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The Composing Process of Hong Kong Children in Primary Schools

Synopsis

Writing is the act of putting thoughts into visible print, a means of articulating and
refining one’s thinking and a means of communicating such thinking to others. In the
past twenty years, a growing number of research studies have been concerned with
elucidating the mental faculties, routines and sequences involved as people compose
messages in writing representing thoughts in forms which they hope will be mutually
understood by intended targets of the communication. Such research has been useful
in illuminating ways in which writers can express themselves, and be taught to express
themselves, in ways suitable to the task in hand. The bulk of such research has been
concerned with English, and it seems to be presumed that the outcomes of such
studies carry relevance for languages other than English. Equally, it seems to be
presumed that the findings pertain to composers using English when it is a second
language of state or a foreign language. - This thesis explores in a modest way the
validity of these presumptions using as subjects primary school age children from
Hong Kong. The study is hence concerned with English, the world’s premier

international language, and Chinese, the world’s most commonly used language.

The thesis presents research into the composing processes in English and in
Chinese employed by 18 primary school pupils in Hong Kong. It offers an in-depth
study of the key subprocesses of generating, transforming, pausing and revising. The
research was exploratory in nature and sought to gather evidence which might throw
light on what happens when primary school pupils in Hong Kong compose in Chinese
and in English. The strategy employed was a multiple case study approach. Subjects

were asked to write two scripts, one in Chinese and one in English. Although the
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mother tongue of all the subjects is Cantonese, a dialect of Chinese, in school they are
required to write either in Modern Standard Written Chinese or in English, the second
language of Hong Kong. The subjects were given set tasks, either to write in a
narrative or an expository style. The methods used to gather evidence and data were
composing aloud and transcribing their utterances, video and audio-recorded
observation, text analysis, on-task observational notes, cued-recall interviews and

retrospective reports. The subjects’ reflections were cued by being shown the video

recordings.

The opening chapter serves as an introduction, setting out the background to
the study, giving details of the writer and his previous work in the area, defining terms
and highlighting the need for research into the areas addressed by the present study.
Chapter Two critically reviews published literature bearing on the study, discussing
importaht findings and theories and laying the foundation to justify the methods used
in the study and the foci of the fieldwork. Chapter Three is concerned with a model
of the composing process, drawn up by the writer of this study especially for this
thesis. This model hopefully acts as a framework around which discussion of the
composing process may revolve. Chapter Four offers an account of the research
design and the methods used for data collection and analysis. The choice of research
probes is justified and the strengths and weaknesses inherent in the research strategy
are acknowledged. Chapters Five to Ten are the major results chapters, each focusing

on a separate subprocess of composing.

Chapter Five describes the generating processes employed by the subjects. It
was found that, with the help of mental imagery and reflection, the subjects were able
to retrieve information to serve as content, recall the spelling of English words and
strokes of Chinese characters. When writing in Chinese, most subjects reported that

they selected information from a wide range of sources. When writing stories in
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English, they tended to use ‘model’ stories from English course books and readers
familiar to them. It seemed that confidence in using English was their most important
criteria for choosing what to write about in English; content familiarity and interest

were more important criteria when choosing what to write about in Chinese.

Chapters Six and Seven are concerned with the transformations occurring
during the composing process when, for one reason or another, intended meanings in
the mind are modified or transformed before being placed on paper. Subjects seemed
sensitive to the influence of Cantonese on Modern Standard Written Chinese. In fact,
the differences between the sentence patterns of Cantonese and Modern Standard
Written Chinese are not great, and similar patterns, for example Subject-Verb-Object,
were commonly used both in the Cantonese transcripts and the Modern Standard
Written Chinese scripts. Grammatical forms did not appear to be major considerations
when the subjects were writing Modern Standard Written Chinese. In fact, making
adjustments to accommodate the words in their personal lexicon for English and for
the two variations of Chinese seemed most difficult for the subjects. It was found that
subjects used two sets of particles, Cantonese particles for composing aloud and
Modern Standard Written Chinese particles for writing. The interviews revealed that

the subjects had received no formal advice in school on how to transform Cantonese

into Modern Standard Written Chinese.

More transformations occurred when writing in Chinese than in English, and
subjects made improvements generally in the organization of the final product in
Chinese, but not in English. More fragmented ‘group idea units’ appeared during the
process of writing in English than in Chinese. The subjects used different approaches

to transform ideas generated in the composing aloud stage to the form in which they
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appeared in the written text. These approaches included topic avoidance, abandoning
messages, replacements, generalizations, topic changes and literal translation. All
these phenomena were apparent both in the Modern Standard Written Chinese and the
English. Transfer effects from Cantonese to Modern Standard Written Chinese and

from Cantonese and Modern Standard Written Chinese to English were able to be

detected in the writing.

Chapter Eight deals with the pausing occurring as the subjects wrote. More
subjects paused to retrieve and select information and reflect on logical problems
when writing in Chinese than in English. They did not pause much over linguistic
considerations when writing in Chinese. However, when writing in English, they
often paused to look for words to express their ideas. When writing in Chinese, fewer
subjects reported that they paused to think about matters of grammar. When writing
in Chinese, most subjects paused occasionally to think about transforming Cantonese
to Modern Standard Written Chinese. In contrast, they all paused to think of
grammatical issues when writing in English. Most subjects paused regularly over
mechanical aspects of writing, for instance punctuation and the spelling of English
words and the writing of strokes in Chinese characters. To a large extent, the pausal
activities reflect the foci of thinking of the subjects, their attention seeming to be
directed at ‘surface’ features of the writing, at the word and sentence level of writing
rather than at the deeper gist structural element. As subjects were writing, they all

paused to rescan their writing in Chinese and in English, reading over the text both

for its sense and accuracy.

Chapter Nine focuses on the revisions carried out by the subjects. Generally
speaking, their revisions were addressed to minor errors, such as correcting misspelt

words, wrong characters and careless mistakes. These made up about half of the total



revisions. They also made revisions to punctuation, words and phrases. Very few
subjects revised clauses and sentences. Revision at the paragraph level was
undertaken in three scripts only. The largest amount of revisions were of Chinese
characters and spelling, reflecting that, in the mind of the subject, producing error-free
compositions is a key objective in both languages. When the subjects wrote in
English, they adjusted grammatical mistakes. When they wrote in Chinese, they made
very few such revisions. This might reflect the fact that little formal grammar is
taught in Chinese language lessons in primary schools. It was found that the major
revising completed by subjects was carried out during the writing itself rather than in

the final reviewing stage, both in English and in Chinese.

Whereas the results chapters offer discussion of data gathered from all 18
subjects, Chapter Ten reports the writing profile of one writer. The report hopefully
gives an in-depth account of the composing of one subject and illustrates (a) the
diverse nature, variety and width of the composing ability of the subjects generally,
and (b) the problems in erecting a representative overview of the performance of all
18 subjects. Chapter Eleven summarises the study, its results, conclusions and
implications. In general, it was found that, both in English and Chinese writing, the
subjects went through the same four subprocesses, generating, transforming, pausing
and revising, with variations in the dimensions and magnitude of these elements. The
four subprocesses seem clearly interrelated, reflecting the notion that writing is a
complex cognitive activity and that knowledge transfers across languages, with

subjects using first language strategies and knowledge to aid and facilitate their second

language efforts.

The subjects’ on-task behaviour and the follow-up interviews suggest that they
had little confidence in expressing themselves freely in English. Even when writing

in Chinese, their mother tongue, they were also very cautious, only opting to write on



topics with which they were very familiar. The implications for the way children of
primary school age in Hong Kong are taught to write, both in Chinese and in English,

are far reaching and these are discussed at some length in the final chapter.



Chapter One

General Background to the Study

1.1 Introduction: the Language of the People of Hong Kong

Hong Kong is a British colony situated on the southern coast of China. Its people are
mainly ethnic Chinese and their knowledge of English and Chinese has helped Hong
Kong develop into one of the world’s most prosperous centres of international
commerce. According to the 1991 census, of the 5.82 million residents of Hong Kong
95% are Chinese. Within this Chinese community, 60% are locally born, the rest
originating from the neighbouring province of Guangdong. Cantonese, the spoken
dialect used in the provincial capital of Guangdong, serves as the lingua franca (88.7%
of the population) among the Chinese in Hong Kong. Other dialects of Chinese, such
a Kejia (Hakka), Siyi (Seyap), Chaochou (Teochiu), Fujian (Hakkien) and
Shanghainese and numerous sub-dialects may also be heard occasionally. Their usage

is limited to social communication among the family and close friends.

The mother tongue of the majority of the people of Hong Kong, Cantonese, is
used for communication in the home, school and the work place. It is the language
of solidarity and social identity, helping bind together the ethnic Chinese population
in Hong Kong (Cheung, 1984). Despite the prevalence of spoken Cantonese in
everyday life, Modern Standard Written Chinese (MSWC) is used exclusively in
school as the written form of Chinese (CDC, 1990a, p.51). Written Cantonese is
technically possible and can be found in mass media publications, comic books,
captions of newspaper cartoons, advertissments in newspapers, advertising posters,

magazines and novels for the working class and the like (Bauer, 1982, p.277).



However, officially, in terms of accepted Chinese orthodoxy at least, there is no
standard form of written Cantonese. As Bauer (1984) writes,
"It (Cantonese) has been developed unofficially and conventionally with most
writers using approximately the same characters but has never been officially
standardized. (p.18)
In addition, there are Cantonese words used in speech which have no written
equivalent. That Hong Kong pupils are unable to write down in words exactly the

thoughts they have in their mind must have a profound influence on the way they set

about composing.

Since the 1984 Anglo-Chinese Joint Declaration, announcing the return of
Hong Kong to Chinese sovereignty in 1997, there has been an understandable desire
on the part of many Chinese in Hong Kong to learn Putonghua. Putonghua, the
official spoken language of China, is much less commonly used in Hong Kong than
is Cantonese but many residents and pupils are now learning the language. The 1984
Anglo-Chinese Accord signalled the beginning of the end of English supremacy in
Hong Kong and the start of the ascendency of Chinese, the current emphasis on
* Putonghua reflecting its growing status as a favoured medium of communication.

Such emphases are also associated with the increasing growth in trade between Hong

Kong and China in recent years.

MSWC is the written form of spoken Putonghua (Cheung, 1984; Bauer, 1984).
Although it is possible to argue that MSWC and Putonghua are not entirely congruent,
Putonghua has high correspondence in terms of syntax and lexis to MSWC and serves
as a common means of communication and way of sharing common cultural and
literary values within the wider Chinese community. However, written Chinese in
Hong Kong, influenced both by English and Cantonese, is the product of mixture of

norms, which Hsu (1979) refers to as the "Hong Kong quasi-norm". The Chinese in



Hong Kong use a large number of loan words translated from English which are not
accepted by the Peoples’ Republic of China. At the same time, the people in Hong
Kong tend to write long and complicated Chinese sentences, which too is not common
in China (Cheung, 1984). These factors leave the people of Hong Kong in a
quandary, for although they are ethnic Chinese and will soon be part of China, the
language they use sets them apart from their compatriots in China. At the same time,
the difficulties they face in mastering English, the colony’s second language (L2),
leave them bereft of the power which writing supplies, allowing people quickly and

easily to communicate with others.
1.2 The Status of English in Hong Kong Today

For the last century and a half, English has been the official language of the British
ruling class in Hong Kong and is therefore popularly perceived as the language of
power. Although the Chinese language assumed equal official status alongside
English in the territory in 1974, the highly prestigious position enjoyed by English
through the colonial years lives on and to this day it remains the language of
government, the law and international trade. Perceived as opening the gate to a
successful career, proficiency in English is coveted and, not unexpectedly, most
parents in Hong Kong are keen for their children to be able to master English (HKED,
1989; ECR4, 1990). Yet, despite its enduring and obvious utilitarian value, English
is not spoken well by the general public in Hong Kong (Llewellyn et al., 1982).
According to Gibbons (1979) and Luke and Richards (1982), a mixture of Cantonese
with English lexical terms in Cantonese (‘Chinglish’) is commonly spoken by civil
servants and even by students in Hong Kong University which prides itself on its
English medium traditior:.

That standards of English in Hong Kong are not exemplary is to an extent
surprising, given the high profile of English language teaching and its widespread use



in Hong Kong schools. English is taught in a rudimentary form in most kindergartens,
is a compulsory subject in primary schools, and is supposed to be the medium of
instruction in the vast majority (90%) of secondary schools. According to the present
English Syllabus for Primary Schools (CDC, 1981), the foundations for English
language mastery are supposed to be established in primary schools and, by the time
they leave primary school, pupils are supposed to have grasped the fundamentals of

spoken and written English and to be able to use these for a wide range of

communicative purposes.

1.3 Primary Schools in Hong Kong

There are two broad categories of primary school in Hong Kong, Chinese-medium and
English-medium, with less than 10% of primary pupils in the latter. According to the
Chinese Language Curriculum for Primary Schools (CDC, 1990a, p.51), the target
written language is MSWC. As noted above, the spoken form of MSWC is
Putonghua, whereas the spoken language used by the pupils is Cantonese. Hence,
Hong Kong primary pupils learn MSWC with Cantonese pronunciation. Furthermore,
they learn how to write using texts and readers written in MSWC, when the oral
medium of instruction in the classroom is Cantonese. Students thus use one language
for listening and speaking, and presumably thinking, and another for writing and
reading. In addition, as Chinese characters are idiographic, Hong Kong students are
not able to draw upon the words in their mind and express them in written form until
the written code has been mastered. In contrast, most children in British primary
schools can write relatively freely, if not always accurately, from the time they can
read (Plowden Report, 1967). Thus, although there is little evidence to suggest that
children in British primary schools are employing fundamentally different mental
processes when writing in English from those used by Hong Kong children writing

in Chinese, there are likely to be extra procedural obstacles which complicate the
facility and fluency of the latter.



Most English-medium primary schools in Hong Kong are well established
feeder schools to prestigious secondary schools, and usually have a long tradition of
excellence and often a religious background. All school subjects are taught in English
in these schools except for Social Studies and Chinese. Students therefore have more
exposure to English than their counterparts studying in Chinese-medium primary
schools, where English is taught as a single subject. English-medium schools are
generally well respected by parents, so much so that parents who are ambitious for
their children will usually try hard to have their children admitted to these schools.
These parents believe that mastery of English will open up opportunities for their

children, both in terms of career prospects and higher education (Fu, 1987).

In the educational climate surrounding primary education in Hong Kong,
parents’ perceptions of the importance of learning English are reinforced by the
obvious utilitarian value attached by the public to it as a gateway to better prospects,
and by the ways in which so many privileged people tend to exert great pressure to
gain entry for their children to schools with English-medium education (HKED, 1989).
In spite of this, to most Chinese students themselves, English remains a foreign rather
than a ‘second’ language (Richards and Luke, 1981). These students have little
exposure to English other than in school, for outside school they seldom listen to
English channels on the radio, watch English television channels or films, read English
newspapers and magazines, or face any situation where they are forced to use English.
Older students nearing public examination dates may appreciate the utilitarian
purposes of learning English, but, in the writer’s experience as a teacher and a parent,
few children of primary school age share these concerns. In fact, students seem to
have so many problems mastering Chinese, their mother-tongue, that they find the
addition of having simultaneously to try to learn English an unwelcome imposition.

The result is that most children in Hong Kong generally find language learning a
rather complicated affair.



1.4 Learning to Write in Hong Kong Primary Schools

As outlined above, in terms of mastering the written and spoken forms of their first
language (L1), the majority of Chinese children learn to speak Cantonese at home and
use it in school for verbal exchanges, but then need to learn MSWC in order to
express themselves in writing. Hence, they have to (a) master two sets of vocabulary;
(b) learn two sets of written and spoken linguistic conventions; and (c) know When
it is appropriate to use each in order to express themselves in speech and writing
(Bauer, 1984). When they learn to write in English the situation is complicated even
further. For example, in translating even simple text from Chinese to English,
children read the script in MSWC but use Cantonese to access and consider its
meaning and hold such understanding in memory. They then set about translating
these encodings into English by imagining what they wish to say in Cantonese,
converting this to English and writing it down in a language which is very different
in terms of grammar, lexis and conventions from the MSWC in the original source
reading. Furthermore, these cross-linguistic difficulties are heightened by the way
Hong Kong children learn to read and write Chinese.

In Hong Kong, learning to write in Chinese is a subject surrounded by
controversy. The differences between the spoken and written forms of the Chinese
which students have to master are so marked that some scholars, for instance Liu
(1988), consider learning how to write akin to leaming an L2. In contrast, writers
such as W.L. Wong (1991) insist that written Chinese cannot be anything other than
an L1, acquired in much the same way as other Lls are mastered universally.
Theorists such as Skinner (1957) describe how infants have their L1 utterances shaped
into acceptable forms by ‘caretakers’ (usually parents and grandparents) who will
tolerate incorrectly expressed language, so long as it manages to convey the intended
meaning, especially in the initial stages. Perceiving the purpose of communication as

being to convey meaning rather than to express precisely correct forms of language,



children gradually have their utterances conditioned until they approximate fairly
precisely to those of the people around them. Thus, L1 learners can rarely put a
finger on isolated instances where particular items of language were mastered, and
their responses become generalised. It is not suggested here that behaviourist theory
accounts fully for language acquisition, but this view of the role of caretakers in the

generalisation process finds sympathy from a number of scholars (Mowrer, 1954,
Cromer, 1991).

1.5 The Second Language of Hong Kong: English or Written Chinese?

The writer will set aside for the moment the question of whether behaviouristic
accounts of spoken language acquisition hold merit when one turns to writing
acquisition, or indeed whether L1 acquisition accounts also hold for the learning of
L2s. It is certainly the case that some language acquisition accounts have been
specially proposed to explain the routes by which an L2 is acquired. One of the most
notable of such accounts is that proposed by Krashen (1981; 1982). Krashen (1982)
describes language acquisition as follows:
"Language acquisition is a subconscious process; language acquirers are not
usually aware of the fact that they are acquiring, but are only aware of the fact
that they are using the language for communication. The result of language
acquisition, acquired competence, is also subconscious. We are generally not

consciously aware of the rules of the languages we have acquired. Instead, we

have a ‘feel’ for correctness." (p.10)

According to Krashen, one develops competence in one’s L1 by a ‘natural’
acquisition process. In contrast, for the majority of people, most L2s are "learned" in
ways very different from those which characterise L1 acquisition. Krashen is critical
of the ways most teachers set about teaching children an L2. Instead of allowing

learners to ‘acquire’ the new language, they expose them to a route to mastery which



is quite different from the one usually pursued by L1 acquirers. Instead of allowing
the children to engage in using the L2 to fulfil their own communicative needs,
teachers usually present the target language a little at a time, systematically expose the
children to formal grammar, teach speech and writing simultaneously, arrange for
extensive practice out of communicative context to drive home what has been taught,
and use textbooks as a framework for the subject matter. Krashen (1982) points out
that such learning entails:

"conscious knowledge of a second language, knowing the rules, being aware

of them, and being able to talk about them." (p.10)

Krashen’s writings make it clear that he is talking about an .1 and an L2
which are clearly very different, with cross-linguistic differences which make it
impossible for an untaught person to understand the new language at all. One might
call such differences ‘intralanguage’ differences, as opposed to ‘interlanguage’
differences which refer to the differences in the language characterising the various
stages of language mastery possessed by learners at different grades of expertise in a
single laqguage. Thus, intralanguage differences are often focused upon by L2
teachers, whereas interlanguage differences are often the focus of linguistic theorists
tracing the path of language growth (e.g. Cromer, 1991). Interlanguage progression

is usually gradual, spontaneously initiated and often unconsciously generated.

