.ing i11ore t~' °"" c: varie ty of speech .:hid, endures aftc-::- it 

11119 is spoken . Cas tiglione , a Renaissance courtier , recognizing 

the nature of writ t en l anguage to pres erve communication , advises 

writers to seek precision a nd clarity in order to f acil itate the 

r eader's interpretation. The transfer of ideas to written form 

and the development of skill s for adap ting l anguage to a new 

medium is important to both the cour tier and the child l earn i ng 

to write . This r e quir e s much assistan ce before the child can 

clarify ideas and articula te them for a reader. He must first 

l earn to think L ~3 S egocentricall y. The implication of th is 

study is t hat he learns bes t with ass i s t ance of another pe rs on 

The purpose of wr i ting , at its simplest , i s t o communic.'.l te 

and therefore , pre supposes a reader jus t as speech presuvposes a 
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heare r. 11 • 11 120 Britton calls this presuppos i tion a s en se of a udience, 

which wi l l det e r mine what i s said and how it is said. He 

clas sif ies ch ild ren ' s writing in four main categories according 

to communicat ive parposes: self as audience , t eacher as 

audi ence , a "known " a ud i ence , i . e. peers, and an unknown audj ence . 

The di f f erence i n wri ting style increases as the child 's 

" sense. fJ[ audi enc e " be.comes more spec if i c . At first~ the child 

is his own "a udience " in writing~ even thou gh the te::icher share s 

the messa ge . The t ea ch e r mus t intui t mea~ing when clarity and 

precision a re not in evidence . For a wid~r reader s hip, t he child 



must write to be understood. Piaget indicates that this is 

a problem of socializir:g thought and l anguage. Communicability 

of thought dep2nds on the child ' s ability to make coherent 

statements and to present sufficient informa tion so as to be 

d d b 
.,_ 121 

un erstoo y ot11ers. Teachers can use this knowledge to 

increase l anguage socialization . 

( iii ) Structure In Writing. Psycholinguis tic princip l es 

of language acquisition are us eful in the analysis o f the 

process of l ea rning to write . They have bee n formula t:ed t o 

explain the child's development of fluency by control of and 

obed ience to rul es tha t have been induced. Further, the 

assumption has been made that the system of rules that structur e 

122 
speech must be apprehended from a large sample of language . 

The linguistic rules that the child learns permit him to engage 

in communication without limiting his expression to those 

utterances he has already heard. This theory of language 

l earning, tr,c1t competence pr Pcedes performance, a ssumes tha t 

the child must know more about linguistic principles than he 

uses .in his sp~e cl1 er.counters. As David McNeill pur:s iL, a child 

l earns the structure of his language by a psychol inguistic: process 

• 11 , • • II 
123 R 1 f d b h ot guidea 1tvent1oc , u es o . correspon ence ·etwe2n s peec 

and script must also be perceived or ;, invent ed" although they 

are not nec essarily conscjous formulations . Language l earning 

is a c .mplex pro cess deve lop e d by experimental knowledge , 
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memory aad linguis tic abstraction about structure. These 

elemencs also provide the child with a basis for l~a rning the 

structure of " ritte n language . 

Written l anguage i s also governed by rules which the child 

obeys but perhaps cannot art iculate . Certain phonologica l, 

syntactic and semantic informa tion must be l earned or made 

apparent to t he child be f or e he can produce written co~positi on . 

For examp l e , the concep t of a "word" both as a vis ual 

representa tion and a semantic entity mus t b e developed . Mastery 

of the written structure requires the child to think ~ ore 

logically about language itself, if he is to control the process . 

M . 1 11 h . h f "l · · · " 12
/.f att1ng y ca s tis , growt o 1ngu1st1c aware~es s . 

Tcuc.hc.rs can . , . 
(:!llCUUlagt.: :_u.1.::.;. 

It is a psychol i nguistic assumption that children can 

process language and learn structure through t heir own inherent 

d 
. 125 ev i ces, Learning to speak and l earning to write present 

very differ en t problems to t he child, but many of the s ame 

strategies app l y . "Guided invention" may describe one way he 

be comes literate. Guidance is given in the process by appropriate 

instruction and exposure to models . Howeve= , as with speech , 

a l earne r is initial l y better at synthesis than analysis. 

Tha t is, he can use !anguage bet t er t han he can cxpJ.ain it. 

In Genes i s of: L~_g~2 _g~ , George Miller s tate<l that language 

· behaviour shows: 1) progressive refi ne~ent; 2) increasing 

complexity ; 3) improved s uitability to the receiver ; 
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4) and grea t er flexibil ity and adaptabi lity . Learning to write 

is a new psy cholinguist ic task and these s ame developmenls will 

h h . ld . 1 f l c 
126 h h occur as t e c i gains contro o t1e ~orm, t roug 

production of a large corpus of.wr iting . 
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Instruct ion alone canno t provide a ll the par ticula r informa tion 

he needs to express himself in writing . It must , instead , help 

him to refine h is techniques for perceiving the relationship of 

wr it ing and speech and assis t h im to organize and present his 

ideas in the new form. Nur turing the growth of writ t en l anguage 

skills is not t eaching rules for satisfac tory performance . 

It begins with understanding the na ture of the problems inherent 

in gaining linguis tic compe t ence . Linguistic compe tence is bas ic. 

In other words, writing grows out ot the ability to speak ; 

written performance can only derive from the competence the child 

has in language, therefore , children learning to write need to 

be he lp ed to unders tand the abi lity of their language to communicate 

pers onal meanin g. Instruction should provide t he opportuni t y to 

mode l langu2ge forms , to ex trapolate rules from exper i ence, to 

experiment with struc ture and to pr ac tise the skills. The method 

most s ui te d t o developing appropriate genera lizat i ons an<l 

correcting inc:or.sis t encies is r elate d to what i s known o.bout 

acq~isitj.on of l a nguage ; abundant examples , motivate d practi s e and 

controlled feedback he lp U1e ch ild develop perforr.1ance that draws 

on basic competence with th e written form s . This is al s o a 

psycholinguistically so unJ approach for learning to wr i t e . 
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The refore , the study conc lud es tha t a scri be , using this method , 

can facilitate the child ' s acquis ition of liter a cy a nd make him 

effective in the techniques of writte n l a nguage by he lping him understand 

how his :ideas are converted from s peech to the written code . The 

data as explained in this th es is , support the view tha t learning to 

writ e in the pr i mary grades is a psycholinguistic activity requiring 

the ass istance of anothe r l anguage us er to help the child make his written 

expression coher ent and adh e r ent to the conventions of written 

l anguage. 
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Synopsis and observations of seven week study. 