The path toward mastery of English by native-speakers of the language is
usually an interlanguage affair, with no serious disturbance to the developmental path
of communication emanating from differences between written and spoken English
(Perera, 1984). However, in terms of learning how to write in Chinese, since Hong
Kong children do not usually learn to write MSWC until they start primary school, it
might be argued that they are indeed faced with an ‘intralanguage’ situation involving
conscious ‘lcaming’ rather than acquiring written Chinese in ‘interlanguage’ growth

fashion. Perera (1984) points out that most pupils at school in England only become



aware of grammar when they realise that their written expressions are unable to
convey the intended meaning because their writing offends linguistic conventions or
is ambiguous. She thus argues that grammar should only be taught when children
signal that they are ready to have their writing refined, and that there is no need to

teach grammar which has no bearing on immediate communicational acts.

The issue of whether or not to teach grammar in primary schools is a very
controversial topic for teachers of Chinese. Some scholars (Tian, 1990; Wong, 1990)
insist that students formally learn Chinese grammar in school, and it is clear that
pedagogic grammar is an important part of the Chinese language curriculum in
mainland China (Wong, 1988). Returning to the Hong Kong context, M.C. So (1988)
argues that Hong Kong students should be allowed to acquire their mother tongue
without conscious learning of language rules. However, some grammar items have
been included in the Chinese language curriculum for secondary school students
(CDC, 1990b, p.61). Many secondary students in Hong Kong are taught elements of
grammar formally when they are being taught Chinese. Another controversial issue
among Chinese teachers in primary schools is whether or not to teach sentence
patterns. To the writer’s knowledge, no in-depth research has been conducted to study
the sentence patterns habitually used by the people of Hong Kong. No suggested
sentence patterns list for primary courses is provided in the Chinese Syllabus for
Primary Schools (CDC, 1990b). However, sentence pattern drilling is included in the

Syllabus and many primary school teachers have problems in knowing exactly what

to teach.
1.6 Learning to Write in Chinese in Hong Kong

Since it is most improbable that any child has ever started school in Hong Kong fluent

in English and able to write it proficiently before having to start the whole language



leamning process again, this time in Chinese, it is safe to assume that all ethnic
Chinese children who learn to write in English do so after being taught Chinese. In
order to understand how this experience might influence the way they set about

mastering English, it is first necessary to understand how they are taught to write in
Chinese.

In any language, leamning to write is usually very different from learning to
speak, and written and spoken discourse are rarely synonymous. Widdowson (1983)
writes:
"Leamning to write one’s own language involves a shift in mode of discourse,
from one which is reciprocal interaction through spoken exchange to one
which is non-reciprocal and covert” (pp.44-5)
Tumning to learning to write in a foreign language, he (1983) writes:
"If the foreign learmners have already learned how to write in their own
language, then they will have acquired the essential interactive ability
underlying discourse enactment and the ability to record it in text. Their
problem is how to textualize discourse in a different language” (p.45)

According to the views propounded by Widdowson, native-speaking Cantonese
students in Hong Kong learning to write English have simultaneously to learn both a
new discourse mode and a new textual medium. The fact that both modes are new
complicates the task, but at least there is fair linguistic consistency between speech
and writing in the new language. However, these same children leaming to write
MSWC have first to accept the need to change discourse mode from the spoken mode
(Cantonese) to the written mode (MSWC). The task of mastering the textual medium
is also complicated by the written form being idiographic rather than phonetic. There
are also lexical differences between Putonghua and Cantonese. One can perhaps
imagine the difficulties Hong Kong children encounter in learning to write Chinese.

10



In fact, generally speaking, the only primary school pupils in Hong Kong who
know how to speak fluent Putonghua are those who have migrated to Hong Kong
from China. The rest, the overwhelming majority, find it quite difficult to learn to
write MSWC, due to speaking Cantonese as their mother-tongue. Not all Chinese
language specialists are sympathetic to their plight, however. For example, Cheung
(1984) writes: "Students in Hong Kong in their writing use unnecessary dialectal and
foreign elements. This will jeopardize the integrity of our language"" (p.105) In more
sympathetic vein, Tian (1987) recognises that written Chinese in Hong Kong is a non-
standard and impure form of the Chinese language, and points out that there are great
differences between Cantonese and Putonghua in terms of phonetics, lexis and syntax.
Recognising these linguistic differences, Liu (1988) disapproves of using Cantonese
as the medium of instruction in schools in Hong Kong. At the same time, the
Education Department of Hong Kong clearly states in the Curriculum for Chinese
Language for Primary School (CDC, 1990b, p.51) that pupils should not use

Cantonese in their writing.

When teaching children to write in Chinese, teachers of Chinese are to a great
extent influenced by the views of Chinese scholars and by the recommendations in the
official Syllabus. Although they appreciate the difficulties caused by the differences
between Cantonese and Putonghua, most of them accept the official view and forbid
their pupils to write in Cantonese or to include lexical and syntactical items from
Cantonese in their writing. As a matter of fact, a great number of Chinese language
teachers in Hong Kong do not know Putonghua themselves and some cannot write
MSWC well (Wong, 1988). Nevertheless, they still insist that pupils should not use
Cantonese when writing. Thus, unlike English children of the same age learning to
write their mother tongue, Hong Kong pupils trying to write in Chinese are trained
automatically to turn away from knowledge of the language which is most familiar to
them, Cantonese.

11



Concerning the teaching syllabus for writing in Chinese, teachers in primary
schools receive guidelines from the Education Department in the form of a syllabus
which describes the contents of teaching for each level (CDC, 1990a). Briefly, at
Primary One level, the emphasis in teaching Chinese writing is on sentence
construction, including sentence completion and sentence pattern drilling; at Primary
Two, the emphasis is the same but is extended by including the teaching of sentence
construction using prescribed phrases, and paragraph writing. From Primary Three
onwards, students are required to write passages of different kinds: they begin to write
narrative passages in Primary Three and Four; expository essays in Primary Five; and
argumentative essays in Primary Six.

There are clear targets in number of words for each phase of writing at the
different levels:

Primary Three about 150 words

Primary Four about 200 words

Primary Five about 250 words

Primary Six  about 300 words
In fact, these targets have become an important criterion for assessment. If pupils do
not reach the appropriate target, they will often fail the assessment. At the same time,
pupils are usually discouraged from writing more than is prescribed. For many
primary school pupils, the number of words has become an important goal in writing,
and many will count the number of words written and try to end their script on the
precise number when the target is achieved. The number of words is also a hidden
objective for teaching emphasized by Chinese language teachers. They infer from the
Syllabus that there is a direct correlation between the number of words produced and
the writing development of their pupils. Number targets are thus also found in the
Syllabus for the Chinese Language for Secondary Schools (CDC, 1990b), with, for
example, students being required to write 600 words in the School Certificate

12



Examination. The implication from such target word specification is that there is an

implicit link between quantity and quality.

Following the recommendations as contained in Chapter 5 of the Education
Commission Report No. 4, the Education Department has embarked on a long term
policy initiative called Targets and Target-Related Assessment (TTRA)(CDC, 1992).
These are designed to set clear directions for leamning, to connect learning and its
assessment more closely and to promote the individual progress of all primary and
secondary school learners (p.5). The targets listed for composing for Primary One to
Three school pupils in the June edition of the TTRA of the Chinese language are: to
construct sentences, paragraphs, and different genres of writing including narratives,
letter writing and different types of writing; to use punctuation and write sentences
correctly and to express complete ideas in modem Chinese language. The targets for
Primary Four to Six for composing are: to write different genres of writing including
narrative, expository, letter writing, diary, weekly reports, memos and other types of
writing; to use punctuation correctly; and to use lexis and to write sentences correctly;

to write composition with rich contents and logical ideas (CDC, 1992, p.17).

In the writer’s view, the learning targets for writing in Chinese for primary
school pupils are rather vague and not ordered in hierarchical form. Aspects of
cognitive development, learning and use in Chinese are not considered and integrated
within the targets. Consequently, the targets set by the CDC are not providing a
framework within which teachers can design schemes of work appropriate to learner
groups in their schools.

Conceming pedagogy, teachers of Chinese writing are very much influenced
by traditional ideals and approaches. Perfection is attained when the child can mimic
examples of good writing and generalise from them spontaneously. Thus, frequent
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practice in learning in which pupils try to base their own writing on classic styles is
given in the hope that the characteristics of such writing will be appreciated and
absorbed (So, 1988; W.L. Wong, 1991). This approach focuses primarily on forms
and syntax of writing and imitation of prescribed texts for study. Consequently,
students are not encouraged to be creative and the concepts of communication for a
distinct or utilitarian purpose and a sense of audience are usually ignored. In terms
of classroom exercises, the tasks set are usually either rigid reproduction of sentence
patterns according to set rules, picture descriptions with provided vocabulary, guided
compositions or free compositions under a set title.

When marking pupils’ written assignments, Chinese language teachers feel it
is their duty to highlight all the mistakes and errors made by the pupils. They are also
expected by parents, most panel heads and principals to draw every single mistake to
the attention of the pupil. In addition, teachers are expected to make comments in the
margin and add a general comment at the end of the piece of writing (CDC, 19904,
p.50). Itis also a tradition held by most teachers not to give high marks for pupils’
writing, the range of marks being from 55 to 70 (the total mark is 100). Thus, there
is limited positive reinforcement for pupils and this approach to teaching writing, with
its heavy emphasis on error-free writing and accurate writing of sentences, causes
some apprehension about writing in the learner. For most students, writing is difficult

and uninteresting: for most teachers, it is exacting, painstaking and dull.

1.7 Learning to Write in English in Hong Kong

Having set the above background, one might turn more explicitly to writing English,
its teaching and learning. The official Syllabus for the Teaching of English Writing
in Chinese Primary Schools (CDC, 1981) divides the programme into two stages:

lower primary and upper primary stages. The overall aim of Stage One is to give
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pupils a foundation of clementary English which they can use to carry out simple

tasks. At Stage Two, the emphasis is on reading comprehension and the use of skilled
reading to complete tasks.

Traditional methods of teaching English writing include the grammatical
approach, the grammar-translation method, the structural method, the oral-lingual
approach and the pattern drilling method, all of which find support from the
behaviourist account of language acquisition proposed by Skinner (1957). Although
Skinner’s theory is addressed to L1 learners, it is also drawn upon to support and
inform approaches to teaching L2s. Language learners are placed in positions where
they imitate linguistic models, usually provided by the teachers themselves or by audio
and visual tapes. It is believed that by repetition and mechanical drilling, language
patterns will be internalized within the learners’ mind so that they can be drawn upon
‘ggtomati_cally whenever the occasion to use them arises. All errors are identified and
corrected in detail, irrespective of the English competence of the learner. Such
correction of errors is not always cost effective, in that the same errors often appear
again and again. Equally undesirable, the motivation and the communicative purposes
of the leamner are usually ignored. Students often want to communicate with their
teachers, expressing their opinions and feelings about matters. However, most
teachers using traditional approaches will often ignore these messages, negatively

concentrating on errors of expression in the writing.

It has been shown that such over-detailed error correction in writing can have
harmful effects on L2 learners (Corder, 1967). The interest and confidence of the
learner in trying to communicate in language are destroyed, with learners reluctant to
experiment with the language or to try to say what they mean unless they possess the
exact language structures adequate for the task. The traditional approach to L2
teaching based on behaviourism often yields unsatisfactory outcomes. For example,
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many students in Hong Kong schools leaving school after having leamnt English at
primary and secondary level for eleven years using traditional approaches cannot
comfortably use English for communication (HKED, 1989). Official moves to reduce
the emphasis on traditional teaching in Hong Kong came to a head after the
introduction of nine years of compulsory education for all. Whereas these methods
might have enjoyed some success with very able children, they only succeeded in
boring and disaffecting children from the wider population range. Since 1981, the
Education Department has recommended the Communicative Approach (CA) for the
teaching of English and new teaching syllabi and textbooks were published for
primary schools (CDC, 1981) and secondary schools (CDC, 1983).

1.8 Leamning to Write within the Communicative Approach to Learning English in
Hong Kong

Fundamentally, the CA involves basing classroom activities on the learners’ needs and
interests, and exposing learners to the target language used in authentic English use
situations. Learners are placed in interesting situations where they simply must use
the target language to communicate their intentions, and a range of communicative
activities is recommended to involve learners in active rather than passive forms of
leamning. It is recognised that the aim of communication is to get "the message
across”, and that this should be the basic criterion by which communicative activities
are evaluated (Johnson and Morrow, 1981). Errors in production which children make
are responded to selectively and pupils are encouraged to write to a real purpose.
Instead of pupils being systematically exposed to language forms, they leam them
through using various forms in communicative activitics. Instead of endless drilling
and practising addressed to language which the pupils might some day need, practice
is directed at perfecting the language they themselves actually need to use to
communicate for the present.

16



However, although the CA has met with success in the teaching of language
in many places in the world (Brumfit, 1979, 1986; Krashen, 1982), its implementation
in Hong Kong has not been smooth. Furthermore, even though the CA has not been
implemented fully and the fact that traditional approaches are still adhered to by many
teachers (ECR4, 1990), a number of teachers seem to imagine that it is the new
approaches which have been responsible for the poor standards displayed by pupils.
A report of a Working Group set up by the Education Department to review language
improvement measures denies that standards are falling, but comments nevertheless
that:

"There is a widespread expression of belief in certain groups within the

universitics, in the business community and governmental circles that standards

of English are declining. Partly as a result of the press publicity given to the
many reiterations of this belief, the view now seems to be common among

members of the public at large.” (HKED, 1989, para.1.5.1.1)

The Working Group denies that allegations of falling standards have validity,
but it accepts that some teachers may not be giving of their best at the moment. It
is suggested that this may be partly connected with current methodology and partly
with (a) loss of morale due to popular feelings of uncertainty about the future in Hong
Kong, and (b) complaints that teachers are not doing their job well. Taking a
defensive stance, the Group comments that:

"This constant complaint has already begun to affect the morale of the teaching
force, and has almost certainly had a negative effect upon pupils’ leamning. It
is not fear of failure and constant criticism that motivates effective teaching
and learning, it is success and confidence in what one is doing. This feeling
of success is being denied in the education system as a whole, and in the
leamning component of it in particular.” (HKED, 1989, para.1.2.16)
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The CA is claimed to be ineffective because many teachers think that, despite
the clearly presented Syllabuses (CDC, 1981; CDC, 1983), it is only suitable for
teaching oral and listening processes, not writing (Chiu, 1990). In fact, there are
genuine obstacles which hinder the implementation of the CA, and indeed any learning
based upon activity methods in Hong Kong schools. For example, the average class
size of around 40 pupils per class makes it difficult to find space to organise
communicative leamning activities; the fixed furniture lay-out in each class makes
rearrangement noisy; most classrooms are rather small and crowded, so that movement
around the class is difficult; the timetable is rigid and teachers moving from one class
to the next find it burdensome to carry materials; lesson length is usually too short to
practise active forms of leamning; and the children are unable for one reason or another

to transfer what they have learned in school to their Cantonese oriented environment
outside school.

(Many English panel chairpersons do not fully understand the essence and

principles of writing within the CA, and they practise their own approaches. In many
schools, writing is often taught by dictation, rearrangement of given sentences, patterns
drilling and guided composition. Teachers in prestigious schools give lots of
supplementary exercises for students to do, many of which were written as long as ten
years ago and, in the writer's experience, are guarded as precious property by the
school. If one examines these exercises closely, one usually finds that they are based
on structural and pattern drilling approaches.) Some exercises are printed and publicly
available and many parents use them in private tutorial lessons for their children.

English teachers still mark pupils’ writing meticulously, with the focus on
accuracy rather than communication and creativity. Teachers spend hours marking
and commenting on the assignments. On being handed their marked assignments,
many pupils simply copy the corrected assignment again without really understanding
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the nature or origin of their errors. Writing assignments are usually considered a
means of testing, not teaching. Since students often receive back assignments which
have been marked in great detail, they experience the type of constant failure in their
writing which discourages them from enjoying writing as a medium of expression and
communication.

In teaching children to write in English, teachers seem to rely heavily on the
method of guided composition. The idea behind this approach is to ensure that errors
are eliminated, with the degree of control engineered by giving exercises to students
with diminishing levels of guidance as they progress. According to the English
Syllabus (CDC, 1981), the forms of free writing recommended include simple
narratives, diary entries and letters to friends, but usually these are only encouraged
in proficient classes. Instead of pnmary pupils enjoying writing as a form of
expression and outlet for emotion and thought, Hong Kong pnmary pupils see it as

an exacting and tedious chore.

In June, 1992, the Curmriculum Development Council and the Education
Department presented the proposed learning targets and exemplar target-related tasks
of Target and Target-related Assessment to schools and teachers. Much effort and
many resources had been put into the development of learning targets for English
(Hong Kong Language Campaign, 1991). The learning targets for English are ordered
in a hierarchy from the most general to the least general target. The subject target is
to develop an ever-improving capability to use English to communicate, learn, think
and know, form judgements and develop values: reflect upon language in use, the uses
of language and language learning. There are three dimension targets: interpersonal,
cognitive and aesthetic purpose. It is hoped that the content of the document can be
implemented in schools. However, the writer fears that the rationale of TTRA is so
complicated that many English language teachers may not be able to understand and
put it into practice, especially in teaching writing.
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From the above analysis, it is clear that there are many problems in the
teaching of writing in Hong Kong. If these are to be solved, it is necessary for
teachers to understand the issues which underlie language acquisition and appropriate
methodologies to support it; the relationship between thought and language and the
implications for the teaching of writing;) and the developmental path pursued by

children as they progress from naivety to maturity in their ability to write fluently,
with meaning and style.

e b A
Lo F

1.9 Theoretical Analyses of the Composing Process

Many psychologists propose that writing is largely a cognitive activity, all composing
processes taking place in the head (Perera, 1984). In the words of the psychologist
Vygotsky (1962):

"The relation between thought and word is a living process; thought is born

through words. A word devoid of thought is a dead thing, and a thought
unembodied in words remains a shadow." (p.153)

Inspired by writers such as Vygotsky, many researchers, including the writer,
have investigated the developmental path of children’'s writing, the cognitive
processing involved in writing as opposed to speaking, and the implications of all this
for waching. One striking feature is that many researchers, especially in western
countries, seem to have shifted focus away from looking at what children write to how
they compose when writing, from the "what" to the "how" (Barritt and Kroll, 1978;
Perera, 1984). Teachers who have followed the progress of such researchers have
been attracted by the attention given to such issues as defining the objectives of
writing, understanding the composing process itself, the effects of writing for a
specific audience, and the idea that writers be allowed the freedom to edit their
offerings as freely and often as they wish.