Information included : 

1) Daily Mo tivation , Preparation and Product Chart 

2) Daily Anecdotal Observation 

3) Weekly Tally Sheets for Egocentric Language 

4) Weekly Story Samp les - Appendix II 



Week 1 

D 

A 

y 

1 

D 

A 

y 

2 

D 

A 

y 

3 

D 

A 

y 

4 

MOTIVATION 

·Personal Expression: 

Experience 

Personal Expression 

Picture Study 

Personal Expression 

"The Story of Night" 

Persona Expression: 

Read some of the 
previous <lay' s 
story. 

! 

PREPARATION 

Discussion: 

A trip 

Where have you been? 
or Where would you 
like to go. 

Discussion: 

Extension from 
picture to self. 

* 

- Description 

On Individual basis 
discuss nigh t. 

Plan new ideas. 
Help organize. 

162 
RESULT 

Dictation: 

About 

"A personal trip." 

i 

Dictation: 

A story either 
about picture or 
about self. 

Original: 

I :iNigh t Time" 

(story included) 

Dictation: 

The Night 
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Expe rience /Exp ression 

Re call of experience 

Experience/Expression 

Connecting thoughts 

Experience / Exp ression 

Adding i magina tion 
to expression. 

Imagination: 

Picture & 
Story of Snoopy 

Dis cussion: Dictation: 

Tell me a story about " My Story" 
you. 
Then we'll write 
stories about you. 

Continuation: 

Help with order. 

Dictation : 

My Story 
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(Sto ry included) 

Continuat ion: Dictation: 

What has been 
exciting for you? My Story 
Car. we make the story 
SOUJ.7. d exciting . 

* Origina l 

Vocabulary help. 
Snoopy & Woodstock 

,__ ____ ...1-. ___________ _,_ __________ -!.. ____ ________ _J_ 
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MOTIVATION 

Imaginat ion: 

Fantasy Trip 

to Long Ago 

Characterization : 

Play with nut 
puppet. 

Organization: 

Space Film 

Sequence : 

Drama tiza tions of 
Indian l egend . 

PREPARATION 

Discussion of story 
Personal r esponse 
Recall of details 

"Picture i n My Eye" 
game. 

"Cracking the nut" 

- discus s ion of plot 

Child's random i deas 
printed "in a 
nutshell" 

Reorder of ideas for 
story. 

Story Line --
" Take of f-l anding" 
Discuss: Child's 
ideas and sense 
image . 

* 
Building vocabul ary 

Chipmunk goes 
hunting. 
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RES ULT 

Dictation: 

Anothe r fantasy trip 

Dictation: 

A story about 
Hr . Nutty. 

Dictation 

A trip through space . 

Original Composition 

Retelling the 
legend. 
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Imagination: 

"Crazy images" 

Personal Expres s ion: 

"Animal poem" 

Organization : 

Story time 
"Potato, Potato: 

Sequence : 

Story: 
"Monkey See, 
Monkey Do." 

Cumulative gr oup poem 

A "Did you eve r see a 
? II ------

B " Neve r, no never, 
no never ." 

Appreciation of 
humour. 

Discussion: 

Favourite an imal s . 

Animal movement play 
Talk to the animals. 

Choral speech : 

Po em from story 
Drama tiza tion: 

of story for plot. 

Story in pictures 

Reorde rin g & dis­
cussing Game . 
"Honkey Do" 

Dictation: 

" A crazy world." 

Dic t a tion: 

I f I were a ." ---

Original Composition: 

Retell story 

Dictation : 

Monkey Story 
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MOTIVATION 

Characterization: 

Picture Study 

.. 
Two Suitable 
characters for story 

Characterization: 

Draw Charlie Brown 

17 Cartoons: 

with someone else. 

Characterization: 

A Bug's Eye View 

Nature Walk 

Characterization/ 
Imagination: 

Fantasy trip to 
Bug Jungle 

Discuss: 

Characters:-
Description-Action 

What is their problem'l 

Map it. 
I I . 

&~~;]) 
Discuss cartoons 

What is Charlie like? 

What does he do? 

What . is his problem? 

Poem: Big Black 
Beetle 

Discussion for 
experience 

1) See a bug friend 
2) Study what could 

be his problem 
in his world. 

Dramatization: 
"The Bug Jungle: 

1) Pick the bug 
2) Pose this problem 
3) Act it out 
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Dictation 

Story 

Original: 

Write Story for 
cartoon. 

... 

Dictation: 

· Bug stories 

Original: 

"Story Bug" 
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Plot/ Imagination 

Poem t o stimulate 
i mage 11 Peter, Peter , 
Pwnkin Eater" 

Plot / Characterizatiun 

Cartoon 

"Mr. B lock.he.ad 11 

Plot/Coherence 

Story 

Shoemaker and Elves 

Plot / Se quence 

Story time . 

"Elmo and the 
Monkeys" 

Choral speech 

"Peter-Pe ter, Pumpkin 
Ea t e r. " 

Describe h i s problem. 

Varia tions on them 
I magine what really 
happened . 

Discus sion : 

Wh a t silly thin gs 
could he do? 

What silly things 
could~ do? 

* Drama tization : 

" Shoemaker and t he 
Elves: 

Outline main idea 
using s t ory idea of 
line across the 
river . 

I. 
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Dictation 

"Pe ter and his wife" 

Dictation: 

Mr . Blockhead 

Dictation : 

" Shoemaker ' s Story" 

Ori ginal 

Retell Elmo and the 
Monkey 



Week 7 

D 

A 

y 

1 

D 

A 

y 

2 

D 

A 

y 

3 

D 

A 

y 

4 

Organization 
Expression 

Nursery Rhymes 

Organization : 

Model Story: 

"Tall and Taller 
Giraffe" 

Organization: 

Story motivator-­
painted Indian 
rocks. 