20



Morgan (1989) reports that many children in the United Kingdom are not clear
about the purpose of writing. For instance, writing as a means to express oneself and
as a means for enjoyment seem not to have entered the mind of the pupil. On the
other hand, Morgan complains that far too many teachers assess what has been written
by pupils on the basis ot appearance rather than content, on the number of spelling
mistakes and errors rather than originality. In order to improve the situation, the
National Writing Project was started in 1985. Conceived by the School Curriculum
Development Committee, not as a set of ‘bright ideas’ to be carried out to the letter
but rather as a collaborative process, the Project encouraged teachers to deveiop their
own projects and try out both their own ideas and those of the children. The
underlying objective was to extend the use of writing as a vehicle of expression, a
way of communicating of ideas and above all as a means for learning. The Project
initially involved 24 local education authorities and up to 2,000 teachers, but from

1988, teachers outside the experiment were encouraged to join.

The results published in 1989 were very surprising. When writing was
presented as a process of reflection and exploration to children, the children
demonstrated an astonishing level of creativity and fluency of expression. Writing for
an audience was also emphasized, so that the children knew that their writing might
be read by teachers, peers and people outside school. Consequently, the standard of
presentation and accuracy improved dramatically. Czerniewsha, Director of the
Central Project Team, reported at the launch of the Nelson teaching materials:

"There has been a shift from mere skill acquisition to using language for their

own ends... Children are not just receiving learning but are actively involved

in the writing process.' ( Morgan, 1989, p.303)

She also said that even very young children aged four to five are conscious of writing

and able to use their limited knowledge to communicate in drawings or single letters,
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An important concept explicated by the Project is that writing does not flourish
in a vacuum, in that, unless it is read and responded to, it loses its point. The idea
of writing partners, often in the form of a peer or class-mate, was recommended.
Books and collections of written products were produced by the whole class, the
intention being to give all involved a sense of achievement. The concept of writing

as a medium of learning was extended right across the curriculum (Morgan, 1989,
p.303).

The above project has mainly been concémed with writing in English asan L1,
but the outcomes have nonetheless been of compelling interest to those concerned with
teaching children to write English as an L2. In Hong Kong, some teachers have
welcomed the approach, for they have been convinced for some time that the way
children are taught to write and teachers’ conceptions of the best way to teach children
to write need re-examining. As described earlier, when children are taught to write
Chinese in Hong Kong, the problems they face in having to write in a form of
language which differs markedly from the form of their natural speech, lead teachers
to teach pupils to write in highly formal and prescribed ways. This might have a
negative transfer effect on the way these children are taught to write in English.
Therefore, a number of studies have been carried out of the mental processes that are
involved as children write, and how these operate when children produce writing

which is judged to be expressive, communicative and interesting (Tse and Shum,
1989).

1.10 Research into the Composing process in Hong Kong

The writer is at the time of writing a lecturer and teacher trainer in a university in
Hong Kong and has been involved in the above area of research over a considerable

period of time. In one study (Tse, 1984), the composing process of four secondary
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school students writing in Chinese was recorded and analyzed in detail. It was
concluded that the basic composing process followed was common to all of the
students, but there were individual differences and emphases in the sub-processes.
Transformation was found to be a most important, necessary and common sub-process
in the subjects’ writing. On the basis of this research, an approach to teaching writing
was developed and the writer has taught trainee teachers to apply it for some years
now. The ‘process’ approach applied to teaching secondary students to write in
Chinese has proved to be effective (Tse and Shum, 1989), and the teaching method
developed by the writer has been introduced to Chinese language teachers in Hong
Kong, Shenzhen in the People’s Republic of China, and in Malaysia. It is now being

increasingly accepted as one of the most popular teaching methods currently

employed.

A more recent study (Tse, 1990a) focused on the composing process in English
and in Chinese of primary school pupils in Hong Kong. The researcher found clear
differences in the process of transformation when each of the two languages was
involved. In a subsequent study with the collaboration of the Department of
Physiology in Hong Kong University (Tse and Chan, 1990), the researcher used a Disa
Neuromatic 2000, computer-controlled, 2-channel neuromyograph for studying clinical
EEG and evoked responses to study thought imagery during composing in Chinese by
eight subjects, primary and secondary schools students. The students were found to
seek information from their past experience by retrieval of thought imagery. It was

also found that the children experienced emotions during this imagery retrieval.

The researcher is at present a member of a research team, supported by the
Hong Kong Research Grant Council, to develop a computer based writing environment
in Chinese, designed to allow the incorporation of teaching ideas and provide resource

support. The work so far suggests that a supportive writing environment provides a
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good setting for the learning of different writing strategies (Law et al., 1990; Tse et

al. 1991). The project has also concluded that the difficulties students face in writing

germinate in their primary school years.

Emerging from the above research has been a clearer understanding of the
composing processes and this has allowed the writer to draw up a model of the
composing process, details of which are presented in Chapter Three. In the writer’s
opinion, this model applies both to writing in Chinese and in English. At the same
time, a central assumption tested in the present study was that the cognitive processing
underpinning writing is not language bound, in the sense that structural modifications
do not have to be made to the model to accommodate different languages.
Nevertheless, the relative emphasis given by primary school pupils to the various
elements in the model will reflect a number of factors, including the way the child has

been taught to write, the way language is used in the generation of words and

discourse and the child’s perception of the dimensions of the task itself.

1.11 Purpose of the Present Study

The purpose of the present study was not to test the validity of the model proposed
by the writer on later pages in this thesis, even though the research was always likely
to illuminate its structures and the interlinking of elements. In fact, the researcher is
convinced that an in-depth study would fully occupy any researcher for years, testing
the processes governing the operation of any cell and what is happening within the
model whilst the act of composing is taking place. For this reason, it was decided to
focus primarily on sub-processes which had been the centre of attention in the
researcher’s previous investigations. Furthermore, the writer’s previous research
would lead him to conclude that a clearer idea of how the composing process is

influenced by being conducted in an L2 might best be obtained by looking at children

24



of primary school age. They are in an embryonic stage of writing and it should be
possible to see from their efforts how the foundations for further growth are being set
down.

1.12 Nature of the Research and the Research Strategy

The resecarch was exploratory in nature and not concerned with verifying
experimentally conclusions reached from substantial pilot work and conjecture.
Rather, it set out carefully to obtain reliable and valid data which would form a bank
of information which would be open to investigation and interpretation. In particular,
it allowed the researcher to ask a number of research questions and to consult
evidence from the data bank, previous research and learned opinion in an effort to
answer them. The writer is convinced that, in order to further develop the syllabi of
writing and adjust the orientation of primary level writing instruction, an
understanding of the composing processes of pupils and their difficulties in writing is
essential. In addition, as students in Hong Kong have to write in Chinese and English,
it is of more than academic interest to compare the composing processes of students

when writing in these two languages.

Since research into the L1 and L2 writing processes in Hong Kong primary
school pupils is still in its infancy, there is little related pertinent research literature
available for reference. The writer thus elected to proceed in accordance with his own
judgment and in a fashion similar to that used by Emig (1971) by looking at the
composing aloud protocols and the written output of a carefully chosen small sample
of subjects rather than conducting a large-scale in-depth study of composing. Thus,

the research strategy employed was a multiple-case study approach (Yin, 1989).
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1.13 Elements of the Composing Process Selected for Closer Study

Given that the researcher’s model is complicated, reflecting the complexity of the
composing process itself, it was decided to narrow the focus and to look at a number
of key sub-processes only: generating, transforming, pausing, and revising. These are
all key sub-processes in writing and have been explored in relation to writing in the
mother tongue by Emig (1971), Hayes and Flowers (1980), Tse (1984, 1990a) and Tse
& Law (1991). Other sub-processes, like planning and organizing, could not be
ignored, but were not discussed in the same depth of detail. At this stage, it may be
helpful to clarify the writer’s conceptualisation of generating, transforming, pausing,

and revising.
1.13.1 Generating

Generating is a sub-process involving the writer in bringing into consciousness ideas,
language and thoughts which may be committed to print. When a topic is given to
a writer to write about, the writer will usually start by seeking to retrieve information
from long-term memory about what is known about the topic in hand to supplement
the cues given during the assignment of the task. Hayes and Flowers (1980) observe
that “each retrieved item is used as the new memory probe .. items are retrieved in
associative chains:' (p.13) The information retrieved from memory may take the form
of abstract ideas; past experiences, actual, concrete and imaginary; what might have
been written previously on the topic or a closely related subject; lists of words
associated with the topic; known facts about the topic; and images from the past or
reflecting how the information has been encoded in memory (Tse and Chan, 1990),
Some of this information generated is mlévant and some is not, and the writer has to
identify and select useful material, using criteria for selection. A key issue addressed
by the present study was to elucidate the above in the hope of clarifying the sources

of the information called to mind, any images generated and the criteria used by the
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writer when selecting information.

1.13.2 Transforming

During writing, subjects have to make transformational operations like addition,
deletion, reordering or substitution, and embedding (Emig, 1971; Tse, 1984). Bereiter
and Scardamalia (1987) note that:
"During the course of composition, two kinds of mental representations are
built up and stored in long-term memory. These are a representation of the
text written so far, and a representation of the text as intended, which includes

the whole text, not just parts already written." (p.287)

Normally, in the course of putting ideas into print, the above operations are
executed privately ‘in the head’. In order to throw light on this usually hidden
processing, in the present study the subjects were requested to compose aloud and
their efforts were video-recorded. The oral data collected are assumed to be
indications, direct or otherwise, of the representations intended for inclusion in the
intended text: the scripts which were written are assumed to be representations
eventually written down. When a discrepancy exists between the compose-aloud
transcription and what is on the paper, this is referred as a ‘transformation’. Some
transformational operations can also be identified by referring to the revisions made
by the writer (Perl, 1979). At the same time, discrepancies between what outwardly
appeared to be the writer’s intentions and what was actually produced can also
indicate the difficulties encountered by the subjects in writing. ‘Invcstigation of
discrepancies and transformations can tell the researcher of the strategies used by the
writer and the difficulties encountered. They also reflect such factors as the subject’s
facility with the language used. The difference between Cantonese and MSWC, one

of the key issues of transformation, wa s also addressed by the research.
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1.13.3 Pausing

Pauses, as moments of physical inactivity during writing, offer observable clues to the
covert processes of writing (Matsuhashi, 1981). Some writers pause in order to
generate or plan what they are going to say next; some pause in order to carry out
problem solving (Flower and Hayes, 1981). Analysis of such pauses can help reveal
the difficulties the writer is encountering. and how they solve their problems. The
present study investigated the types and the nature of the pauses engaged in by the

subjects and how these pauses seem to affect the written product.

1.13.4 Revising

Revising is the most accessible sub-process in the composing process, in the sense of
tangible hard evidence. Bridwell (1980) calls it a window into the cognitive
operations of the writer in the composing process. Murray (1978) defines revising as
"what the writer does after a draft is completed” (p.87). However, Sommers (1980)
maintains that revising occurs continually throughout writing, not just at the final
review stage in the writing act. Revising covers a wide range of behaviours, including
editing tasks and reformulations, and comprises behaviour that entails changing the
mind of the writer and changing the written text. In reviewing the text, when writers
see mismatches between their intentions and the written product, they may make
changes if they have the ability and desire to make amendments. An important aspect
of the present study was to look closely at the kinds of on-going revisions made by

the subjects. The revising strategies used with Chinese characters and English words
were also studied.

1.14 The Research: its Aims and Educational Relevance

In summary, the present thesis reports research into the composing processes in

English and in Chinese employed by primary school pupils in Hong Kong. It sought
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to gather evidence which might throw light on what happens when pupils of primary
school age write in Chinese and in English; how they generate ideas using, for
example, mental images as cues to writing, the sources of knowledge used when
writing, and how they select their ideas when carrying out given tasks; how, where
necessary, they transform the intended text into the written product; why subjects
make pauses during composing; the types of revisions they make, in particular how
they revise Chinese characters and English words. All of the above were considered
keeping in mind that the present subjects in their schools are not allowed to write in
Cantonese. Instead, they are compelled to write in MSWC, the written equivalent of
Putonghua, a language which few children in Hong Kong know how to speak. This
complicates enormously their writing in Chinese, and to understand its impact on the
task one needs to look at sentence patterns, lexicon and particles of Cantonese
utterances and see if one can detect their influence on the children’s attempts to write
MSWC. As the children in Hong Kong learn to write in Chinese, their L1, and
English, their L2, it was hoped to establish the nature of any marked differences in

their composing processes in the two languages.

Arising out of all these analyses, it was hoped that any increase in the
understanding of the composing processes of pupils in Hong Kong would suggest
useful insights about the nature of composing in general and the manner in which
writing might best be taught in the schools of Hong Kong. In the present educational
environment in Hong Kong, students learn both Chinese and English, not without
considerable controversy over the most appropriate teaching method which might be
used. The scenario in Hong Kong changes quickly and, over the course of preparing
this thesis, a number of events have taken place which, had they been known prior to
commencing the study, might have altered the direction of the study slightly.
Nevertheless, the objective of seeking to illuminate the composing process from a

cognitive point of view has guided the research endeavour throughout. At present,
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research in this area is sparse and the present study represents an attempt to contribute

here.
1.15 Definition of Terms
For the purposes of this research, the following definitions apply:

Cantonese: refers to the Cantonese spoken in Hong Kong, made up of the Cantonese
dialect, loan words and local slang.

First language (L1): refers to the mother tongue of the research subjects (the spoken

language is Cantonese and the written language is Modern Standard Written Chinese.)

Modern Standard Written Chinese: refers to the modern written form of Chinese of
the Han people (Cheung 1982).

Putonghua: defined as "the Common Speech or Language of the Han People” (Hsu,
1979, p.120).

Second language (L.2): throughout this study, ‘L2’ is used to refer to English. A
‘foreign’ language is a language used by people from a region or country which
differs markedly from that used by the indigenous population, Norwegian in Japan for
example, and which has no obvious social relevance. A second language, in contrast,
usually has an official, social, civic or commercial role. However, it ought to be
pointed out that many writers appear to use the terms ‘foreign’ and ‘second’ language
interchangeably.

The Composing Process: refers to the dynamic sequence of behaviours and stages

whose end result is the creation of a written text.
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1.16 Thesis Outline

Following this introductory chapter, the next chapter offers a review of the pertinent
literature in an attempt to provide a background against which the results of the study
might be interpreted. Chapter Three introduces a model drawn up by the writer of the
composing process. Chapter Four reports the research design, looks at case study
methods, common techniques in studying composing, and at the rationale behind the
choice of techniques, the sample, the instrument, the methods used in data collection
and the analyses engaged. Chapters Five to Ten are the major results chapters and
include preliminary discussion of the findings and implications in terms of the
research questions addressed and the background variables specified earlier. Chapter
Five is concerned with the generating process of the subjects, including sources of the
knowledge, imagery and methods of selecting writing material. Chapter Six deals
with transformations during the composing process and is focused on contrastive
analyses of sentence patterns, lexicons and particles of Cantonese utterances and
MSWC. Chapter Seven centres more generally on transformations in Chinese and in
English. It looks at transformation of ideas, transformation of organization,
transformational approaches and cross-linguistic influences. Chapter Eight describes
the reasons behind pauses during the composing process and the types of pausing
whilst composing. Chapter Nine focuses on types of revising and the revising
strategies of the research subjects on Chinese characters and English words. Chapter
Ten reports the writing profile of a Primary Four writer in the hope of offering the
reader a more complete picture of the composing behaviour of a child taken at random
from the sample. Chapter Eleven summarises the study, its results, conclusions and

implications, with special reference to generating, transforming, pausing and revising,
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Chapter Two

A Review of Related Literature

During the past forty years, a great deal of research has been conducted in the fields
of written language and the composing process. Research into writing covers a very
broad field and includes learning how to write, writing instruction, theories of written
language, curriculum development and the like. The literature review offered in this
chapter focuses principally on the composing process, discussion directed at the
following areas: models of the composing process; studies of the composing process;
generating (mental imagery in composing; sources of knowledge and criteria for
selection), transforming (the influence of Cantonese on MSWC; the influence of
Chinese as an L1 on written English as an L2; communicative strategies); pausing;

revising; studies of L2 writing processes; and the teaching of writing in Hong Kong.

2.1 Models of the Composing Process

Research into the nature of the composing process has confirmed the complexity of
the writing subsystem of language. Several models have been proposed which attempt

to explain how the various behaviours that make up the composing process function

and interact.
2.1.1 The ‘Traditional’ Linear Model

In the 1950s and 1960s, the ‘traditional’ model of the composing process divided the
composing task into a serial three-stage linear process of planning, writing and

revision, or pre-writing, writing and post-writing. In the various changes of labels for
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the various stages which came later, for example precision, vision, revision (Murray,
1978), rehearsing, drafting, revising (Graves, 198la) and conception,
incubation/formulation, revising/editing (Petrosky and Brozick, 1979), the three
fundamental stages were still broadly preserved, recognition of their value as a
framework for analysing the composing process.

However, there are serious problems with serial stage models. For example,
the ‘stages’, whilst convenient ways of representing linear steps in the composing
process, are probably not a valid representation of what actually takes place when
people write. During composing, numerous subsystems operate in parallel, not in
series, in the same way that thinking processes or strategies operate during decision
making. At the same time, the stages do not necessarily function in a strictly linear
fashion. In other words, the true model is interactive rather than strictly linear. Emig
(1971) showed in her case study of the composing process of 12th Graders that the
process is not linear, but a dynamic and recursive process that includes generating
ideas, setting goals, planning, evaluating and revising, sometimes simultaneously,

sometimes separately and sometimes in different orders.

2.1.2 Cognitive Process Models

Several cognitive process models have been constructed, each highlighting aspects of
the composing process from the point of view of the mental processing involved.
Flowers and Hayes (1980a, 1980b, 1981a) constructed an empirically based model of
composing that takes into account the nature of the writer’s long-term memory storage
and retrieval systems, a range of composing subprocesses and the environment of the
writing act. The main components of the Hayes and Flowers model are planning,
translating and reviewing. Planning consists of generating, goal-setting and

organizing; the actual text production is called translating; and the final process is
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reviewing. The model emphasizes ‘recursion’ and is probably the most widely cited
model in teaching and research into the composing process. Figure 2.1 describes the

structure of the Hayes and Flowers model.

TASK ENVIRONMENT

THE RHETORICAL
PROBLEM TEXT
Topic PRODUCED
Audience
Exigency SO FAR

¥ 5

WRITING PROCESSES
THE WRITER'S LONG-TERM TRANSLATING REVIEWING
MIMORY
KNOWLEDGE OF TOPIC, % ORGANIZING EVALUATING
AUDIENCE,
AD WRITING GOAL
PLANS H SETTING REVISING
1 I T
l MONITOR |

Figure 2.1 Structure of a model of the composing process.

(From Hays and Flowers, 1980, p.11)

In the model proposed by Rose (1984), an attempt is made to identify the
cognitive elements operating during composing. In Rose’s (1984) view, the writer

comes to the writing task with:

(i) domain knowledge: information stored in long-term memory;

(ii) composing subprocesses: linguistic, stylistic, rhetorical, sociolinguistic and process
rules, discourse frames and attitudes. All of these select and shape, organize and

evaluate domain knowledge as it relates to written language. These subprocesses can

be categorized as either flexible and multi-optional or unidirectional and rigid;
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(iii) executive operations: high level, often assumption-based strategies that select,
organize and activate the composing subprocesses; and

(iv) the task environment: including the particular writing project and the words on
the page that the writer has already converted from thought to written language (p.10).
According to Rose (p.9), the composing process is characterized by an "opportunistic
shifting" between the various components. That is to say, the goals, plans, discourse
frames and information emerge as the writer confronts the task, and they interact in
a variety of ways as the writer actually composes. This model identifies and
categorizes the complex factors involved in writing, emphasising their individual

importance and the importance of the interaction between them.

Beaugrande (1982) offers a multilevel model that attaches importance to the
different kinds of menta! units that must be navigated through when a person is
composing. Figure 2.2 depicts the composing process model developed by de
Beaugrande and is based on a synthesis of experimental findings related to the kinds
of symbolic structures operated on within the course of text production. The various
levels of processing are shown in Figure 2.2, with the "shallower" levels at the top and
the "deeper” ones at the bottom. The levels are determined by the materials
processed, the text or the processor’s memory, sounds/letters to words to syntactic
phrasing, and concepts/relations to ideas and goals. Goals include the representations
of the writer’s intended outcome and the representations of the reader, of text type and
style. An idea is a configuration of conceptual content that acts as a control centre
for building the text-world model. Conceptual development is the generation and
integration of specific items of contents. The text is ‘factored’ into retrospective
representation of prior text, perception of current text, and predictive representation
of subsequent text. Beaugrande indicates that the various processes go on

simultaneously and are "interpenetrable" (1982, p.116).
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Figure 2.2 A parallel-stage interaction model of text production. (LTM = long-

term memory; STM = short-term memory; STSS = short-term sensory
storage; WM = working memory.)

(From R. de Beaugraude, 1985, p.167)

Bereiter and Scardamalia (1987) argue that there are two chief kinds of process
spaces implicit in most cognitive descriptions of the composing process, a ‘content
space’ and a ‘rhetorical space’, and that the interaction between these two spaces
constitutes the essence of reflection in writing. The content space is made up of
beliefs from which opinions, inferences and decisions are generated, and rhetorical
space, which is specifically tied to text production and consists of mental

representations of actual or intended text for achieving the various purposes in
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composition. According to this model, a writer converts ideas into text, which is then
examined for any mismatch with the writer’s intention or any potential problems
anticipated for the reader. If problems are found, then the writer returns to the content
space to search for alternatives, definitions, a reanalysis of the problem or whatever
is required, writes again and revises again. And so the process continues. Bereiter
and Scardamalia report that it is this type of reflective activity that is missing from the
protocols of novice writers, and suggest that, whilst these writers are able to move

from the content space to the rhetorical space, they lack the strategies necessary for

the "return trip".

Bereiter and Scardamalia propose two models of the composing process, the
‘knowledge telling’ model (Figure 2.3), intended to capture essential features of
immature composing, and the ‘knowledge transforming’ model which displays features
that characterise mature writers. Knowledge telling is a way to generate text content,
immature writers often generating text without any overall plan or goal in mind and
the composing process not being perceived as involving problem-solving procedures.
Mature writers can make use of complex knowledge-processing procedures to draw
upon, elaborate and refine available knowledge. The models presented by Bereiter and

Scardamalia reflect the cognitive processes in the writing both of immature and mature
writers.
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Figure 2.3 Structure of the knowledge-telling model.
(From Bereiter and Scardamalia, 1987, p.8)

The above models, despite their tentativeness, at least provide a framework

within which teachers and researchers can operate. The composing process is

complicated by the fact that there are endless varieties of composing task; endless

varieties of writing situations; endless variations of human dispositions, strengths and

weaknesses; an endless range of background experiences among different people; and
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an infinite variety of abilities to write in ways which suit the writers’ intentions. In
other words, it is unlikely that a single model will ever suffice and there is always
room for development. Based on the above models, the researcher developed a

model specifically to serve as the framework for the present investigation, and this is
described in some detail in Chapter Three.

2.2 Studies of the Composing Processes

Following the recommendation of Braddock et al. (1963), researchers set out to find
out what is involved in the act of writing and how the system operates. Emig, in her
landmark study (1971), established a major direction for research into the composing
process. She used a case study approach to examine the composing processes of eight
12th Grade students. The various components of the composing process identified by
Emig include the context of writing, the nature of the stimuli for writing, prewriting,

planning, starting, composing aloud, stopping, contemplating the product,

reformulating and the influence, if any, on writing by teachers of composing.

Inspired by Emig’s study, a number of investigations arose. Stallard (1974)
studied the writing processes of 30 12th Grade students to find out what behaviours
distinguish good writers from average writers; Mischel (1974) reported the results of
a case study that investigated in-depth the composing process of one student; Perl
(1979) studied the composing processes of five unskilled college writers and devised
a research instrument for describing the movements that occur during composing;
Pianko (1979) investigated the composing acts of different types of college freshmen
writers to analyze various dimensions of composing; Kennedy (1985) identified
college students’ purposeful behaviours when writing from specified sources, and
showed that better readers engaged in more planning than less able readers; Bank
(1985) studied high school students and found that progress in writing by such

39



students is linked to their ability to develop and elaborate ideas during the process of
writing, generate English automatically, and rewrite, edit, and revise; Durst (1989)
found that both high and average ability secondary school writers employ a wide range
of metacognitive strategies in writing, and students vary these strategies both across
writing tasks and at different points within the writing process; Smagorinsky (1989)
found that certain types of composing tasks require task-specific procedural
knowledge; and Stevenson (1990) studied the composing processes of two professional
writers and found their processes to be complex and convoluted, reflecting their

background, interests and personal beliefs.

Most of the above research was done with older students, but a number of
studies have focused on younger children. For example, Sawkins (1971) used an
interview technique to investigate what Sth Grade children did when writing
compositions, particularly the differences between the writing behaviour of good and
poor writers. Through interviews, she found that there were few overt differences
between the two categories of students. The most notable difference was the concern
of the better writers about the content of their expression and about more sophisticated
aspects of mechanics such as sentence structure and paragraphing. Sawkins reported
that children tend mainly to consider aspects of content before they begin and while
they are actually writing. They seldom write notes or an outline before writing
begins, and appear to have no well worked-through plan in mind before they begin
writing. Nor do they seem very concerned about such matters as choice of words,

paragraphing and revising. Girls write better than boys, according to Sawkins.

Whilst these proposals are interesting, the basic research procedure is
interviewing. Sawkins maintains that children are reliable informants, but this begs
questions about whether children who seem unable to plan writing can objectively

reflect on the overall process and offer valid analyses. Melas (1974) was chiefly
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concerned with the themes of compositions written by children in Grades 2, 3 and 4
and found that teachers often assign composition themes that do not correspond to the
children’s interests. When given a free choice, children wrote about subjects they
were rarely assigned by teachers. Melas also found that compositions with descriptive

themes were written about more frequently than those with imaginative, narrative or

characterization themes.

The work of the New Hampshire research team has considerable value and has
inspired a deal of exciting research. Graves (1975), the leader, conducted an extensive
investigation into the composing processes of seven-years-olds in order to formulate
instructional hypotheses and illuminate research directions. His methods of study
included detailed observation of individual children as well as interviewing them and
analysing their compositions. Observations of groups of children were carried out
while they were writing, both in formal and informal classroom settings. Graves
identified those factors that influence the writing development level as being gender
and the use of language and problem solving strategies, and went on to identify two
distinct types of writers: ‘reactive’ and ‘reflective’. Reactive writers use erratic
problem solving strategies: they do not appear to talk to themselves, their writing
reflects an action-reaction approach, they lack a sense of audience and seldom
contemplate what they have written. Reflective writers, on the other hand, will
sometimes rehearse in spoken words before wﬁﬁng, periodically reread and review,
and show a growing sense of audience. Graves maintains that the identification of the

characteristics of each type is useful in predicting children’s writing behaviour.

Another significant finding was that informal classroom environments gave the
children greater choice in their writing, helping them produce more writing of an
interesting range. Graves found that assigned writing inhibited the range, content and

amount of writing done by the children. He also found that boys wrote more than
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girls when writing tasks were not specifically assigned, and that boys seldom used the
first person in their writing. Graves also concluded that the case study method is a
most effective means of studying writing processes. From 1978 to 1981, Graves and
his research team studied the writing process of 16 children who were observed very
closely. It was found that the most significant subprocesses of writing include topic
selection, rehearsing, information access, spelling, handwriting, reading, editing and
revising. These ingredients for writing are much the same for six-year-olds as they
are for more advanced ten-year-olds. There is no standard template for the writing
process, the model appearing to be highly idiosyncratic and to vary within the writer
from day to day.

Sower and Calkin were also members of the New Hampshire research team.
Sower (1979) analysed the writing process of a six-year-old girl, and offered detailed
analyses of the processes of rehearsing, composing and the adjusting of text. Calkin
(1983) presented a case study of the girl’s growth in writing during 3rd and 4th Grade,
documenting the day-to-day changes in her writing in class. She reports that the child

gradually grasped the revision process, developed a sense of audience and mastered
writing strategies.

On the basis of such research, Graves (1984) outlines four essentials for a
successful writing programme: adequate provision of time, giving the child choice of
writing topic, responding to the child’s meaning and the establishment of a community
of learners. However, Smagorinsky (1987) argues that the studies of the composing
process in elementary students by Graves and his associates are not rigorous enough
for generalizable conclusions to be drawn. In fact, the research approach used by
Graves to study young writers is very appropriate and practical, and has allowed him
to contribute a great deal of insight into the composing process of children. The

implications of his research are extensive and his research methods have inspired

others to conduct productive research.
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King and Rentel (1981) conducted a longitudinal study of 40 kindergarten and
42 1st Grade children to find out how their text-forming strategies changed as they
entered school, and what happened when they shifted from producing mainly oral
reports to producing written text. The students were asked to retell or dictate stories,
which were then analysed for indications of cohesion and for their structural
properties. It was found that the greatest increase in cohesion in the written stories
was lexical; the second greatest change in cohesion was the increase in the incidence
of conjunctions; the third greatest change was that the children were able to write for
a distant audience. King and Rental also found that as the children grew older they
were able to write increasingly more ambitious stories containing a wider range and
greater number of functions. The significant increases both in number and types of
functions for written stories, they claim, are due to an increased knowledge of story

schemata and functions, the ability to put them to use, and increased dexterity in

getting words down on paper.

Bereiter and Scardamalia’s (1987) studies and analyses of the higher mental
activities operating when people compose written text mark a high point in research
into the composing process. The mental processes discussed include goal setting,
planning, memory searching, problem solving, evaluation and diagnosis. The authors
introduce two models of the composing process, the ‘knowledge-telling’ and
‘knowledge-transforming’ models, and suggest that researchers take a multi-level
approach when analysing the composing process. They identify some of the hurdles
that children must pass as they proceed from oral communicative competence to
competence in writing, and identify basic cognitive factor deficits in composing,
including short-term memory loss due to slow rates of writing, interference from the
mechanical demands of writing, disruption of discourse production due to the lack of
external cuing of the kind provided in conversation, the information processing load

of written composition and the processing demand of coordinating ideas in writing,
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They uncover the inefficient composing strategies of immature writers in planning,
monitoring. and revising and demonstrate empirically that the development of effective

composing strategies can be promoted.

In order to establish the nature of the composing process not already intuitively
known, Bereiter and Scardamalia (1987) concentrate on comparisons between the
composing processes of unskilled writers and those of more expert writers. They
propose that there are distinctly different strategies that involve writers in different
kinds of thinking when they write. In the foreword, Kintsch (1987) comments on the
contribution of Bereiter and Scardamalia’s analyses thus:

"Their book makes contributions at three levels. First, it significantly expands.

the data base upon which our understanding of writing rests. Secondly, the

book presents an original theory, or at any rate, the beginning theory of writing
and the development of writing skill, emphasizing the control processes in
writing. Last but not least, Bereiter and Scardamalia fulfil a very important
bridging function between the older literature on writing in educational

psychology and the new cognitive approach! (p.10)

Bereiter and Scardamalia set down the foundations of a writing theory used by
many researchers who have followed in their footsteps, and a number of people have
sought to follow their lead by investigating cognitive aspects of children’s writing.
Watkin (1986) proposes that writing can be perceived as a useful tool for
understanding language acquisition and for acquiring language skill, in that it provides
opportunities for immediate feedback and for the monitoring of output. McCutchen
(1988) suggests that when children are writing it is metacognition control and not
automaticity that directs the processes that characterize skilled writing, such as
directed searching, critical examination and revision. Cordeiro (1988) found that 1st
and 3rd Graders developed hypotheses that were alternatives to standard placement
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rules, hypotheses which were consistent among children and persisted over time.
Kroll (1990) carried out a longitudinal study of young children’s development and

found that they struggled with the same aspects of expressing meaning in writing in

different ways over time.

Turning to the study of the composing processes of students writing in
Chinese, Tse (1984), the writer of this thesis, studied four Form 4 students and found
that, not only did they engage in a common composing process themselves, the
process they followed was the same as that for writers writing in English, with slight
variations in some dimensions of the model proposed. At the same time, there was
evidence that certain elements of the model were being emphasised due to the fact that
the children were thinking in Cantonese and writing in MSWC. Tse (1990a) presented
a case study of a Primary 6 Cantonese-speaking pupil who wrote one story in English
and one in MSWC, and concluded that the elements in the composing processes in
MSWC and in English seemed basically the same. There were shades of emphasis
which differed in some subprocesses when composing in Chinese and in English,

rather than structural differences, especially in the retrieval of information and

transformation of ideas.

On the whole, early studies strove to describe all aspects of the composing
processes, seeking to discover and describe whatever they could about the nature of
composing, especially behaviours appearing to be associated with successful or
unsuccessful outcomes in terms of producing good compositions. Later researchers
have focused on specific aspects of composing behaviour, specific types of writers and
composing strategies, and on features unique to special topics. The theories assembled
above set the foundation for the present study and inspired the writer to investigate
the composing process of primary school age Chinese-speaking children in Hong Kong
who, in theory at least, are in the formative stage of becoming bilingual.
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Having reviewed general aspects of the composing process, a synopsis of

research into specific sub-processes now follows.

2.3 Generating
2.3.1 Sources of Knowledge and Criteria of Selection

Idea generation is perhaps the most important process in composing and creating
written text, and needs to be considered in terms of the way verbal discourse is stored
and regenerated from memory. Kintsch (1980) provides an analysis of the ways in
which verbal discourse is stored and retrieved in long-term memory, as a huge
network that is organized in terms of propositional rather than verbatim representations
of perceived information. The structure of each network reflects the extent of
comprehension of the phenomena or discourse in question, with hierarchical
relationships helping to organise the information. The proximity of one proposition
to another, vertically and horizontally within the framework, is a function of their
conceptual and linguistic relatedness.

Flowers and Hayes (1981) claim that idea generation is influenced by the ways
in which information is stored in the composer’s long-term memory as well as by task
requircments. Thus, items are retrieved from the writer’s memory cued by
information available at the time of retrieval, the retrieval process also being
constrained by the topic and the intended audience. Bereiter and Scardamalia (1987)
suggest two kinds of operations at work in long-term memory during writing. The
first is a metamemorial search, a search carried out by each individual aimed at
determining the availability of information in memory rather than at retrieving specific
information. The other is a goal-directed search. As Bereiter and Scardamalia (1987)
state, "A goal-directed search is a top-down search, directed toward some goal such
as proving a point, amusing the reader, or preparing an introductory lecture!' (p.65)
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Caccamise (1987) describes the process of idea generation in writing as
follows:
"Individuals produce an idea and, depending on their knowledge base,
elaborate on it, develop it in depth, forming a cluster of related ideas. Then
they move on to another idea which begins a whole new cluster of closely
related ideas. This process is engaged recursively until the subjects decide
they have exhausted the topic. However, it is quite likely that subjects have
not expressed all they know on the topic. Instead, what they have "exhausted"
is the contents of the search set which held all the idea nodes that were
activated (i.e. brought into consciousness and short-term memory) by the
retrieval cue; (p.242).
Caccamise suggests that the proposition network structure in memory affects idea
generation in a very straight-forward manner. The more familiar the subject matter,
the greater the number of ideas one can generate. Scardamalia et al. (1980) examined
4th and 6th Grade children to find topics about which the children knew either a lot
or a little. The children were able to provide significantly more content matter for
familiar than for unfamiliar topics when asked to plan what they would say in their
compositions at the preliminary planning stage. However, when the researchers
examined the children’s actual compositions, they found no difference between those
on familiar topics and those on unfamiliar topics. The researchers suggest that the

language ability of the children and the ability to convert into print ideas in the head
affect the results.

In terms of L2 writing, Cumming (1987) reports that adult subjects tended to
use their L1 for generating content for three writing tasks they were given. Cumming
observed that, whereas inexpert writers consistently used the L1 only to generate
ideas, more expert writers used the L1 both for generating content and checking style.

This implies that the L1 is very important for idea generating in L2 writing.
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Previous knowledge is an essential influence on writing. Caccamise (1987)
found that both previous experience with the task and knowledge of the topic affect
the composing process. Bodkin (1978) examined the types of compositions written
by elementary school children and published in journals, and found that girls in the
3rd and 6th Grades wrote more about themselves (their homes, families, personal
relationships etc.) than did boys, who wrote more often about sport and metropolitan,
national, world, historical and catastrophic events.

Children appear to employ similar strategies for assembling information for
writing. Bereiter and Scardamalia (1982) found that many subjects used the "what
next?" strategy to generate content. King (1980) examined both oral and written
stories by 3rd Graders and found five plot forms, the most commonly occurring of
which she claimed to be ‘situation plus problem plus solution’. King proposed that
these plot forms are also sources of knowledge for writing stories. It would appear
that students will spontaneously conduct a memory search when composing, but often
need to learn criteria for selecting appropriate material for this task. In beginning
writing, children predominantly write simply what comes to mind, but as they advance
they begin to write simple stories and structured material more frequently (Sowers,
1981). This form of writing demands more selectivity of information and improves
rapidly with practice. Scardamalia et al. (1982) studied children in Grades 4 and 6
and found that they appear to have much more content available than they actually use
when composing. They do not put down all the content available and need to be
selective, but often find it difficult to exclude content they have recalled. Looking at
the ways topics are selected by children for writing, and Schumacher (1989) found
that children chose topics they knew more about and found it hard to resist reporting
vivid experiences.