Organization : 

Read story 

"The Donkey 's Egg" 

Recite and read 
Mother Goose 

Discuss Characters 
Chart Problems 

Discuss Question 
Words? 

Story l'v1heel 
Fill in 
Ideas 

Recall of Indian 
stories 

Speculation on place 
of the rock in a 
story. 
- Map ideas 

9 / j) 

( ~ 

* 
Dramatization : 

"The Donkey Egg" 
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Dictation. 

Story from Nursery 
Rhyme 

Using Chart 

Dictation: 

A New Tale of Tall 
an d Taller 

Using what. 

Dictation : 

Chipmunk's 
rock using map . 

Original: 

Retell story . 
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OBSERVATION 

Week 1 

Day 1: 

The children r e sponded to questions about where they had been and 
were encourage d to tell wha t h a d happened. Shilpa (S1) n ee de d much 
promptin g to speak a t all and kept he r eyes lowe red most of the 
time. She s eemed anxious about so much attention. Finally after 
Keven (S

2
) h ad told about going to Van couve r, he gave he r t he idea 

she h ad 5een wi t h the class to t he l i br ary and s he commente d on 
this in s everal short sentences. Ke ven is able to c arry on an 
anima te d con-,;ersation us ing good desc r ip tion and a f air a!I!O unt of 
coherence . His written product i s s hort but he tried to cap ture 
some of the i nterest displayed ora lly. 

Day 2: 

Children could choose fro m six pictures on the led ge. Subje c t of 
the pic ture s we r e children in va rious activities . The pictures 
were dis cussed while they were choosing . Shilp a (S

1
) was mos t 

sympathe tic to a little boy at the doctor's . Keven (S
2

) was 
interested i n some boys on by cy cles . Shilpa di cta ted s entence s 
includin g de tails about the boy . Keven us ed completely 
egocentric i deas - dictating a story about his by cycl e riding . 

Day 3 : 

A story about ni ght, Margare t Wise Brown, "Sleepy Time Book" was 
read and children were promp t e d t o t e ll what they felt about the nigh t. 
Conversa tion opene r s such as "Wha t do you hear at ni ght? \-i1rn t do 
you think about in be d? Tell me of something tha t happene d t o you 
at ni gh t . Shilpa (S

2
) identi f ied ni gh t with fri ght enin g th i n gs 

,while Keven (s
1

) was adventurous . Bo th wrote of their ni ght s tory 
about fri ghten ing incident s . - Shilpa ' s real, it would seem , but 

• interp re t e d th r ough her i mages of wha t night meant to he r. e . g . 
'' stars upon t he s ky; Ke ven's, a rath e r delight fu l imaginat i ve 
episode with some attempt at description, e g . Sca ry Bary . 

Day 4 : 

Followin g up on th e experien ce s tories told on Day 3, the same theme 
was used but di c t a tion procedures we re sub s titute d for ch i ldren's 
own wri t i n g to help them expand and refine the ideas about night. 
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We ek 2 

Day 1: 

An experience story about what hap pened with the family ove r the 
weekend. Shilpa (S ) had very little to offer and could not be 
co axed to reply. 'rtie topic was a l tered and the researcher s ugges ted 
we write " Shilpa ' s Story". \\hen this was t yped on the page she 
t a pped out the line under the he ading and became r esponsive to 
questions. The first installmen t was about when she was little 
there is obvious l y much syncretistic thinking and many large gaps 
but she was pl eased with this effort. She be gan to r ead as it was 
typed and her attitude change d and became more relaxed. Although 
only a short story resulted, much conversation was possible t o help 
her r emember images f r om the past. As she watched she said, .''I- -can 
spell Darasadon and Kishor (he r uncle)." Mos t questions r es ulted 
in one word answers which she had to be help ed to expand . Kevin ' s 
( S

2
) weekend story showed many ideas surfacing and he was helpe d 

t o organize how he wanted to put them down. He was ve ry satisf i ed 
wi t h his long story . 

Day 2 : 

Shilpa (S ) was encouraged to write ano t he r i ns t allment in her 
story . ste answered ques tions politely but still with very short 
answers and could not connect ideas . She s till watched the t yp ing 
with interes t and tapped out the lines under the head ing. Kevin (S

2
) 

dictated what he had done the night before - his story evidenced an 
attempt of description and was fairly coherent. 

Day 3 : 

Shi l pa (S.) wanted to continue her own s tory and she t alked about 
l. what s he wanted to do when she was big . s

2 
was shown a soccer 

ball as he has evidenced interest in soccer and he was motivated to 
write about a soccer game which has good sense of unity which 
developed as he talked to the r esearcher about the game . 

Day 4: 

A cartoon about Snoopy and Woodstock was shown to the whole class 
and a discussion was used to motivate them to write a story about 
these charac t ers . s

1 
us ed a very discursive styl e \\'i th little 

connection to original idea. A r amb ling r epetetive s tory . 
9 c . u's l ong resulted . Kevin (S

2
) tried to interp r e t the cartoon 

but l e ft much out although beginning and ending were simil ar . 
s

3 
and s

4 
wrote imaginative stories on the same episode . Both we re 
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coheren t and det ailed stories with good conclustons . s
4 

did not seem 
to be able to ge t started and stopped several times to stare a round 
room neede d some promptin g to attend to the last. 
S 

4 
very self assured - worked throughout without stopping. 
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We ek 3 Obse rvation s 

Both subjects have produced cons id~rably more l an guage , both oral and writt en , 
than in the fi r s t t wo weeks of the s tudy. Dis c us sion is mo re natural although 
S1 does not pa rticipale spon t m1 0ous ly 2nd r e~a ins ve ry hesitant in an swering . 
s2 is anxio us t o en gage in t he writing t asks and is ea ge r to r~ma in past the 
time limi t s . The dicta ted stories are becoming s lightly mo r e comp lex b~t this 
varies from day to day . \fua t has been apparent howeve r, is tha t a varie ty o f 
choices about lang uage are being s urveyed . The ch i ldren , especially s2 , will 
try several way s out lo ud with less emba rass ernent - playing wi th the sound of 
language and then de ciding . They continue t o wat ch the page coming out of the 
typewrit~r closely and he lping ,1ith punc tuation and s pelling . 

The subj ects s eem very awar e tha t their l anguage has been trans formed to 
11a story". and a re att empt ing to make be tt er stories so they ,"111 have r.10 r e fun 
r eading th em aloud. Tir.1e is always too short for the numbe r of rer e .-:d ings th ey 
would like. Reading seems like natural speech - expressive and f airly accura~e ­
but often they change expression to some thing tha t f its i nto cont ext be t ter . 

Day 1 

The f an tasy trip on Da y 1, a series of verb a l sense i ma ges, was very 
successful with Sz. When he opened his eyes he wa s a lready dict a t i:1g his :i.r.1.1.;es 
to hi 1:1se lf. He kne,-1 hi.s own ideas and wanted to so c ialize them. S 1 had gn~n t 
di ffj_culty in res nonci ing to i @agina L.i. ve s ugg,2 s t ic :1 s . S!: e !" ':'1 1.wt Rn t J y an,·,12red 
questions and could make few associatio:1s . She said she ha d no "p i.ctu re: .=; i. ;-; 
her eyes'' ?nd tr ied t o piece toge the r some past experience . Much quest i oning 
of the "Recal l of Detail" type was necessary f or her to focus on some Lhing t ha t 
ha d s i gni f i cance. She enjoyed the humour of the ·idea qu ickly when i t came to 
her , although the s t ory is s hor t and s omewha t i ncoher ent. She was more and 
more pleased with herself and began to exchange glances both with t he r esearcher 
and s2 and giggle shyly f rom time to time. 

Day 2 

The two chi ldren t ook turns playing with the nut puppet and tell in g li tt l e 
stories to themselves and the researcher. A large nu t was drawn and each child 
put ideas that could be i n the story. This produc ed t he mos t ima ginat i ve work 
in s

1 
to dat e . She be gan to lisi descrip tive words and associate ideas . She 

was iden t ifying with the nu t character and want ed to savR it. Sz was amused by the 
device and s a id the story was " hard nut to crack ." HE: playe4 with words and 
ways to ge t the nut open , e. g . squi shed , cracked, pr i ed and h i s concern with 
this seems to affect the direction of the s t ory a s the nut could not be cracked 
altho ug!1 many me nas were us ed. As he r ead it to S1 he was very amused a t his 
own humo ur and she smiled as she r ead he rs. 
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Day 3 

The motivation for day three was a film on space . A planning session before 
writing helped children formulate ideas and a personal response to the film. 
This r equired 15 minu tes of the half hour period before there was security of 
ideas. The best approach seemed a development of the sense impres sions they 
would receive between launching and landing . And they developed a good 
vocabulary they used to advantage . The stories are descriptive and subjects 
have succeeded in giving them coherence. s

1 
found r epea ting the story as it was 

typed helped her verify the sense to herse f. The ideas were more fluent and 
she used quite varie d description. s

2 
was anxious to read it to s

1 
using very 

effective sound effects and drama. 

Day 4 

The work of Day 4 was on sequence. To demonstrate the development of a 
plot an Indian Legend taken from the reader was dramatized by the whole class . 
The resulting expression of the subjects original stories included the major 
points of the story and came to a conclusion although there are many syncretistic 
statements. This, however marked an important step for both subjects in handling 
complex material without help. 

Week 4 Observations 

The amount of language being used by the subjects both independently and in 
dictation has increased gradually. More confidence and playfulness is resulting 
in more variety in thestories. The degree of complexity of sentence structure 
is slightly more noticeable in the control group and they tend to write more 
coherent stories with a markedly low number of illusions . The subjects of 
the study have a high percentage of egocentric language still and seem to 
have difficulty organizing the flow of the story. They need much help in getting 
ideas for the story and developing them. Much work continues in the imagination, 
playing with the possibilities; oral prepara tion and language input. 

Day 1 

To stimulate the imagination by creating impossible images and incongruous 
situation, a game "Never; no, never; no, never" was played. One child would 
ask the question 

he could imagine 
would r ep ly 

resulted, but the 

"Did you ever see _____________ ?" 

including a phrase of the most incongrous picture 
e.g. "a dog wearing donuts on his tail?" and the other child 

11Never, no never, no never. 11 

before inventing his 
range of images was relatively small. 

own fantasy. Much hilarity 
There was a tendency to 
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deal with things disproportionately large or small e.g. ''hair a million miles 
long''. s

1 
found menta l connection difficult, as playing with language using 

attributes of things unfamiliar. She did not know how to create these images 
and used Sz as a source by changi ng his idea slightly . He spent time playing 
with the concept of flying , jotting down the obj ec ts he had already imagined 
flying e.g. shcool, house , store , yourself, elephant, desk . s1 then took this 
idea too. On furth er questioning they tried to change the appearance of things 
using crazy comparisons e . g . a window like a chocolate bar ; person with a 
drum head. s

1 
would define in one word what Sz had conceptualized, expecting 

listeners to inteYpre t. There is still much evidence of egocentric state of 
her l an guage and she needs to extend her frame of reference . s1 was not really 
ready to write and the story is very egocentric showing fear for self, need of 
l ove and fami l y . There is a poignan t quality t o it however,as this story does 
seem to get to the source for the f i rs t time and she begins to express her own 
ideas. s2 reveals egocentric view and omits much necessa r y material but he 
was imagining and using his ideas as a source of written expression. 

Day 2 

Many of the images resulting from Day 1 preparation had to do with the 
animal world, theref ore the motivat i on for day 2 stories was to pick a favourite 
animal and imagine what it would be like to be it. They could put their head 
down and try to imagine where they would live, what they would eat, what danger 
there would be, etc. with side coaching from the researcher . This they enjoyed 
and it stimulated the i mages. Sz using the most f antas tic animal, a unicorn, 
and creating a rea lity for it although he became very animated in his dictation. 
s1 succeeded very well fo r her stage of development a lthough much prompting was 
necessary . She develope d an empathy for the animal , a monkey , ar:d us ed 
many feeling statements, e.g. "I would feel badly about my tail. It hurts." 
Both had many illusions which may indicate tha t when using the imagination 
an egocentric expression is very dif f icult to avoid as all the details cannot 
be transmitted. However both children were writing from deep involvement, an 
experience they had felt even though Sz considerably disto r ts scientific detail, 
e.g. elephants eating tigers, but it is right f or him. 