A number of writers suggest that it is important to train children to be selective
when writing. Sager (1973b) used scales to teach 6th Grade children to judge their
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own and others’ writing, providing them with the bare bones of narrative events and
asking them to generate additional information to ‘fill out’ the stories. A set of
questions was provided to help the students. Sager found that children in the
experimental groups wrote better than those in the control group and, after the children
had finished the task, it was apparent that they had learned some of the general
requirements of written schemata, as well as particular criteria for selecting content.
Once children are aware of these criteria, they tend to seek content which "fits",
resulting in higher quality writing. Kemp (1979) used sets of questions to help
students generate ideas and found that the experimental groups made greater gains
than the control group. Coleman (1982) used the Sager scales to help 2nd and 3rd
Grade students and found that the experimental groups had better results than the
control groups. Anderson et al. (1980) suggest using prewriting activities before
students write on a topic, suggesting that such activities can activate memory nodes
(in propositional networks) relevant to the topic.

Interesting as these findings might be, teachers of writing are very aware that
the ways children write will usually reflect the way they have been taught to write in
school. Children encouraged to write creatively and whose efforts are responded to
with encouragement will tend to generate imaginative and ambitious scripts (Clegg,
1964). Reflecting a different educational style, Hong Kong students have a different
cultural and education background from the subjects in the above studies. Their
sources of knowledge and criteria for selection of ideas may be quite different, and
they seem ever conscious of the ways in which their teachers will respond to what is
written down. Teachers of Chinese, who know that a misplaced stroke in a character
can alter the entire meaning of a word, usually focus on accuracy, often at the expense
of fluency. In consequence, children tend to avoid words and phrases about which
they are not entirely certain, and only to write on familiar topics, or topics about
which they know a lot of vocabulary. Such an emphasis tends to transfer to writing
English also.
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2.3.2 Thought Imagery in Composing

Imagery is a term referring to mental representations of objects, actions or events that
are not physically present. Unlike a visual image, a mental image is not produced by
stimulation of the sensory receptors (Kosslyn, 1981; Matlin, 1989). Imagery has
received close attention in Western thought, and recent years have brought exciting
experimental research into the formation and usefuiness of mental images in thinking
(Matlin, 1989). However as Stevick writes, "recent work on mental imagery has
received relatively little attention within our profession (language teaching)" (1986,
p.1).

Instructions to subjects in experiments to use imagery mnemonics have been
shown to have positive effects on both free recall and recognition (Paivio and Casapo,
1973; Atkinson, 1975; Huang and Liu, 1978). Paivio (1968) emphasizes that high
image-evoking words, such as orchestra and lemonade, are recalled better than low
image-evoking words, such as paradox and concept. Hargis and Gickling (1978)
showed that kindergarten children find low image-evoking words more difficult to
recall than high image-evoking words. Huang and Liu (1978) found the imagery
value and meaningfulness of Chinese lexical units to be highly correlated, and that
lexical units of higher imagery value are more meaningful to readers. They also
demonstrated that both high imagery value lexical units and high meaningfulness
lexical units can be recalled better. Fan et al. (1985) found the acquisition of a

Chinese lexicon by Form 1 to 3 students was significantly affected by the frequency,
imagery value and class of the lexical items.

Stevick (1986) presents a seminal study on the role of images in language
teaching, arguing that memory and the availability of words in the lexicon depend
significantly on mental imagery. Stevick shows how basic concepts in mental imagery
apply to language teaching, particularly in relationship to comprehension of text and
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discourse. Unfortunately, there is very little discussion on composing. Liu (1986)
conducted a study of imagery and composing, his subjects being sixty-one Form 3 and
5 students from Hong Kong, asked to write three times. On the first occasion,
subjects were provided with pictures to write about; the second time, pictures and an
oral description of the pictures by the teacher were provided; and, on the third
occasion, only pictures used the first time were provided. It was found that the oral
descriptions actually seemed to restrict the subjects’ imagination, most subjects trying
to write according to the teacher’s description. Liu showed how pictures were able
to stimulate the subjects to think, stir the imagination and write, but did not describe
the nature of imagery or analyse the function of imagery in writing.

Engle (1970) reported that imagery effectively enhances creative writing, whilst
Long and Hibbert (1985) studied the relationship between imagery and creative writing
and examined gifted clementary students’ compositions before and after imagery
practice for a three week period. They found that subjects who had received such
practice wrote longer and more original compositions that the control students.
Jampole et al. (1991) examined the effects of mental imagery instruction on 37 gifted
4th and 5th Grade students’ creative writing and the effects of imagery vividness. It
was found that instructed subjects significantly outperformed control subjects in terms
of originality and use of sensory descriptions, but not on writing length. Jampole et
al. propose that instruction and practice in using imagery significantly enhances
aspects of gifted students’ creative writing, corroborating the conclusions reached
above by Engle and Long and Hibbert that instruction and practice in using imagery
have beneficial effects on the composing of gifted children.

Fleckenstein (1991) examined whether writers who can create vivid mental
images experience intense emotions as they write, and found that imagery contributes
to the intensity of a writer’s engagement with his or her evolving text, and that
imagery may bridge the cognitive and affective domains of thought. Tse and Chan
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(1990) examined thought imagery in composing in Chinese in a study aimed at (a)
testing the possibility of guiding subjects to retrieve thought imagery, (b) checking
whether retrieved thought imagery had been experienced by subjects, and (c)
examining the effect of guided retrieval of past experience in thought imagery on the
electroencephalographic activity of primary school pupils composing in Chinese. It
was found that subjects can be led to retrieve thought imagery of past experiences, and
that this can usefully stimulate ideas for use when composing. Although the sample
size was far too small to make generalizations, it appeared that guided retrieval of past
information stimulated the visual cortex, suggesting that the signal there had then been
transformed into pictorial format.

In the above studies, the research into mental imagery and language teaching
has been confined mostly to the word and sentence levels. The research has also
shown that mental imagery is a valuable stimulus in the writing of gifted children
writing in their mother tongue. The writer was interested in the present study in
looking at whether Hong Kong students spontaneously use imagery when writing, both
in MSWC and in English. Are past experiences encoded in memory stored with
predominantly L1 associations? And how useful are such encodings when generating
ideas when composing in English, the L2?

2.4 Transformation

"Shaping at the point of utterance” is the phrase Britton (1980) uses to describe the
moment-by-moment invention process that occurs as people speak. This seems also
to apply to writing. In most writers’ output, it is the potential to transform that allows
the process of writing to move forward efficiently. When Hong Kong students write
in Chinese, they have to transform the Cantonese dialect into MSWC. When they
write in English, they have to transform their Cantonese and Chinese into English.
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In addition, language transformation, transformation of ideas, organization and writing

strategies are also found in their writing.
2.4.1 The Influence of Cantonese on MSWC

Dialects are not isolated language systems. They are socially and regionally accepted
forms of language and may vary according to phonology and grammar and lexicon.
There is much concern nowadays among educators and the public at large over the
apparent inability of many students to produce "acceptable written standard English”
(HKED, 1989). Whiteman (1981) also said,
"If a student’s natural dialect is not standard English, there will be some
features of his/her oral language which are not going to be acceptable in
school writing:' (p.154-155)
Whiteman studied spoken and written data from Southern Maryland and concluded
that:
"Dialect influence apparently is responsible for some occumrence of
nonstandard features in writing, but that it is not solely responsible” (p.158).
He labelled this phenomenon "“dialect influence”, which "would refer to the use of

nonstandard features in writing which are traceable to the oral language competence
of the writer”' (p.155)

Cronnell (1985) found that a significant proportion of the writing errors made
by 3rd and 6th Grade Mexican-American children could be attributed to language

influences from Spanish, interlanguage and/or Chicano English. Reed (1981)
concludes that:

"Dialect can intrude directly into a student’s writing, in the form of
vocabulary, verb forms, inflectional and syntactic patterns, and colourful
idiomatic expressions which are characteristic of specific speech communities
and entirely predictable by the rules of nonstandard English" (p.147).
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Putonghua is the official spoken language of the people of China. There are
seven principal dialects of Chinese spoken in China today, and many have an
unofficial written equivalent (Zhan, 1985). Cantonese is the second-most widely
spoken dialect in China and is widely used in southern China and Hong Kong (Bauer,
1984). Cantonese too has a written form, but this is strongly discouraged in schools.
Students in Hong Kong learning MSWC thus confront language learning problems due
to the fact that their thought (Cantonese) is not congruent with their writing (MSWC).

The differences between spoken Cantonese and Putonghua and MSWC have
become the focus of various contrastive analysis studies. Studies of Cantonese
provide useful linguistic accounts of the Cantonese dialect, a classic study being
offered by Cheung (1972) providing a valuable account of Cantonese grammar. Gao
(1980) provides a detailed description of the phonology and syntactic structures of
Cantonese, and a list of Cantonese lexical terms with equivalent Putonghua terms for
contrastive analysis purposes. Liang (1987) too details the differences between
Cantonesc and Putonghua, setting out the differences between Cantonese and

Putonghua in the use of measure words, pronouns, nouns of locality, auxiliary words,
homonyms and near-synonyms.

To help Cantonese-speaking groups of people learn Putonghua, Yiu et al.
(1988) prepared a dictionary of the Cantonese dialect, in the preface of which it is
claimed that, through contrasting the differences in lexical level between Cantonese
and Putonghua, people in the Cantonese dialectal regions can be helped to attain
mastery of the correct usage of Putonghua. The information provided, including a
detailed analysis of the characteristics of the Cantonese phonology and lexicon, is
useful both for students and researchers. It is a pity that some of words currently used
in Hong Kong are not included in the dictionary. Zeng (1986), in a contrastive
analysis of colloquial Cantonese and Putonghua, provides extensive coverage of
colloquial Cantonese lexis, phrase and sentences alongside their respective Putonghua
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counterparts. Zeng looks at the divergence of the vocabulary and grammar of
colloquial Cantonese and Putonghua, and concludes that Cantonese is strongly
influenced by the culture and customs of South China. As a language, Cantonese is
quite distinguishable from Putonghua, but there is as yet no official authority
responsible for standardizing the use of the Cantonese lexicon or for pronouncing on
the forms of new terms, such as the ‘futures market’ and ‘laser printer’. This makes
it difficult for teachers of Chinese who cannot decide on which items of Cantonese
are acceptable in MSWC.

There are specialist publications intended to help Cantonese speakers learn
Putonghua (Zhang, 1987). Wang (1983) clearly explains the differences between
Cantonese and Putonghua at phonetic, lexical and syntactic levels, using applied
knowledge of contrastive analysis of Cantonese and Putonghua to promote the learning
of Putonghua by Cantonese people. Zhang (1987) gives examples of mistakes
commonly made by Hong Kong people speaking Putonghua and sets out many
contrastive vocabulary pairs and syntactic structures (Cantonese versus Putonghua).
The influence of Cantonese on certain directional-verb constructions and aspect
markers are clearly explained by Cai (1979).

Contrastive analysis of Cantonese and Putonghua has been very fruitful, and
the differences and similarities between Cantonese and Putonghua are well illustrated
by the above authors. However, most of these studies are examined from the
linguistic point of view and conclusions are drawn from analyses of texts written by
adults who are mature Cantonese speakers. The extent to which the conclusions apply
to children in the formative stages of mastering Cantonese is as yet uncertain. At the
same time, the above researchers were predominantly influenced by the contrastive
analysis assumptions that language is a set of habits which, once acquired, is difficult
to replace, and that the main barrier to L2 acquisition is interference from the
established L1 system. It is also assumed that a scientific, structural analysis of the
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two languages in question will produce a taxonomy of linguistic contrasts between the

two, enabling the linguist to predict the difficultics a learner may encounter (Lado,
1957).

The strong form of the central contrastive analysis hypothesis still prevails in
the academic field in China, where dialects of Chinese abound. The view of scholars
from China is that there is interference from spoken dialects of Chinese on MSWC
which have to be taken account of when teaching writing. This also affects the
teaching of Chinese in Guandong province (and in Hong Kong), where Cantonese is
the dialect of the indigenous population. Chinese scholars suggest that, by learning
the differences between Cantonese and MSWC, students can improve their proficiency
in writing Chinese. This suggestion is generally accepted in the educational field in
Hong Kong. However, the very basis of the theory has been challenged by Chomsky
(1965) and by Whitman and Jackson (1972) who found no strong support in their
studies for the predictions of contrastive analysis. The nativist view of language
rejects the Skinnerian view (1957) that language is simply "verbal behaviour”, a set
of learned habits. Instead, it is a complex mental process inextricably linked with
other mental processes, influencing them and, in turn, being influenced by them. At
the same time, the leamner is not an "empty vessel” waiting to filled by life’s
experiences, but a purposeful learner whose interaction with and deliberate
manipulations of language will determine its acquisition (Krashen, 1981).

Nevertheless, many teachers in Hong Kong note that characteristic features of
the Cantonese dialect occur quite frequently in the writing of Hong Kong students.
A number of researchers have applied error analysis methods to examine the errors
made by Cantonese students when writing MSWC. Siu and Ho (1981) found that a
significant proportion of the writing errors made by Form 2 and Form 4 students can
be auributed to dialect influence from Cantonese, especially at the vocabulary level.
Lui (1984) found that Cantonese lexis accounted for 50.9% of the wrong lexis in
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secondary school students’ writing. Tai (1989) investigated the problem of Cantonese
dialect influence on the writing of 145 secondary students in Hong Kong, noting
where Cantonese features deviated from the Putonghua norm and identifying where
transfer effects seemed strongest. It was found that they were most acute at the
lexical-semantic level, accounting for 91.8% of the total Cantonese features identified.
Tong (1989) investigated the differences in written Chinese between native Cantonese-
speaking teacher trainces in Hong Kong and native Putonghua-speaking teacher
trainees in China. Significant differences were found between the two groups in their

writing performance in the areas of lexis.

However, although these findings are extremely interesting, they say little
about younger Chinese writers in their formative stages of leamning writing, At the
same time, they mainly focus on the scripts produced, not the composing process itself
or on how Cantonese influences MSWC production during composing. Generally
speaking, there is little empirical research into the problem of language transfer from
Cantonese to MSWC and how this influences the quality of learning in subjects such
as Geography and Biology, the comprehension of text, or what happens when children
read aloud from MSWC in Cantonese, as happens for example in drama lessons in
school. The interplay between Cantonese and MSWC is an under-researched area

which is crucial for the improvement of language leaming and teaching in Hong
Kong.

242 The Influence of Chinese on Written English

The interdependence of L1 and L2 proficiency is a well researched area. Cummins
(1981) strongly belicves that there is a close relationship between L1 and L2
proficiency, and suggests that there is an underlying cognitive/academic proficiency
that is common across groups of people that allows some people to transfer literacy-
related skills across languages. A number of studies which have take Chinese as
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rescarch subjects have supported Cummins’s claim. For example, Mace-Matluck et
al. (1983) studied English literacy among students of Cantonese language background
and found a significant correlation between the literacy level achieved in English and
training in Cantonese literacy prior to the English instruction. Leung (1983)
investigated the relationship between L1 (Chinese) and L2 (English) students’ writing
in a Hong Kong secondary school, and found a close relationship between the two
types of writing. Some of the students’ writing problems in the L2 could clearly be
traced to their problems in the L1. It was found that good L2 student writers were
generally also good L1 writers, and highly rated essays in the L1 and the L2 shared
similar text characteristics. Student writers who could not write coherently in the L1
were predictably unable to do so in the L2 either. In an analysis of Japanese and
Chinese students writing essays in their respective first languages and in English,
Carson et al. (1990) suggest that literacy prowess seems to transfer across languages.
More likely, in the writer’s opinion, those intellectual strengths governing and
underlying language and writing will emerge whenever they are given the opportunity
to do so.

The transfer of literacy skill may have a bad effect on students. For example,
Mohan and Lo (1985) compared the composition practices of students in Hong Kong
and in British Columbia. They found that the school experience of Hong Kong
students in writing English compositions was oriented more toward accuracy at the
sentence level than toward the development of appropriate discourse organization.
Mohan and Lo suggest that deficiency in writing may be developmental, in that
students who have not vet developed good strategies for writing in their L1 are
unlikely to be able to acquire them in their L2. Lay (1982) would disagree with
Mohan and Lo. Lay studied four Chinese subjects who composed in English and
found that they tended to switch to their L1 when writing about topics studied or
acquired in their L1 or related to their L1 cultural background. She also reports that
their L1 served as an aid and not a hindrance to writing. Lay notes that the greater
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the number of switches into the L1, the better the quality of the essays in terms of
organization and ideas. Sun (1989) studied four Chinese students who were asked to

write two English essays, and also found that code-switching can be profitable in
generating content and for developing ideas.

Friedlander (1990) looked at 28 Chinese-speaking subjects and found that the
writers benefitted most when they matched the language to the topic, Chinese with
Chinese, English with English. In other words, they did best when using Chinese
when writing on a topic related to that language background, and English on a topic
related to their English experience. At the same time, his findings also suggest that
Hong Kong students will be able to produce texts with better content when they are
able to plan in the language related to the acquisition of topic-area knowledge.
Nevertheless, he does not deny that writers will transfer writing abilities and strategies,
whether good or deficient, from their L1 to their L2.

2.4.3 Language Errors due to L1 Interference

A number of studies suggest that, in leaming English as an L2, some language errors
are due to L1 interference. In a study of the language errors produced by Hong Kong
students of English, Webster et al. (1987) remark:
"English is an Indo-European language, while Cantonese belongs to the Sino-
Tibetan group. The structure and patterns of the language and its culture are
consequently further away from English than those of, for example, French or
German. As a result many first-language-induced errors are more marked in
the case of Cantonese than in the case of a European first language.' (p.63)

In leamning English, Chinese children have to leam both a new system of
thought and a new language. Thinking at a conceptual level in Chinese, Chinese
learners first absorb material in their L1 then translate their responses into English.
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This gives rise to problems both with understanding and expression. Jones (1979)
recorded a natural tendency of Chinese adolescents to think in Chinese before writing
English, which leads to characteristic grammatical errors. Equally, tth cultural context
of the Chinese language is a major source of language leamning problems.

Researchers analysing English text written by Hong Kong students have looked
at interference from the L1. For example, Webster et al. (1987) analyzed the written
work of Hong Kong students and found that a certain degree of interference from
Cantonese takes place, although it is hard to specify how much. There are certain
areas in which interference from Cantonese is more marked, for example the verb
system and problems involving classifiers and discourse markers. Bunton (1991)
examined similarities and differences between a sample of errors in the English
writing of Hong Kong students and a sample of writing errors of non-native leamers
of English from a variety of cultural and linguistic backgrounds internationally. He
concluded that Hong Kong students make their own distinctive errors, which are
substantially different from those made by international learners of English. There is
thus a case to be made that transfer effects from Cantonese account for many of these
differences, although intralingual and developmental factors and so on are also
undoubtedly present. Bunton found clear evidence of negative transfer effects in a

good number of the errors that Hong Kong students make in common with
international learners of English.