Day 3 

The fairy tale about a magic potato was told to the class and then dramatized . 
It was a simple plot but very active. The contro l group wrote lengthy and 
coherent stories. The sub j ects began very well. s2 worked very carefully a t 
printing and the story shows a fair narrative style but he barely began the 
story. He s eemed to have a n egocentric problem of having to include everything 
he had tho ugh t or experienced. There was no s e lective organization of the 
important points. S1 wrote a l engthy story but included so many details tha t she 
could not finish either but it is a promising improvement over other ~ork she 
has done. Much more work is need ed on t he preli minary plan so children can pace 
themselves t o comple t e the story . Sentence sense and complexity has not imp roved 
as much in the inde pendent writing as in dictat ion but the approach and atti t ud e 
is much more confident a nd children are willing to try much more. 

i 

I 
' I 
' • ( 
I 

I 
f 

I 
l 
' 
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Day 4 

Opportunity to prac tise retelling a story and organizing the details was 
gi.ven using "Monkey See, Monkey Do", a tale about a monkey who sees himself in 
a mirror. Both stories get the significant fact that he gets rid of the 
bothersome other monkey and breaks the mirror at the same time . s1 uses an 
egocentric approach in that she takes from the plot only what pleases he r and 
ignores the rest. This results i.n a number of elisions. s2 is more coherent 
and includes sufficient detail to make a personal and interesting recounting. 
The sentence structures are somewhat more complex than earlier. The humour 
of the situation is apparent to both and they play out t his in the game - mirroring 
each other 's actions and interpreting the rage of the monkey. 

Week 5 Observa t ions 

The emphasis in week 5 was on ways to develop a story using a character. 
Both subjects seemed to work well with this - clustering ideas , descriptions 
and actions around the character in a rather more unified story development. 
The quantity and complexity of language in the stories dropped somewhat as 
more time seemed to be taken on re-evaluation of the first thought and redirection 
of it. This resulted in fewer elisions. The dictation, therefore was somewha t 
slower and often interrupted by such queeries as "Should I put that in?" by S1, 
An awareness of the outcome of the story was most apparent, botli subjects 
concluding with ljnes that were appropriate. The assistance of the scribe 
was on ways of choosing and solving a problem of a character in a story. 

Animal pictures containing two characters were us ed as a key to the child's 
ideas. After the t wo characte rs were chosen, the researcher worked with S1, 
eliciting verbal responses including adjectives and verbs that could define the 
characters and help the child clarify his own images . Then reasons for a 
problem in the interaction was explained using the plot diagram: 

l. l. 

~-
This produced a clear idea for development. S2, meanwhile began by drawing a 
picture of the two characters, connecting them by a line and proceeded to chart 
his own problem. These charts were referred to as dictation proceeded and were 
successful in keeping subjects' ideas focused. 
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Day 2 

Children identify strongly with Charlie Brown . His characteristics are 
established in their minds. They enjoyed drawing a cartoon of him. The 
direction was to include another character. During discussion the nature 
of the problem was defined and ch ildren then worked very well . They are 
both stressing good handwr iting at this time. S1 at first was most careful and 
then,caught by the ideas ,speeded up and returned to old habits a nd produced 
a longer than usual story. Sz laboured over the lines and did not finish 
although he was proud of what he had done. 

Day 3 (stories included) 

To elicit an imaginat ive response to experience the children were taken out 
to the field ad joining the school to find a bug friend. We walked looking 
closely at the ground, and then studied a small area in detail . The subjects 
were delighted and language was descriptive and many questions were asked. 
Returnins to the class they tried to imagine what problem the ir bug friend 
might have. They began with description and s2 produced a very imaginative 
cohesive story. 

Day 4 

Continuing the idea of day 3, the whole class was taken on a fantasy 
trip to the bug jungle with eyes closEd, images were evcked of the tall grass, 
sunshine on their backs,soggy ground, etc . Then in groups of six they 
characterized one creature in the bug world ar.d solved a problem it might 
have by acting it out. Delightful images and l anguage resulted, e.g. a chant~ 
"Go grasshopper, go ." - t hat developed by the group to get him away from a 
swooping bird. The stories produced by the whole class were excellent. 
Both Sl and Sz became very involved with the character from day 3 and expanded 
it considerably. 

Week 6 Observat ions 

The concern for the week was developing story ideas using imagination, 
characterization coherence, or unity and sequence to help children improve 
their writing. By the end of the week both subjects were producing longer 
stories than ever vhich had a feeling of direction and flow. 
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Day 1 

The subjects recited "Peter, Peter, Pumpkin Eater" and then play acted 
it. The us e of dialogue in the stories reflects the exchange that went on 
as they were able to see that both points of view were related. In the writing 
of Sz no elisions were noted. Bo th stories used an original idea to deve lop 
their story a nd enjoyed immensely reading them to each other . 

Day 2 

The r esearcher drew a box on the board and then proceeded to animate it as 
a "blockhead ." Children were entranced and drew "blockheads " of their own. 
In discussion about a blockhead Sz made many suggestions abou t the silly things 
a blockhead migh t do . S1 did not understand the concept. When asked i f she 
ever did anything silly she looked embarrassed and shook her head. The humour 
of "Mr. Blockhead" escaped her and she was dependent on s2 's ideas . As she 
dictated she rea d aloud one word a t a time and sometimes verbalized the spelling 
She became focussed on the mechanics as the story didn't have much significance 
to her. s2 , with more sense for the incongrous, loved his sto ry. 

Day 3 

Dramatiza tion with this gro up always produces very good story results. 
The story "The Shoemaker and the Elves" was told to the gr oup and then t wo 
groups prepared t heir v ers ion to share with the others. The inhitition is 
reduced and they we re all ab le to par ticipate. They were helped at the writing 
stage t o try to cover all the important things in the story by a discussion of 
the "acts" or na t ural divisions in the story. Excellent cohe rence and de tail 
resulted for both the subj ec ts. 

____________ , 
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A story from the reader "Elmo and the Monkeys" was chosen for na rration . 
The two subjects looked a t the book and then told their version. It was a 
most benefi cial exercise as they realized th a t the sequence was important and 
often had to back track . This was also app aren t in t he finished copy of s2 
Sentence sense, however is weak as they seemed intent on ge tting the plot 
clear. 

Week 7. Ob serva tions 

Discussion each day stressed some model t o help them collect their thoughts 
and the resulting stories are original, descriptive , . lengthy and interesting . 
They were, under supervis i on, better able to co- ordina te all the e l ements 
of story writing. In independent work much freer use of l anguage is noticeable . 
What isn't apparent is the increased feelin g of satisfaction they had of 
knowing how t o write a story. Both subjects are anxious to have all the ir 
stories in a book to take home and reread them. They feel they are as good , 
if not better, than the stories in their reader . This point of pride makes 
them anxious to do more. S said abo ut Day 3, "It's my best story--no mis takes . 
It would take me two hours to write it by myself. Mayb e I could do more at 
home to put down everything I think"? Lan guage is more socialized because they 
are trying to sha re what they think first with rese a r cher , then the other 
subject in r ereading. They have begun to question each other on rereading , 
and finally their teacher and parents are the audience. 

In ..:he final week work had pro gressed very well. Both subjects seemed to 
need help still in organizing their ideas before starting to write . 

Day l 

The simplicity of nursery rhymes was used as a model and then subjects 
were shown how to write around a central idea by answe rin g the "SW" questions 
and come to a conclusion. This was a cumulative exe rcise in which all the 
elemen ts used to da te were incorporated imagina tio~, the problem or plot, 
characteriza tion descript ion and sequence . In the Mother Goose book they were 
asked to pick a favourite and then find the r eason for the rhyme and make up a 
new ending to the story . This was modelled on the successful work with 
"Peter,Peter in week 5 . " 

Day 2 

A short passage story about the adventures of Tall and Taller-two giraffes 
was read to them. The y enjoyed the story but were no t stimulated greatly to 
put them in ano ther story. Perhaps it was the incongruity of the giraffe s and 
the fact tha t they had difficulty characterizing them which inhibited the stories . 
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More time than us ual was ne cessary for discussion and the associations , 
connect ions were unclear with . It was not a meaningful tape and they became 
somewhat bored. The organizational device was the most interesting part of the 
writing time . A wheel was drawn with spokes partioning it. The r an dom ideas 
of the child for the child were put in the wheel then he could decide how to 
use what they knew about giraffes into the story . s

2 
methodically checked off 

the data as he incorpo rated it into the story. 

Day 3 

Day three was one of the most successful days to date especially for s1 
The motivation captured their imagination and they were able to use their own 
ideas freely . A smooth rock with an Indian face was on the table when they 
arrived . Much questioning and handling occured and they decided it must be 
an Indian rock . 

The theme and details of this story bc!ar some r esemb l ance to the Indian 
l egend which had been told to the class two weeks previously . How it has been 
reworked to include the motivational device shows that children need to make 
connections with what is already part of their experience in their creative 
writing. The Indian rock brought to the surface a recent experience from 
which they could draw information to include in the story . 

S was included in S ' s story writing.and being less verbal was helped 
both bS, hearing him plan riis story and then read it to her. However, sJ:-1e was 
able to make her own conne ctions with this assistance and in no way L1dicated 
that she had taken Kevin ' s idea . She had to recreate in her mind the connections 
and express them in her own way. Both children fel t a good deal of pride in 
t hese stories and wanted to take them home to read them. They felt they were 
good enough for a book. 

The organizational device for mapping the story was most useful and it was 
kept before them as they debated t racing the pa tterns with the i r finger to show 
h ow things were connected . 

The final day was saved for a dramatization . TI1e story " The Donkey's Egg" 
is ht their reader . After brief descussion and orientation the gro up played it 
out twice. S. was immediately sure of what she wanted to do. At the beginning 
she had littl~ confidence and did not enter into group games well. She is 
now most soci able-to the point of directing several other girls to join in her 
p~.ay . s

2
. Her original story ref lec t~ her involvement _:md confidence identified 

with one part and really wanted to do it but the group cnose another. His story 
shorter th an the day be fo re reflects the loss of interest he f e lt-scoial skills 
still very egocentric . He is in their r egard er rati c . Sometimes very socialized 
in his language both oral and written sometimes regressin g . This is apparentJ.y 
a transition state for him and the scribing encounte r s have assisted him . s1 has made the mos t growth in this regard and now use more and more varied 
language with ease and confidence . She will look at t he researchers and enjoy 
sharing and re ading her stories . A bond has been made that has helped her through 
che transition. 
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APPENDIX II 
Piagetian Categories of Language 

Code 

Total Counnunication Units 

% E.L. 

A. 

Written Counterparts 

Ego Centric Language 
I. Echolalia 

1) word or sound repetition 
2) phrase or sentence repetition 
3) Non-word sound ef f ect e.g. zzzz 
4) Language play - e.g. exclamations 

II. Written Monologue 
a. Subjective 

1) Running commentary-'and' constructions 
2) Self reference - e.g. I like ••••• 
3) Expressing feelings/perceptions 
4) Inventing - fantasy 

b, Objective 

C, 

1) Descripti on and Definition 
2) Collaboration e.g. 'We' statements 
3) Announcement My story is 

social forms - Once upon a time. 

1) Ellision - missing elements 
2) Syncretism - confused order - juxtapositio~ 
3) Syntactic Confusion - subject changes 

verb agreement 

B. Socialized Language 

III. Adapted Information 
1) Dialogue 
2) Address 
3) Propositional statements 
4) Alternate point of view 

IV. Value St atements 
1) Interpretation 
2) Justification e.g. - causal statement 
3) Depreciation 
4) Praise 

V. Questions 
1) Pseudo question - rhetorical. 
2) Commands, threats, demands 
3) Requests for Information 
4) Personal Inquiry 

VI. Answers - Responses to above 

VII. Unclassified - incomplete _or maze 

% S,L. 

tlH 

TALLY 

// 

// 0/4 

% 



SUMMARY OF SYNTACTIC COMPLEXITY 

0-Count Structures 

A~ Sentence Pattern·s · 
1. S-V (Adverbial) 