Chan (1991) examined errors made by Form 6 students in Hong Kong in their
written English, particularly with reference to structures involving transitive verbs and
passive constructions. She found that interference from the L1 accounted for most of
the errors committed by students. Sung (1991) investigated the role of language
typology and its relationship to language transfer in Hong Kong Cantonese-speaking
learners of English and found that L1 topic-prominence served to produce topic-
comment structures in the early stages of L2 acquisition.
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The point made above may be repeated here, that contrastive analyses focusing
on the product of language expression, rather than the process, would seem incapable
of allowing absolutely valid inferences about the processes which have been involved.
Skinner (1957) abhorred ‘mentalism’ and the whole idea of drawing inferences about
the mental processes involved in the production of language (“verbal behaviour").
Whilst his proposals have now been overtaken by other more persuasive theories,
however, the lessons and findings of contrastive analyses should not be dismissed.
Thus, although it is fruitful to study language transfer and interference by analyzing
written texts, the processes involved in producing the product also deserve scrutiny.
Here, a useful technique developed by the writer is to encourage subjects to think
aloud and compose aloud when writing. On-the-spot video recordings of the
composing and analyses of the transcripts of the thinking-aloud and composing-aloud
utterances can then help illuminate the composing process. Comparison of the
protocols with the written texts can reveal discrepancies and successes in the transfer
between the two languages. At the same time, reference can be made to the video-
taped performance to remind subjects about their processing, when asking them to

reflect on particular points in the production of writing.

244 Communication Strategies

When students write, they use different types of strategies to express themselves.
Communication strategies include processes of interlingual and intralingual transfer
and the context of leamning as writers try to get their message across to the reader.
Communication strategies are used when precise linguistic forms are for one reason
or another not available to the learner at that point in the communication. In speech,
non-verbal signals can instantly be used to convey meanings, Cohen and Aphek (1981)
reporting on ‘good’ and ‘bad’ communication strategies. In writing, when writers lack

the precise language to convey in the L2 what they intend to communicate in the L1,
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a number of ploys may be chosen. Faerch and Kasper (1983) define communication
strategies as "potentially conscious plans for solving what to an individual presents

itself as a problem in reaching a particular communicative goal" (p.36).

Chesterfield and Chesterfield (1985) found that children are quite creative in
getting across messages in the L2, and summarized 12 strategies used by Mexican-
American children learning English as an L2. O’Mally et al. (1985b) studied 24
strategies employed by lcarners of English as an L2 in the United States, some of
which were communication strategies. Tarone (1977) studied 9 subjects from three
different language backgrounds, comparing the approach of different learners when
producing solutions to specific communication problems. Whilst Tarone’s study was
unable to uncover all the communication strategies used by subjects, a typology of
conscious communication strategies was proposed. Varadi (1980) suggests that
communication strategies involve various kinds of message adjustment and he
attempted to taxonomise communication strategies. Bialystok (1983, 1990) proposed
a communication taxonomy structured around three categories: L1-based, 1.2-based
and paralinguistic strategies. Faerch and Kasper (1983a) suggest an approach aimed
at setting out the organizational principles of communication strategies, classifying
strategies according to the learners’ attempts to avoid difficulties, including choosing
a reduction strategy or achievement strategies allowing a solution to be reached.
Paribakht (1985) proposes four possible approaches to communication problems: the
linguistic approach; the contextual approach; the conceptual approach; and mime. Her

taxonomy on strategic and language proficiency is extremely complicated.

All these studies are very important in allowing analysts to infer the
communication strategies of language learners. However these communication
strategies cannot fully explain the strategies which children will resort to when faced

with a problem in communicating through writing in the L2. Again, it would seem
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very useful to allow children to compose, to record their efforts as objectively as
possible, and use these recordings when recruiting the help of the writers in discussing

and analysing their own communication strategies.

2.5 Pausing

Matsuhashi and Cooper (1978) studied four unusually competent higher school writers
in an effort to determine the reasons for the varying duration of their pauses whilst
writing. They found that the writers paused during writing to rehearse, plan and
reformulate, and to make decisions about discourse and syntax. The work of
Matsuhashi (1981) convincingly demonstrates how discourse purpose influences text
production. She found that short pauses occur when writers plan their next words or
phrases, and that longer pauses occur when writers are planning sentences. She also
suggests that planning time may vary according to the purpose of the discourse:
generalizing and persuading have been shown to require more time than reporting.
Her pausal study shows that planning highly abstract superordinate sentences requires

more time than planning sentences that add supporting details (subordinates), and that

writers pause for less time before superordinate (general) terms than before
subordinate (specific) terms.

Flowers and Hayes (1981c) found that longer pauses occur when writers are
planning global clements, whilst Caufer (1982) showed that writers pause most
frequently before conjunctions. Based on observational data of pause time
accompanied by hand and eye movements, Matsuhashi (1982) reported that her
research subjects would made long pauses. She was able to show that these long
pauses, accompanied by gazing or rereading activity and removing the pen from the
page, are activities which indicate that the writer is usually making multiple decisions
about global and local issues.
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Schumacher et al. (1984) studied pauses made by different types of subjects
during writing, presenting the results of an investigation of the activities of beginning
and advanced college students during pauses in their writing. It was found that higher
class students had shorter average pauses than beginning students, but carried out more
cognitive (but not grammatical) activities per pause break. Schumacher et al. (1989)
also suggest that news story writers paused more often and carried out more activities
per writing session than did editorial writers, suggesting greater monitoring activity

among the former.

The above research made use of sophisticated methods and instruments to
study pauses in writing, succeeding in providing evidence to show that pauses are very
important in the writing process. The research subjects involved were invariably
advanced students who, because of their high levels of literacy, would often pause for
planning. Tse (1984) studied four secondary school students and found that some of
them paused too, sometimes to contemplate what to write next, sometimes simply to
relax, and sometimes to count words. In other words, the pauses made during writing
may be indicative of the demands of the composing process, but may also reflect the
demands of the teacher assigning the writing task and the nature of the task itself. At
the same time, it would seem well worthwhile examining the nature of pauses
characteristically made by children of different ages, to see whether their behaviour
reflects differing levels of intellectual maturity. Having looked at the composing
process of older students (Tse, 1984), the researcher turned to the efforts of primary

school pupils in the present investigation.

2.6 Revising

Revising is an integral component of the composing process, research into this area

dealing with the nature and amount of revising, revising of first and subsequent drafts,
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kinds of revision, differences in the revisions of writers having different purposes and

varying levels of expertise, and with the cognitive processes involved in revision.

Writers differ greatly in the amount of revising they do, with many skilled
writers spending far more time on revision than producing the first draft. In contrast,
Bracewell et al. (1978) found that 4th Graders hardly revise at all, while Kamler
(1980) found that revisions of seven-year-olds are mainly additions. Cranston (1986)
investigated revision during composing of 2nd, 4th and 6th Grade writers and did not
find that revisions increased with the age of the writer. Emig (1971) found that 12th
Graders engaged in no reformulating (editing and revising) in her experiments, while
Pianko (1979) reported that first-year college students devoted less than 9% of their
composing time to rereading and revising. Hoagland (1984) found that community
college students made more total revisions, and more surface changes in particular
when writing to a teacher audience than to a counsellor, a high school student or a
businéss audience. Clearly, writers differ widely in the amount they revise and,

generally speaking, it appears that expert writers make more revisions than novices
(Hayes et al., 1987).

Writers often write more than one draft. They also often make more revisions
while writing the first draft than subsequent drafts (Faigley and Witte, 1981). First
draft revisions are often premature editing, with concern about surface features causing
writers to interrupt the flow of composing (Perl, 1979). They pay less attention to
major reorganization of the text or additions to content (Sommers, 1980). Bracewell
et al. (1978) found evidence that the revisions made by 8th Graders actually made
their composition worse. However, Bridwell (1980) reported that 12th Graders’
second drafts were considerably better in "general merit and mechanics" than their
first drafts. McNabb (1938) found that four experienced college writers also revised
and improved their writing by elaborating upon previous drafts.
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During revising, expert and novice writers attend to different aspects of text.
Bereiter and Scardamalia (1983) found that, under ordinary circumstances, the CDO
(Compare, Diagnose, Operate) revising process is not often engaged in by children.
Calkins (1980b) studied the revision strategies of seventeen 3rd Graders and classified
them into four groups: random drafting, refining, transition and interacting. These
groups reflect developmental stages. Eight of the subjects were refiners who made
cosmetic and lexical changes, whereas the last two groups liked to write new drafts.
Stallard’s research (1974) revealed that only 2.5% of 12th Graders’ revisions were
focused above the word and sentence level. Bridwell (1980) found that most of the
revisions (56%) made by the 12th Graders were at the surface or lexical level.
Sommers (1980) studied inexperienced (children) and experienced (adult) writers and
found that the inexperienced writers made more word and phrase-level changes than

did the adults. The adults, in contrast, made more sentence level and theme level

changes.

Faigley and Witte (1981) found that expert writers were more likely to make
global revisions and revisions that significantly changed the meaning than
inexperienced writers. Hayes et al. (1987) provide confirmation of these observations
in a protocol study of college freshmen and of experienced writers. On the whole,
young children and even many unskilled college students confine their revisions to
cosmetic, lexical and clause levels. Expert writers, in contrast, attended more to

global problems. Matsuhashi and Copper (1978) were able to demonstrate that their
research subjects used different revision strategies for narrative essays than for

transactional essays.

The ability to detect text problems and the ability to solve these problems are
quite different. Bartlett (1981) compared the ability of Sth Grade students to revise

their own and other students’ texts, and found that the students were able to detect
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more faulty expressions in the texis of other students than in their own work. Bartlett
also found that 6th and 7th Graders were able to solve only about half of the problems
they detected. Scardamalia and Bereiter (1983) found that 6th to 8th Grade students’
output is limited much more by their ability to deal with problems than by their ability
to detect them. Epes (1985) found that the scanning techniques favoured by many

adult writers hindered their detection of many of their own omitted inflectional

suffixes and other errors.

Some researchers have proposed instructional routines for improving the ability
to revise. Olson (1990) suggests that peer feedback has positive effects on writing
quality, while Bernhardt (1988) notes that time for revision is important, with extra
time resulting in more powerful demonstrations of students’ writing ability. Roen
(1985) found that, when college freshmen revise their writing, keeping in mind the
intended audience during revising was an effective strategy. Wallace and Hayes

(1991) showed how college freshmen can review globally if taught to do so.

Several researchers have proposed models of the cognitive processes operating
during revising. Nold (1982) describes revising as a process which involves
evaluating the text against the writer’s plans, the intended audience, the meaning to
be conveyed, the appropriate syntax and the lay-out of the product. Scardamalia and
Bereiter (1983b) in their CDO (Compare, Diagnose, Operate) model suggest that,
durixig writing, two kinds of representations are built up and stored in long-term
memory: the intended and the executed representation. The CDO process is induced
by a perceived mismatch between the two. Hayes et al. (1987) propose a revision
model of composing involving subprocesses which include task definition, evaluation,
problem representation, detection, diagnosis and strategy selection. Such models are
useful for advancing research into revising and allowing researchers to identify and

examine key aspects in the revising process itself.
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The above studies provide a theoretical framework for almost all aspects of
revising, and would seem quite suitable for studying the revising behaviour of writers
of Chinese, children and adults. However, as mentioned earlier, previous research into

written Chinese seems preoccupied with studies of error analysis, rather than the

composing process itself.
2.7 The Composing Process in a Second Language

Fewer studies have been made of L2 than of L1 composing processes. Although it
may be argued that Hong Kong is not the most valid representation of an L2 society
(HKED, 1989), it is almost certainly the world’s most homogeneous assembly of
Chinese speakers with English as their L2. There are hence several studies which use
Hong Kong students as research subjects. Nattress (1986) studied 6 Hong Kong
tertiary level students in an effort to investigate the composing process of L2 writers,
particularly the differences between skilled and unskilled writers and the strategies
they use to overcome language-related difficulties when writing. It was found that the
differences between skilled and unskilled writers include the amount of planning, the
recursiveness of the composing process, the amount of reading, the purposes of
revisions, pausing behaviour and the organization of ideas. It was also found that

unskilled writers used risk avoidance strategies to minimize errors.

Chan (1989) investigated the types of strategies that bilingual university student
writers adopt when they write, and found no significant differences between the basic
strategics used when the writers produced text in either language. Arndt (1987)
compared the composing processes in Chinese and English of six postgraduate Chinese
students and found the composing strategies of individual writers remained consistent
across languages. There are no substantial studies, apart from those mentioned earlier

in this review, of L2 composing process of Hong Kong children.
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Several themes and concepts have been developed in L2 writing process
studies. Zamel (1983) studied six university students and found that skilled L2 writers
in her study revised more and spent more time on their essays than unskilled writers.
Several drafts were written by each skilled writer but, in general, they devoted the
greatest proportion of their time to the creation of the first draft. The less skilled
writers focused on less global aspects of their essays in their determination not to
commit errors. They therefore attended to avoiding all errors from the start and their
fluency of expression hence suffered. Jones (1982) studied university student writers
and concluded that the poor writers he discovered had never learned how to compose
properly. He argued that lack of competence in composing was the main source of
difficulty of his subjects in their writing, rather than any specific lack in English
competence. In similar vein, a number of researchers (Jacobs, 1982; Jones, 1982; Lay,
1982; Raimes, 1985b; Zamel, 1982, 1983) support the theme that it is the limitation
in composing competence which is chiefly responsible for the problems students face
when writing in the L2, rather than simply difficulties with or lack of proficiency in
the L2 itself. Another general conclusion here is that, whereas the problems of poor
L2 writers spring largely from inappropriate writing strategies, the successes of

proficient L2 writers result from effective strategies of evaluation and text generation.

From a different perspective, Zamel (1983) found that the composing skills of
proficient L2 writers are very similar to those of proficient L1 writers, and that the
composing processes of "unskilled" L2 writers are similar to those of "unskilled" L1
writers. Zamel therefore argued that the differences between L1 and L2 writers when
composing probably relate more to composing proficiency rather than to the influence
of their mother tongue. Edelsky (1982) compared the L1 and L2 writing of bilingual
children and supported the notion that the knowledge writers already have about the
writing process in their mother tongue is applied to rather than interferes with writing

in another language. Schiller (1989) noted that there were no significant differences
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between the L1 and L2 composing behaviours for four out of five student writers. In
a study of writers generating English texts in the L1 and L2, Jones and Tetroe (1987)
found that writing strategies used with the L1 invariably were transferred to L2
writing, and that this transfer took place irrespective of language proficiency. Chelala
(1981) conducted a case study of coherence in L2 composing and found that her
subjects used the L1 for prewriting and switched back and forth between the L1 and
L2. She argued that one’s L1 writing process transfers to, or is reflected in, one’s L2
writing process, a view strongly endorsed by Leung (1983) and Friedlander (1990).
Certain writing tasks, especially those related to culture-bound topics, draw upon the
L1 more extensively when writing in an L2 (Lay, 1982; Johnson, 1985).

A number of studies have looked at the differences between the composing
processes of L2 writers and of L1 writers. Martin-Betancourt (1986) found that her
subjects’ writing processing involved solving linguistic problems and that the use of
the L1 in L2 writing added to the problems here, especially in vocabulary; Arndt
(1987) reported that there are differences in L1 and L2 writing processes especially
associated with vocabulary; Raimes (1987) concluded that L2 writers were different

from L1 writers in that the former accept without question the need to look over, edit

and correct their work whenever they write.

On the whole, the patterns emerging from the above studies seem to suggest
that L2 composing is structurally very similar to L1 compdsing. As most of the
research subjects involved have been students who are at least already fairly proficient
in the L2, linguistic proficiency is not always reported to be a serious obstacle to L2
writing. As there are very few studies conducted with beginning L2 learners, there

is little evidence to infer that the above findings apply without qualification to
beginning L2 learners.

70



2.8 Teaching Writing in Hong Kong

Researching the teaching of Chinese writing in Hong Kong, Ho (1979) compared two
methods of responding to and evaluating students’ compositions and found that
correcting by symbols was preferable to detailed correction of the students’ writing.
Shum (1990) studied the effectiveness of different methods of evaluating the
compositions of 120 senior secondary school students using four methods: meticulous
correction, correcting with symbols, self-correcting and peer check-list evaluation.

Shum found the peer-check list evaluation method to be the most effective.

Tse and Shum (1989) investigated the effectiveness of using the process
approach to teach 40 students to compose in Chinese. An experimental group was
taught through the process approach, whilst the conventional traditional method of
teaching writing was adopted with the control group. It was found that the
experimental group were significantly better in terms of content and discourse than the
control group. In follow-up interviews, the students in the experimental group

expressed a liking for the process approach to teaching writing.

On the whole, research into teaching writing in Chinese has attracted less
attention than the teaching of English writing in Hong Kong. Mohan and Lo (1985)
studied a group of Chinese students, comparing their compositions with those by
students from British Columbia. They found that organization at the discourse level
was stressed in the British Columbian schools, whereas Hong Kong school practice

seemed to be directed more toward sentence-level accuracy.l Mohan and Lo report

that many Hong Kong teachers of English believe that the most serious problem their

students have is their incorrect English usage. Hong Kong teachers seem to assume
that accuracy must be acquired first before other aspects of writing, such as text |

organisation, can be attended to and taught. Mohan and Lo argue that this emphasis .
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is partly encouraged by the Hong Kong Certificate of Education Examination -



(HKCEE), which allocates a high proportion of marks to accuracy in its marking

scheme.

Traditional L2 writing pedagogy is based on product-centred L2 writing
instruction with excessive emphasis on form and correctness, usually to the neglect of
idea-generation and expression of meaning. The introduction of the Revised Syllabi
(CDC, 1981; CDC, 1983) and the recommendation that teachers use the
communicative approach to English ought to have changed the trend. However, the
Education Department (HKED, 1989) concedes that neither the Syllabi nor the

communicative approach have been implemented widely and that traditional methods
still prevail.

Chan and Lau (1989) conducted a survey to examine views of primary
language teachers towards communicative language teaching and language education
in Hong Kong. 209 teachers completed a questionnaire and 20 subjects were selected
randomly and interviewed. The researchers claimed that the teachers were fairly
representative of Hong Kong primary language teachers. 86% of the respondents said
that they frequently used language games in their lessons and 64% said they used
group work in their classrooms. The researchers noted that, despite the teachers’
apparent enthusiasm and support, as expressed in the questionnaire for what they
claimed were ‘communicative’ activities, they were in fact sceptical and hesitant about
bringing innovative changes into their classrooms. The reasons for this offered by the
teachers often referred to various constraints they encountered in the school setting.