· 2. s-v-o 
3. S-be-Complement 
4. S-V-Infinite 

B. Simple Transformations 
1. Interrogative 
2. Exclamatory 
3. Imperative 

C. "and" s.tructures 

D. Non-sentence structures 

1-Count Sturcture 

A. Sentence Patterns 
1. S-V-1O-10 
2. S-V-O Complement 

B. Noun Modifiers 
1. adjectives 
2. possessive 
3. predeterminer 
4. participl e 
5., prepositi onal phrase 

C. Other Modifiers 
1. adverbial 
2. modal 
3. negative constructions 

" 4. set expressions 
5. gerunds 
6. infinitives 

· · . D. Coordinates 
1. Coordinate structures 

.,J '. 2. Coordinate deletion 
3. Paired Coordinates with 

.J . ,.. . ! ~ 

2-Count Structures 

- A. Passives 
B. Paired Coordinates 
c. Dependent Clauses 

1 D. Comparatives 

• 

Total Value 

"and" 
Total Value 

J E. Participles -. -
F. Infinite as Subject 
G. Appositives 
H. Conjunctive Adverbs 

Total Value 
3-Count Structures 

A. Clause as subject 
B. Absolutes 

Total Value 

! • 

Tally 

3: 1 

// 

I/ 
ii 

5' 

/ Ill 

// 
,,, It 

J.J+t 

1111 

I/ 

I; 

! // 

I 
.'/ 
~1 

I 

I If J 

.5 

I• 

r • Wk 
.:, . , . ' · - ~ . 

:; : 2 =: :3 .- .. 4 

/ / // i _; 

~II. Ii I . 'iJm I I ; 

II I :, 1 
! 

I.I 

! . . ·. 
' 

/. i i 

i 2- ~ I:/- I ' 

; 

' . 
I II 

Htfl I I/ / I I 

II /I/ It // 

l4+1i.+-tt I It ',-,t1 I 

I I 
L1t:-J..J.t-J JHt Ill/ JIil -
/ I I Ii I 
) 

/ 

I 
~ I 

-
11/ 

·. 

1/..LJ,i. I 

! /.fir I I 
. ; 

]1 
II/ I -Hli11 
4 o /::C 7 

I 
-

ff/1" I 

5 ,;;., 
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.JS,,..,.:__ ~ • If you want to go to another coun:ry 

; .,~/· : ~cl,,... {'~ _ .•• J you have_ ~o go by plane/xt you want to go 

'; · ~ ::· 1 _ .. ~to ano.ther .. world you have to go in a ro.cket/ 

• 

~ ~ l\n,en you are read; to •~:p on -~he moon you 

.... ~~~ \ _J have to wear y~ur suit;rrnd you can always 

L~~ ~J f sees~ars ,_when yo~~ 2utsideland you will \\P'~-- o ~oL . . 
p>,I\ p.Jo.,,o ,,. T see the stars s0

bining and twinkling and. 

i- ;:.~•};). fa bdgh$Mars is redAII. like to eat Mars 

qd..Lo- ~ , 

71-f' Bars bu~ lido not have them every :y,Arr 

you forget yoursuit a#".if y~u go outside 

with your ol~ clothes you will be dead~ 

. - Cl 

1~~ 
~ ·.o /oV 

,;Q.,«-. - ~...(0.-C. ~ 

U.a. w~ f~~t · 
\vh•,·~ ~ ~ . 

~ 

s-lars 
.:, 1-\i n i n':l 

· -tv,1ink\·,,,!3 

~ 
~rocl io 

no-¼h ~n'J 

Feel 
~ 

cold 
hct 
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The Rocket 

When you want a space trip you've 

/ got to go _ by _rocke_t/ From !~~nching to~ 

p~~a.l mcAL ). landil)g you · see a_ lot of ,~pa~~ You see 

~ -, _ J stars that artshiny and . bright/- they're 
Jo __ 5~ .i.-, f I~•- I -~ . \ f twinkling _ in~he blackness ot space.If 

P~~ . Meteori t.es and shpot,in_g stars are things you 

~ITV\ ~~ .5'" see in space~ jh~- p1anets Mars, Venus and i 

l'7 (l:,,; the_ sun are visible in spafle~ars looks 

fee\in9$: 
s\if.f 

so~.c bo•,., 

s,14,.\ rt p• r 

hi..u"\""' '-..5 
IIIS~N ... U' 

.y-ad1'0 

5iat i c:. 

See,' -~+•rs 
ShadowK 
g~ ho\~ 
pcoi-.l • .r Ii "\ 
Sptac• 

· {anA1nq ' . · . /il . · 7r· ----

' 

I. 1 J like a Mar~r/ f1 like being in space 

· to see the Mars Bars lit up like a neon 
• · .. t ' si~ ., 

In space travel, I feel . stiff in my 

1/tP,'~uit/My head feels hoJ~ Hot - hot · - l hot; 

/ 2. and my fe·et are hot,too/Prom sitting · in 

/3 one spot in the_.rocket, I feel funnyf Rocky 

Ji/ in the rocket - it makes me feel funny anl 

i1/ii 17ne rvous J vha t' s ~?at. ? Spu t tery. • • Sputter/ 

· ; I hear a sound / I wonder if it is the motor 
• ' I I 

~, ;_ v quitting/ I r~dio to find out and it was 
., 

just the radio sputtering. Lots 

) ~, ;,;J in space/: We get t;J}e a~d land 

~ ").-\ ~ ~ 
. (C3v>~ 

of static 

safelyi 
I 

; , 
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TAPE SCRIPT . ·1' I 

M. / I don't know what to draw/ 

T. You don't? Close your eyes till you get an idea. 

N. / I like Mother Nature / (drawing grass) l1t 1 s in ~Y picture/ 

T. What is Mother Nature? 

M. /You · see the grass/ .. A walk in th.e forest / .• and grass / •• and flowers! 
You see a 11 the treef and ~el 1. ,~/Like the grass and fl owe rs / 

T. That's it is it? 

M. / Yes(. 

R. ·We go on lots of outings / We see lots of things/in Mother Nature. 
Like we see fields/ •. and go for a walk( .but I don't like it if .. / 
without my shoes ✓ 

M. Why? 

R. Well/ there mi~ht be worms/,and it gives me a ·funny feel i~g / 

T. What feeling? 

R. I don't know/. . in my bod/. 
... It's like its sick/ But I like Mother Nature/ 

I wonder why they call it Mother Nature? 

lwel l, its .. / Everything/ 

Why do we say 11Mother? 11 

T. 

R. 

J 

M. It's/··babies?/ Yeah / A mother's. I. have babies. (drawing -talking to 
self She made the trees and everyt hing. / She must be their mother .. / 

T. 

M. 

T. 

I think. / .! don't know. 
It might be .,f. I don't know./ Yeah. / 
It might be .• /.(draws busily) 

It might be what? 

I don't know.t.how you .would say it/ •.. (foncludes discussion, then 
wonders quietly.) / There must be a f . • . /(busies herself drawing) 

What were you going to say? 

• 
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M. Nothing./.1 was going to say fa~her. / .1 don ' t know why./.'we11. / 
{Pensively) •.. ! ·don't know why / I don't know./ 
Do you think anybody knows? / 

R. / I don't know/ 

M. {Giggles) Mother Nature knows ./ What ever it is/how'll we find out7 , 

T. Dc>you think somebody knows? 

M. . •. Maybe./..Mother Nature./ 

T. Why do you think so? 

M. I was thinking about it last night./ 

T Can you make a story of your picture about Mother Nature? 

M. Well.(.. like my mom was raised on a farm ( I was born on a farm too ./.. 
mmh •• Jmy grampa./.he had a whole bunch of horses/.and ... we •. / 
my m6m used to t~ke me/on so many rides on horses/every day/and so I 
just like them/ •• and forever/ I want a honse of my own/ 
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APPENDIX 
APPEND IX UI 

fu1alysis o f Oral Language Name t-\;J£ 
Date No" 

Piaget ian Categorie s o f Spe ech 

Total C0mmunica ti on Uni ts 

A. Egocentr i c Language 

I. Echolalia - Wo rd repet i tion 
Ph r ase r epe tition 
Incoherent sounds 

II. Monolo gue 1. Accompanying a c tion 

III. 

2 . Cor.unanding se lf 
3. Inve nting 
4. Language play 

Collect ive Monol ogue - 1. 
2. 
3. 
'f . 

i ntent 
f eeling 
f act 
s~I~ ,-c.~e ,ttrtc.a 

J. Socialize d (Adapted ) Language 

I. Dialogue - 1. 
2. 
3. 

-II. Cr i ti cism - 1. 
affective s tate- 2. 
ment 3. 

III. Question - 1 . 
2. 
3. 
4. 

4. 

i nformation 
self-refe ren ce 
propos i t iona l respons e 

pers onal dep recation 
per s onal agg r andizement 
dep re ciation o f people 
agrand izement of others 

pseud o- quest i on - r:# 
r eques t for information 
request for expl anat ion 
inqui r y about othe r 

IV. Answers - 1. i n fo r r:1ati.0n · 
2. c >-.-planat i on 
3. re s ponse to i nqui r y 
'i- ev .,. ~ i ol'\ 

V. Uncl.:i ssified - r~~-a.'" 

l l 
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R.e'f~ A1 -i. <l, 

Frequency 
T 11 a .y 
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t+tt-
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1-+"4 

70 t, ,. 
111 

lit+ 
11-H 

. Hii 70.rd'I 
~ 

111 I ' 

llll 
10)'f 

" 
-

i-H--1 __ 4_7 
H++ 76 1 I I 
I 
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II I 70/ e-. 

70 

l 

% . 

t.J °lo 

2Sf/o . 

! 

; 
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-- :t 
I 

I 
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J 
' 
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V. (cont.) 

~ tV Answers 
7· 

V Unclassified 

/... 

1. information 
2. explanation · 
3. personal response 

., 

,,. 
! I, f 

--- - --~•---·· ...... ,~i, _ _ _ . _/_··- -· · ~ 

181 
(I 4) (cont 'a) 

T 11 a LY % 

I 

ri 

7 

I 
I 

1 
l 
l 
~ 

' 

f. 
l 
' r 
·/ 
j 

J ., 
'! 
l 

· 1 

} 
\ ,¼· 
i • ' 

-- l -

• 

' 
t 
I 
I 

1 

' 

1 



. I 

' , ·I 

' ' i 

. i 
I 

:,;_ .. : ... ·- -~~~~• •"',-

. 
1 

1 

.3 # C' c-- ~ .· .... ,...._~ '-<. . ~; '-"' •-' 

l , ,, 

···>·• - - l "'~ 

., 

' 
' 

' ' 

. . , 
' I 



. _.--.--:;--: - ~·~. ~ - . ____ _.:::: -·- ,'..'." ..... 
C:,. / 

-~- -···- --.... ·---....________, __ _ 
·-, 

/ 

,! 
,, 

t,. 
• .-,. .. '-'...C.....:,:e___,_ __ ...... _ _ .:.::;.,__"""-' -'-"' _____ .., 

( 
I 

/ 
r 

I 

189 

-~---------

f-
l 

.t . .. 
i 
f 
I 
1 

t 



VITA 

Surname: 
Marampon Given Names: Joy Nan 

------------------ ----------------

Place of Birth: 
Vancouver, B.C. 

Date of Birth: 
October 31, 1936 

-------------- ---------------

Educational Institutions Attended, with Dates of Entering and Leaving: 

University of British Columbia, B.C. 1952 
to 

1970 

University of Victoria, B.C. 1975 
to 

1978 
----

to ----

Degrees, Diplomas, Et~., Awarded with Dates and Names of Institutions: 

B.Ed. 1970 University of British Columbia 

Honours and Awards: 

Publications: 



PARTIAL COPYRIGHT LICENSE 

I hereby grant the right to lend my thesis or dissertation (the title 
of which is shown below) to users of the University of Victoria Library, 
and to make single copies only for such users or in response to a request 
from the library of any other university, or similar institutioµ , on its 
behalf or for one of its users. I further agree that permissiop for 
extensive copying of this thesis for scholarly purposes may be granted 
by me or a member of the Unive rsity designated by me. It is understood 
that copying or publi cation of this thesis for financial gain shall not 
be allowed without my written permission. 

Title of Thesis/Dissertation 

A Psycholinguistic Study of 1iterasy in a~Pr imary 

Grade -

Author: 

Joy Nan Marampon 

Name 

April 28, 1978 

Date 