(The teachers also pointed that there were features of the communicative approach they

found difficult to import into the classroom. They also admitted that "they were more
comfortable with their habitual teaching pattern” (p.75).>

There is certainly much to be gained from the new awareness of what writing

actually involves and the current orientation towards process in the teaching of
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writing. Research on the effectiveness of the process approach was carried out in
Hong Kong by Stewart (1988) in a small class at tertiary level with a parallel class
using a more traditional approach for comparison. The process approach was used for
teaching writing in the experimental class for fifteen weeks, after which it was found
that, among the experimental subjects, there was a significant increase in the
information load of content and improvements both in terms of language structures
and discourse concerns. The class also gained greater self-confidence in their writing

ability and their examination results were better. Such gains were not found in the

comparison class.

Tsang and Wong (1992) reported a study of 6 tertiary level students following
a 16 hour writing programme on the process of writing. They found that the subjects’
early drafts showed changes in content and organization, while later drafts were
marked by revisions of language use and mechanics. A comparison of the first and
second assignments indicated numerical gains in content and organization scores.
Improvement in content and discourse organization was substantial, but improveinent
at the sentence level was minimal. Tsang and Wong claim that the programme was

effective in helping subjects overcome mental blocks and in spotting illogical
structures.

Pertinent studies have also been conducted in secondary schools. Cheung
(1989) conducted an investigation on 40 Form 1 learners with differing language
ability, with 3 subjects from the group chosen for a more detailed study. The process
approach was used for teaching English writing over a 13 week period. The results
showed that the method was both meaningful and rewanding and that all the subjects
considered the approach helped them write and rewrite better. Keh (1989) reports a
30 hour writing course using the process approach with Form 5 students. The

evaluation of the course was positive with clear improvements in the students’ writing
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in terms of content, organization and even grammar. The students’ attitudes toward

writing were also more positive.

The above research provides evidence that the process approach to teaching
writing produces positive results, and all of the researchers concerned urge teachers
of writing to experiment with it in their courses. However, almost all of the studies
have been conducted with small samples and mostly with senior forms. There are no
published reports of the method being validated in primary schools or of studies of the
effectiveness of the process approach with beginning writers. Since 90% of primary
schools in Hong Kong are Chinese-medium with English taught only as just another
subject on the timetable, this is not surprising and this is one of the key reasons why
there has been so little concern about studying the composing processes of primary

school pupils writing in English.

2.9 Concluding remarks

In the past thirty years, researchers interested in writing have increasingly directed
attention to the composing process. Hayes and Flowers (1986) point out that there has
been a significant shift of emphasis in research into the teaching of writing, the focus
changing from the products of writing to the writing process itself. From the wealth
of studies cited above, it seems clear that research into the composing process in the
L1 is well developed in the West. However, similar studies of composing in Chinese
are sparse and empirical studies of this type seem lacking in China. This may partly
be attributed to the closed-door policies of China during the 1960’s and 1970’s.
Throughout this period, research in China, Hong Kong and Taiwan into writing in
Chinese was dominated by looking at the product of writing, rather than the
composing processes itself.
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This is a great pity for, during this period, research in the West was leading
to the generation of models of the composing process, writing theories, specific
subsystems of L1 composing processes, the composing characteristics of successful
and unsuccessful writers, specific types of L1 writers, composing strategies, children’s
writing preferences and so on. Whilst the findings of such research are clearly
pertinent to writing in Chinese, researchers are left to presume that writing in
phonemic and idiographic language systems are essentially the same. It was hoped
that the present study, in a modest way, might examine this presumption. At the same
time, the approaches adopted by previous researchers are very useful references for

the framework, theoretical rationale and research methods used in the present study.

Another issue emerging from the present review of literature is ihe dilemma
facing researchers exploring any fairly uncharted area: whether to spread the focus and
gather quantitative evidence from a large number of subjects, or whether to focus on
a smaller number and conduct more qualitative in-depth analyses. Taking a lead from
distinguished researchers in the field, the researcher in the present study decided to
opt for the latter. Instantly, this placed him in the position of having to decide
whether to focus rather ambitiously on all aspects of the composing process in
Chinese and in English in one study, or to concentrate more narrowly on individual
subsystems. The researcher decided from the outset to study the generating,
transforming, pausing and revising subprocesses and to concentrate on a small sample
of children in the formative stages of writing in Hong Kong. It is hoped that the

present research helps chart the ground for further research.

One area of composing of personal concern to the writer is the role of mental
- imagery. This is an important clement in thinking, but there are very few studies
looking at the role of imagery in composing, especially in Chinese. It is important to

consider the sources of knowledge and criteria for selection of writing material if one
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is to try to understand the subprocess of generating, and the problems writers
experience in generating material. Another area attracting the researcher’s interest is

that of transformation, including the changes of ideas, language, and expression

involved as writers convert thinking into text. As discussed earlier, many Chinese

scholars claim that thinking in Cantonese interferes with MSWC, leading to errors in
writing. The writer’s review of literature reveals that the focus of far too many
studies has been on contrastive analysis of Cantonese and MSWGC, achieved through

analyzing the written products rather than the processes beneath their production.

In the Hong Kong context, where English is so highly valued, there has been
a tendency for writing researchers to focus on the influence of Chinese on written
English, but, again, the emphasis has tended to be on the product rather than
production. The writer set out in this study to see whether an examination of the
protocols of Cantonese accounts of what writers said they would write would reveal
transformation effects prompted by the rigours of actually writing in MSWC and in
English. Such transformations reflect the discrepancies between the intended and

exccuted representations of writers.

The whole area of pausing during composing is interesting but is hard to
research objectively, for there is no written evidence to consult or make available for
independent scrutiny. At the same time, there are relatively few studies of pausing
in child writers. Of the four broad areas selected, research into revision is more
prolific, probably because the scripts available can be gathered in large numbers and
- analysed independently by teams of researchers. Sadly, research into revising
strategies has been side-tracked by studies of error analysis, directing attention away
from the process of composing to devising instructional routines for overcoming
errors. There are hence important unresearched areas in Hong Kong, such as the issue
of whether it is better to help students master revising strategies; to encourage

expressive and adventurous writing; the teaching of creative poetry, prose and so on.
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The above review is also complicated by the need to balance studies of L1 and
L2 composing. The weight of evidence suggests that L1 and L2 abilities are
interdependent, rather than systems working in separate domains. However, the two
systems within any one person are only likely to be entirely congruent in people who
are equally competent in both languages. As children in Hong Kong learn English
and Chinese, a comparative study of their composing in the two language would seem
potentially profitable. The Llewellyn Report (1982) makes it clear that, within a few
decades, the largest single ethnic group of people on earth with English as their first
foreign language or L2 will be the Chinese. Hence, studies involving these two
groups, however modest in scale, should be encouraged.

The present review has also revealed that there have been very few studies of
the composing process either in Chinese or in English of beginning writers in Hong
Kong. As Graves (1981a) points out, more information on child behaviour and
decisions during the process are needed, rather than post hoc speculations on
children’s activities during writing based on writing products alone. The present study
took primary school pupils as research subjects to help fill this gap in the research
literature. A clearer picture of the composing process is essential if modern teaching
approaches, such as the process approach to teaching writing, are to be introduced

successfully into Hong Kong. As Zamel (1983) advocates, teachers will only find out
how best to teach if they know how learners learn.
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Chapter Three

A Model of the Composing Process

3.1 Introduction

This chapter sets out the model (see Fig. 3.1) representing the composing process of
students in Hong Kong drawn up by the writer of this study, upon which much of the
discussion in this thesis is based. In three recent research studies of the writing
processes of small samples of Hong Kong students writing Chinese compositions (Tse,
1984; 1990a; Tse & Law 1991), the writer found that students generally follow a
common sequence of broad stages in their composing: pre-writing, writing and
reviewing. The processes and subprocesses which feature within these stages were
found generally to be common, with individual variations reflecting the influence of
variables external to the model itself. The model of the writing process discussed in
this Chapter was developed, partly on the basis of the research carried out by the
researcher of this study and described in more detail in Chapter Two and partly on the
basis of similar deliberations about the writing process advanced by scholars such as
Emig (1971), Hayes and Flowers (1980b) and Bereiter and Scadamalia (1987). It is
hoped that, although the model cannot represent in its entirety the composing process
of children in Hong Kong, it can serve as a means of advancing the eventual
production of a valid model of the processing which takes place when they write. A
clearer understanding of the relationship between the various subprocesses and
dimensions in the model should be invaluable for theorists, authors of children’s text

books, curriculum designers and classroom practitioners.
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Figure 3.1 A model of the composing process
Writing Eavironmental Text Produced Completed
Assignment Effect 50 far Text
ENVIRONMENTAL 1. motivation 1. interpersonal
FACTORS by teacher |—) relationship —)
2, topic given 2. working AT
3. writing environment
regulations
4. time limit
Generating Planning Writing Reviewing
1. retrieval of 1. goal sexting 1. stanting 1. final
information 2. organizing 2. anticipating revision
2. initial 3. anticipation 3. transforming 2. final
OPERATIONAL selection of of the reader 4. pausing rescanning
FACTORS information S. rescanning 3. final
3. finer 6. revision / editing
selection of amendment 4. stopping
information 7. solving writing
problems
8. ending
CONTROL & MONITOR
3 )
Writer's short-term & long-term memory
INTERNAL 1. writer's knowledge of the topic
FACTORS Long-term |2, writer's knowlsdge of the sudience Short-term
memory 3. retrieval of relevant information and memory
visual recall
4. retrieval of writing plan and strategies
3. confidence (or apprehension) on writing
6. language capability - lexicon, grammar, X
stage of automation m
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3.2 Factors Influencing the Composing Process

Whenever a person writes, a number of factors will influence performance. For the
purposes of the present study, these have been categorised into three broad groups:
cognitive factors, representing the intellectual processes and capabilities possessed by
all people but varying in degree and efficiency from person to person; operational
factors, representing the learned strategies, procedural and physical, used by
individuals to effect writing (the model); and environmental factors, representing
those external forces which cue the first two sets of factors and which help determine

the nature of their operation.

3.2.1 Cognitive Factors

Whilst immediate decisions taking place during the composing process are made
consciously in short-term memory, such decisions are influenced by cognitive systems
in long-term store which have been involved during the apprehension, processing and
storage of previous experiences, and by routines which have been mastered in the past.
The limits of the processing are thus dependent upon three main sets of parameters:
first there are the limits of working memory, the number of items which can be
usefully kept in mind during on-going processing (Baddeley and Hitch, 1974); then
there are the limits of short-term memory, with its finite capacity for isolated and
chunked items of information (Miller, 1956; Fodor, Bever and Garrett, 1974); and
third there are limits of long-term memory, usually associated with inefficiencies in
the initial apprehension, organisation and storage of perceived information, the
efficiency of the systems for accessing stored information and retrieving it, and

previous experiences and familiarity with the topic in hand (Baddeley, 1990; Bereiter
and Scardamalia, 1987).
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Although it might appear that limitations in conscious processing seem the
most obvious obstacles to smooth composing, it soon becomes apparent that
immediate processing is reliant on past experiences and how well these have been
understood, and on the efficiency of the systems used in the organisation and
comprehension of environmental input. An example will help illustrate the problem.
A person setting out to write an account of how to divide one simple fraction by
another must first know how to execute this mathematical operation in principle.
Knowledge and organisation of the correct routine may have been based upon a
thorough understanding of multiplication and inverses, or simply upon learning an
algorithm for producing the right answer. Whatever, unless one is familiar with the
steps involved one cannot. even begin to explain the procedure. If one is familiar with
the procedure, and depending on how much practice one has had in applying it

successfully in the past, one can then set about recalling it from long-term memory

store.

Of course, the initial cuing derives from being assigned the task, which is held
in short-term store whilst the necessary searching of filed information in the brain is
taking place (Flower and Hayes 1981). Once this has been accessed, its retrieved
form may be in the form of an exact replica of a particular experience; based upon a
verbally encoded rule ("take the second fraction, turn it upside-down and multiply");
based upon notational imagery; or based upon an awareness of the mathematical
principles involved. Whichever, each step must be held in mind (short-term store)
whilst the writer occupies the rest of the mind in calling upon knowledge of writing
systems and language for putting the mentally held ideas into concrete print. It may
be that working memory is large enough to hold the entire set from the start;
alternatively, one may be relying on individual steps in the chain to cue the next step
in the sequence. If everything is running efficiently and one’s language and powers

of expression are adequate, then the person will proceed until the printed account is
judged to correspond with the mental scheme.
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However, imagine the problem of the child from Hong Kong faced with
writing such an account in MSWC. The initial experiences have most probably been
carried out and executed in spoken Cantonese, but these will now have to be retrieved
and translated into MSWC, Depending on how familiar the child is with the routine
and the skill of the child in the Cantonese-MSWC conversion routine, then working
memory may (a) either be exceeded and the task only be completed by pausing and
having to work things out again and again; or (b) be quite adequate and the account
be written in an uninterrupted flow. On the other hand, the child may know how to
execute the operation in figures but not in words; and may even be in the position of

trying to explain an answer which has sprung into mind without any apparent thinking.

Matters are complicated even further if the task is to be performed in English, the
L2. Here, working memory which operated smoothly in the L1 may be so taxed by
having to expend core capacity space to the act of translation, that overall capacity is
exceeded and the operator has to pause several times to rethink and review matters.
Failure or excessive time spent on the task may be due to cognitive overload (Biggs,
1987); the absence of language appropriate to the task; an unwillingness to apply
oneself; or lack of confidence. It may also be due to sheer carelessness - a familiar

experience with troublesome pupils for many teachers.

3.2.2 Environmental Factors

These are factors external to writers that influence their writing performance. These
include the nature of the writing assignment and the description of the topic given to
the writers, any time limits and whatever writing regulations may have been given.
In school, before allowing the children to write, teachers may motivate them to write
or provide guidance of some sort. Equally, topics will usually be carefully considered
with the pupils’ competence and language sophistication in mind. The teacher may

also offer an indication of the writer’s target audience, the people who may read the
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written product. Sometimes the topic itself will indicate the audience so that, from

the start the writer is aware of the intended audience.

People are able to write more confidently about things with which they are
familiar (Caccamise, 1987). Equally, they are able to picture the eventual shape or
gist of their writing if their conceptualisation of the end product is clear. Hence, they
are usually happier with a narrative task, or writing a description about a phenomenon
they understand well. Sometimes teachers will, depending upon their purpose, assign
narrative tasks, sometimes ask children to write in a transactional way about a familiar
concept, sometimes ask them to write about ideas which are much more abstract in
their eventual form, and sometimes ask the child to write poetically using words which
embellish thoughts and ideas in an imaginative way (Perera, 1984). The teachers’
instructions to the writer may make it clear whether the writing task is specific or
general. Additional instructions may include details about the scope, the language
requirements, form of writing, objectives, the length of the composition and the time

allowed for the completion of the writing task (Tse & Lam 1992).

To successfully persuade and stimulate children to write, good interpersonal
relationships are essential and the teacher must ensure that confidence in the writer’s
ability to cope with the task in hand is exuded. During the writing process itself, the
presence of the task assigner may exert pressure on the writers, especially if they feel
that their every word is being scrutinised as it emerges. To alleviate this, it may be

necessary to establish mutual confidence and friendly relationships between the writer

and the task assigner.

It is crucial for the physical environment in which the assignment is completed
to be stress-free and comfortable. Obvious variables in this category include the

lighting, room temperature, writing instruments, desk and so on. The environment can
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also affect the writer’s sense of purpose and the interpersonal relationships with the
task assigner can influence the emotional disposition of the writer toward the task.
The production of a written text with which the writers are satisfied depends largely
on how well they are motivated. As théy constantly refer to and rescan "the text
produced so far" (Flower and Hayes, 1980b), writers need to be encouraged to persist
with the task of shaping their writing, to anticipate the writing‘which is to come, and

to review their efforts to see whether they have managed to convey what they intended

to say.

3.3 Operational Stages and Subprocesses in the Composing Process

These can be broadly categorised as generating, planning, writing and reviewing. The
generating process is the retrieval of prior knowledge related to the task in hand, and
the selection of appropriate information to support the production of written material.
Planning is the mental arrangement of the material prior to putting pen to paper which
is carried out in order to meet the writer’s purposes and objectives. It thus involves
goal-setting, anticipating the audience and organization. Writing is the process of
actually writing words on paper and involves the following subprocesses: starting,
anticipating, transforming, pausing, reviewing, rescanning, solving problems, revising
and ending. The operations in the reviewing stage are carried out to refine and
improve the written text, and consist of final revising, final rescanning, final editing
and stopping (Emig, 1971; Flower & Hayes, 1981a; Bereiter & Scardamalia, 1987).
Of course, during the course of writing, writers will often try to correct any errors and

make revisions as they go along. This is what Krashen (1981) refers to as
"monitoring".

It must be stressed here that the writing process is not a serial-stage, linear and

one-way affair. Sometimes it is ‘top-down’ directed, in the sense that what is being

84



written is being generated solely from information brought to the act. Sometimes it
is ‘bottom-up’ directed, in the sense that the very words appearing on the page are
instrumental in cuing others. And sometimes it is ‘interactional’, a mixture of the
above, with the words cuing the recall of infofmation and the generation of words
which otherwise would not have been considered. The research by Hayes and Flowers
(1980) makes it clear that the writing process has a recursive nature, with the writing
process being able to be conceptualised as a series of ‘stages’, but rarely operating in
a linear fashion, either top-down or bottom-up. Nevertheless, placing the various
subprocesses within a structural representation facilitates understanding of the process
as a whole. The model of the composing process produced by the present researcher
for the purposes of the present study is shown in Figures 3.1.

3.3.1 Orienting Oneself toward Writing, Selecting a Topic, and Generating Ideas

When several topics from which to choose are given to writers, they may delve into
their background knowledge and previous experience of the topics before making a
choice. Schemata of various kinds underlie one’s organization of experience and help
one assimilate new information more rapidly as it is encountered (Schank and
Abelson, 1977). Thus, on reflecting upon a likely topic to write about, writers are
likely to be influenced by the clarity and importance of their mental schemata
associated with what they know about the topic. The process of schemata recollection
may be facilitated by the process of visualising or thinking about past experiences in
the form of images, which may sometimes appear in the form of still or moving
pictures (Tse, 1990a). At the same time, writers are increasingly likely with age and
experience to be influenced when thinking about writing by their understanding of
"content" and "story structure” schemata (Ohlhausen and Roller, 1988). King and
Rentel (1981) found that an increase in knowledge of story schemata and text

conventions or functions significantly increased the number and type of functions
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present in the writing of children. Writing plans and writing strategies learned in the

past may also be recollected, and these are often most helpful to novice writers

(Flower and Hayes, 1981b).

When selecting topics to write about, experienced writers are usually primarily
concerned about content, and less influenced by their general ability to write
coherently and adequately. In contrast, many novice writers will instinctively consider
whether they have the langauge capability to write about a prospective topic (Perera,
1984). This is especially so in the case of writing in an L2 (Cummins, 1984;
McLaughlin, 1987), for people writing in an L2 will often be swayed in their approach
by their confidence in the likely vocabulary, sentence constructions, grammar and
syntax involved (Biggs, 1987). Past experience of writing may also have
psychological effects on writers, with success in the past positively building up
confidence. On the other hand, past failures may stimulate apprehension about writing
(Rose, 1984). Daly and Miller (1975) developed a test to measure the writing
apprehension of students and found that highly apprehensive writers are conscious

about writing failures in the past and expect less of themselves.

Both the Plowden Report (HMSO, 1966) and the Bullock Report (DES, 1975)
make it clear that the approach of primary school children to their writing is strongly
influenced by the style of teaching they have received, and both Reports recommend
that young children be allowed lots of opportunities for free writing before being
"disciplined” in formal writing techniques. Children taught how to write through
extensive writing, will confidently tackle any topic; those extensively subjected to

writing exercises will usually approach a writing task considering whether their

writing skill is adequate to the task.
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A sense of audience is essential for good writing, but this point is not always
obvious to children (Britton, et al., 1979). Children tend to be egocentric in the early
stages of their cognitive development, less so as they grow older. Graves (1981a)
found that, as children develop as writers, their writing shifts from being egocentric
to sociocentric in inclination. Graves suggests that egocentricity prevents young
writers from considering the importance of knowledge of the audience and hinders
their ability to revise their writing. The writer of this study found that Hong Kong
students often take their teachers as their intended audience (Tse, 1984). Most of their
writing is done in school, they know that their teacher is going to correct their
compositions, and that a grade will be given according to the value judgemeni of their

teacher. They thus tend to write according to the expectations of the particular teacher

who is to read what they write.

Writers will usually select topics according to external and personal criteria.
Having chosen a topic, they will usually seek to retrieve information relevant to the
topic and, in doing so, may retrieve more information than they actually need (Bereiter
and Scardamalia, 1987). They then have to sort through the information and select
that which may be relevant. The finer selection of information and further narrowing
down of information may be influenced by any writing rubric or social convention,

any instructions given and by the level of their own confidence in themselves as

writers.
3.3.2 Planning and Organizing

Taking due regard of the writing assignment and the intended reading audience,
writers will usually set themselves goals for writing. If they are highly motivated,
they may set themselves stringent, demanding or ambitious targets. If they regard the

writing as routine and transactional, they may complete it in a casual or routine
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manner. According to Bereiter and Scardamalia (1987), if the writer is a ‘knowledge-
telling’ type, he or she may not try to reorganize the ideas retrieved to any great
extent and may simply put them down in the order in which they occur. On the other
hand, if writers are of the ‘knowledge-transforming’ type, they may try to reorganize
and restructure their ideas and knowledge before putting pen to paper in order to suit
their purpose. As mentioned above, the sophistication of a writer’s planning and

organisation prior to writing will also depend upon his or her knowledge of content

and text schemata (Ohlhausen and Roller, 1988).

3.3.3 The Actual Process of Writing

This is the process of actually writing words. Hayes and Flowers (1980) refer to this
as "translating", the process of taking material from memory under the guidance of the

writing plan and transforming it into acceptable written language.

Starting to write is not always easy, for each piece needs an introduction in
terms precisely suited to the writer’s purposes. The introduction is also usually
written with a view to the writing that will follow, according to a plan which might
cither be fairly well thought through or prescribed, or it may be tentative with the
structure of the piece taking shape as further ideas and words are added or assembled.
Irrespective of the degree of planned structure, writers will usually add text which is
intended to follow on in some way from what has already been written and usually
anticipate that which may follow. The degree to which the elements in the script
interlock and the way sentences and paragraphs naturally follow on in a thematic
progression will determine the cohesiveness of the text (Halliday and Hassan, 1976;
Emig, 1971). Students writing in Chinese in schools in Hong Kong have impressed
upon them from the start by their teachers the importance of a good beginning (CDC,
1990a), and exercises are often given on how to open a piece of writing. In fact, the

repeated emphasis on starting well may often bring psychological stress on students
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and cause them to experience great difficulty in starting to write the first sentence

(Rose, 1981; Tse, 1984).

When writers are writing, especially novice writers or writers writing in a
hurry, they may not write down first time precisely what they want to say. They may
not be happy with their choice of words, may change their mind and decide to write
something else in the course of writing, or may be experiencing linguistic problems.
At the same time, there is often a discrepancy between ideas expressed in speech or
partly thought through and the way these can be expressed in print. Dealing with
these discrepancies usually calls for some degree of transforming (Tse, 1984).
Transformation refers to the modification and altering of ideas in the head for the
purposes of writing, and may involve adding new words, deleting others, and the

reordering, substitution, combining and embedding of ideas (Emig, 1971; Graves,
1984).

During the process of writing, writers often pause for the purpose of thinking,
generating, planning, rescanning, expressing feelings and the like. These intervals of
physical inactivity may be of varying duration and be occasions for decision making,
planning, problem solving, reflection or simply taking a rest (Matsuhashi, 1981).
‘Rescanning’ refers to the act of looking over what has been written, and may involve
a few words only, sentences, paragraphs or the complete script. However, rescanning
does not refer to the careful rereading of the entire script, for this is usually referred

to as ‘reviewing’. During rescanning, ideas may be generated and revisions made
(Tse, 1984).

During the course of writing, writers usually constantly revise their work,
reading it through and checking that it makes sense, making improvements or
corrections. Murray (1978) proposes that, for accomplished writers, most of their

"writing is rewriting", whereas Bracewell et al. (1987) found that 4th Graders hardly
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revise at all. Hayes et al. (1987) conclude that writers differ widely in the amount
they revise and report that, in general, the more expert the writer, the greater the

proportion of writing time the writer will spend on revision.

Right from the first word, some writers are conscious of the style of their
writing and will think hard about the effect their writing will have on the reader. For
some people, aesthetic aspects of style are all important, as well as the force of the
rhetoric in any argument or case put forward. Such considerations are rarely
uppermost in the mind of struggling writers, who may have writing blocks (Rose,
1981). Similarly, writers in an L2 often feel constrained or even frustrated, aware that

they are rarely able to put exactly into words ideas they have formulated in their
mother tongue (Perera, 1984; McLaughlin, 1987).

For many writers, ending a piece of writing is as difficult as starting,
Depending on the semantic nature of the text, the end may simply be an account of
the final part of the written message, or the writer may feel it necessary to conclude
with a statement which brings to a close the line of discussion in the preceding text.
It is not always necessary to draw together all the loose strands in the text, and the
end may draw the reader’s attention to open or unresolved issues. More generally,
however, writers usually end the writing in a manner which clearly signals that the
writing is complete. Writing in Chinese is in some respects quite similar, but there
are common rules for good endings in Chinese writing. The ending must usually be

related to the opening, should imply inferences or conclusions, or set out implications
(Tse, 1984, 1990a).

3.3.4 Reviewing

During revision, especially once the first draft is complete, the writer may review the

entire script to see whether it accurately expresses the intended meaning. There is
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usually an intentional element of proof-reading at this stage, and there may also be
final revisions and editing. The writer may also check or count the number of words
written. Sometimes, the writer may critically read the entire script and it is only when
the writing meets his or her satisfaction, or the writer wishes to make no further
additions or improvements, that the script is looked upon as ‘finished’. Writers stop

writing, not when they put the pen down or stop typing, but when they think they

have written all they wish to write about the topic at that particular time.

3.3.5 Monitoring

Monitoring usually has two meanings in the field of writing. It may refer to an
evaluative, retrospective assessment of what one has written, or may be used in terms
of Krashen’s (1981) ‘Monitor Model’ of language acquisition. From the former point
of view, the act of monitoring performance may be of a personal nature, but for most
children in school it consists of looking at the reactions of the teacher to what has
been written to see how critically efforts have been received. Krashen (1981) uses the
term ‘monitoring’ to refer to the way the learner’s linguistic expression lacks fluency
if the speaker or writer is constantly and consciously aware of making utterances
correctly and making them comply with learnt rules. Krashen says that this is the
outcome of too much attention to the formal, rather than communicative, aspects of
language learning, and suggests that fluency only comes when the speaker or writer
is concerned more with getting meaning across than in the form in which it is
conveyed. Writers inevitably monitor their language production, paying attention to
choice of vocabulary, grammar, phrasing and the clarity of the discourse. Bereiter and
Scardamalia (1987) state:

"Writing appears as an activity in which the Monitor plays an unusually large

role, compared to most oral language activities - an essential role, in that so

many writing conventions must be applied consciously at first, but a role that

could be severely constraining on children’s generative capabilities." (p.107)
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Besides the above factors, there are also performance components (Sternberg,
1980) and production factors (Bereiter and Scardamalia, 1987). These are processes
employed whilst carrying out decisions arrived at through the interplay of goals, plans,
strategies and so forth. Performance components refer to the writer’s intelligence,
creativity and mental alertness. Production factors include such subprocesses as

searching memory, recognizing relevant information, and evaluating verbal statements

(Hillocks, 1986).

3.4 Limitations of the Model

The model presented above is quite clearly not an all-embracing description of the
composing process in its entirety. For example, the way a ten-year-old sets about
reporting a personal experience to a relative differs greatly from the way a scientist
would write a carefully worded research report to learned colleagues. The production
of such a general model was beyond the scope of the present study and the
capabilities of a single researcher operating within a specific cultural and subject
setting. Nor is the purpose of the present study to ‘test to destruction’ the validity of
the model which has been proposed. The model as such serves the purpose of
illustrating the composing process in general and the inter-relationship of generating,
transforming, pausing and revision against other components and subprocesses. It was
hoped that, when the present research had been completed, a clearer idea would be
obtained about the next steps in the eventual resolution of a model with wider
generality. Equally, it is hoped that the accounts in the chapters which follow of the

subjects’ performance on various elements within the model will help amplify and
clarify the nature of the composing process.
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Chapter Four

Research Considerations and Design of the Fieldwork

This chapter reports the procedures used to gather evidence to allow an in-depth study of
the subprocesses of generating, transforming, pausing and revising in the composing
process of primary school children in Hong Kong. It offers a brief overview of major
conventional approaches to studying writing and the composing process, pointing out,
where appropriate, why it was decided simultaneously to include a number of different
techniques within the present study. After a discussion of the rationale for using a case
study approach as the chief research strategy, details of the sample, the research

instruments, the experimental tasks, procedure, data collected and methods for the analysis

of data are given.
4.1 Common Techniques Used to Investigate Writing

Research into writing has involved different levels or categories of inquiry. Bereiter and
Scardamalia (1987) list six such levels, their use of the term ‘level’ not implying any
hierarchical order. The first level is reflective inquiry, which involves reflection on the
information the writer or the researcher already has or that which is available from
ordinary experience. Elbow (1973) and Moffett (1968) have contributed significantly to
studies using this method. At the second level, one may test empirically those variables
identified as salient, an approach used by Scardamalia et al. (1980). At the third level,
one may use an approach using text analysis of what has been written and making

inferences about the putative intellectual processing involved, an approach used by
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Halliday and Hasan (1976) and Shaughnessy (1977), who have proffered descriptive rules
and principles by studying written texts. Level four inquiry is an interpretive search for
systems, patterns and principles in the mental processing of the writer while composing
(see Emig, 1971). Level five research aims at testing theoretical constructs by testing
their empirical implications, an approach used by Collins and Quillian (1969). Level six
research is simulation by computer, which has proved to be a useful method of inquiry
for gaining understanding of a variety of mental processes, especially revision (see
Scardamalia and Bereiter, 1985a).

In relation to the above, the present study primarily belongs to level four with
some text analysis characteristic of level three. As the investigator wanted to engage in
an exploratory and detailed observation of the natural writing process used by the
subjects, a case-study approach was adopted. A more detailed justification and account

of this approach is given in Section 4.3 below.
42 Approaches to Investigating the Composing Process

There have been various methods used by researchers to study the composing process.

The following are some of those most commonly used.

4.2.1 Observation with Researcher Intervention

In this approach, the researchers situate themselves in the classroom to observe the
subjects writing. At appropriate times, the researcher interrupts and questions the writers
(Graves, 1975). This approach is very suitable for studying the writing of young children,
but it raises the question of the extent to which the interruptions distract the subjects and

interfere with or distort the writing process, and also about the capability of young
children objectively to articulate their own mental processes.
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4.2.2 Observation without Intervention

In this approach, the researchers sit beside the writers and observe their writing behaviour.
The researchers may make notes on their observations or may use a video recorder to
make recordings. Many researchers have used this method (Graves, 1979; Matsuhashi,
1982; Pianko, 1979; Rose, 1981; Jones, 1981; Zamel, 1982; Jacobs, 1982). The approach
may not be as effective as the intervention approach in that the results rely entirely on
interpreting the overt behaviour of the subjects. On the other hand, it has the advantage
of interfering less with the on-going composing of the writers. In the present study, this

approach was used as one of the research techniques.
4.2.3 Clinical-Experimental Interviews

The clinical-experimental interview (Bereiter and Scardamalia, 1987), based on the
clinical method used by Piaget (1926), can be used in an effort to monitor the thinking
of writers. The writer is given a prescribed task and the experimenter follows progress,
intervening to ask the writer to justify decisions. On the basis of the responses, the task
may be varied or further questions asked so as to reveal in detail the bases for the
decision making processes used by the writer. Bereiter and Scardamalia (1987) describe
the approach thus:

"In the clinical-experimental interview, the investigator interacts with the writer

and tries to structure a task in which such interaction will be natural, but the

investigator tries, nevertheless, to engineer the exchange in such a way that all the

thoughts come from the writer and not from the investigator.” (p.42)

424 The Think-Aloud Technique

One of the most commonly used methods of inquiry employed by researchers into
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composing is the think-aloud procedure, where writers are asked to articulate their
thinking whilst writing (Ericsson and Simon, 1980). Many researchers have used the

think-aloud procedure, including Emig (1971), Mischel (1974), Flower and Hayes (1980
1981), Rose (1980), Odell and Goswami (1982) and Tse (1984).

Verbal data, according to Ericsson and Simon (1980) can be collected in two
ways: retrospective verbalization, in which a research subject is required to talk about
mental processes that have occurred at an earlier time; and concurrent verbalization, in
which the subject talks whilst simultaneously 'perform'mg the task. Hayes and Flower
(1983) divide concurrent verbalization into two types: directed reports and think-aloud
protocols. In the former, the subject reports only specified behaviours. Hayes and Flower
(1980) describe the latter method as follows:

“In a verbal, or 'thinking aloud’ protocol, subjects are asked to say aloud

everything they think that occurs to them while performing the task. No matter

how trivial it may seem.... Subjects may forget and fall silent - completely
absorbed in the task. At such times the experimenter will say, 'Remember to tell

me everything you are thinking’." (p.4)

There are various advantages to using the think-aloud protocol method. It
provides direct evidence about processes; it yields rich data and thus promotes
exploration; and it can detect processes that are invisible by using other methods (Hayes
and Flower, 1983; Ericson and Simon, 1984). However, it is possible to criticise this
method for its fairly obvious shortcomings. Cooper and Holzman (1983) claim that
writing is a stream-of-consciousness activity, rather than a problem-solving task. They
argue that the protocols obtained cannot possibly reveal the whole processing that has

generated the writing because subjects will not utter, and may even not be aware of, all
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of their thoughts. Dobrin (1986) contends that writing always takes place at particular
points in time, with the composing process being influenced and interfered with by the
situation, the environment and whatever else is taking place in the normal course of
events. He maintains that a protocol can capture only what happens during one focused
session and therefore doubts whether any protocol can in itself provide a full description
of the writing process. Verbal reports are also considered to be potentially invalid
because people are not always conscious of their own meta-cognitive processes, and the
very act of verbalising whilst thinking may actually distort both the thinking and the task
in question (Nisbett and Wilson, 1977).
In response to these criticisms, Flower and Hayes (1983) affirm:
"Protocols show us only traces of the rich and complex phenomena of thought.
There is much they miss. However, this is true of every observational method.
If incompleteness were grounds for rejection of methods, we would have no
methods at all. The important fact to notice about protocols is that they do
provide some data about some processes. (p.284)
In similar vein, Smagorinsky (1989) affirms that:
"to discount protocol analysis as a method is to ignore the contributions it has
already made to our understanding of written communication, and to dismiss the

knowledge it is bound to uncover about composing in the future!' (p.467)

In the present study, subjects were asked to compose aloud as a preliminary step
before writing. They were required to externalize their thinking processes as much as
possible by verbalizing whatever they were thinking before writing. The intention of
having subjects compose aloud was to make the internal processes of composing as
accessible to observation and independent study as possible (see Perl, 1979). After this
stage, a transcript of what had been uttered was written down. Such composing-aloud

protocols collected can often reveal the thinking of the writer in the pre-writing stage, for

97



these are representations of the text intended.

Although the present study used the think-aloud procedure, it did not employ the
concurrent one (Hayes and Flowers, 1980) described above, for three main reasons. First,
many researchers point out that it is hard to get young children to sustain concurrent
verbalization, and that this therefore usually requires repeated intervention by the
researchers and some external structuring of the task. In doing these things, the
researcher is in fact shifting to the clinical-experimental method (Bereiter and
Scardamalia, 1987). Second, since in the present study the writing involves two different
languages (using Cantonese to compose aloud and English to write), to ask young pupils
to think aloud independently whilst actually writing would have been impossibly fraught.
Moreover, the writer found in pilot work that, if the concurrent verbal protocol method
was used, subjects would tend to write the English text simply by translating from
Chinese. Thus, pre-writing verbalization was considered to be a potentially more fruitful
source of data. Third, similarly, primary school pupils working in an L2 are not verbally
sophisticated enough to manage concurrent verbalization. They do not possess the
requisite diagnostic, evaluative, and directive ability and the accompanying language to
allow them to think aloud so as to reveal the composing processes whilst they are actually

in operation.

The choice of tapping into the subjects’ thinking before the writing task was
physically undertaken was deliberate. Pilot work revealed that these young subjects
engaged in much thought and consideration of what and how they were to write both
before and during the act of writing. However, to request verbalization whilst the writing
was in progress from writers as young and inexperienced as those used in the present
study would, in the writer’s view, have hindered and interrupted their concentration. The

fact that, in the event, there was potentially much that could be said by the subjects

98



during writing made the video recording an important feature of the research
methodology. This allowed the subjects’ spontaneous verbalisation during the writing to

be captured, making it available for subsequent analysis.

425  Stimulated Recall Interviews

The stimulated recall procedure was established in studies of teaching and learning,
medical education, psychotherapy and therapeutic counsellor education. Shortly after the
writing, the researcher interviews the subjects, basing the interviews on replays of video-
taped recordings of the writer at work. Subjects are shown the video tape and, prompted
by what they see, are asked to comment on their writing activities. These prompts help
writers to make relatively specific observations about their cognitive activity during
writing.

Bloom (1953) describes the basic idea of stimulated recall as one in which

"a subject may be enabled to relive an original situation with vividness and

accuracy if he is presented with a large number of cues which occurred during the

original situation®' (p. 163)
Stimulated recall typically involves a subject whose thought processes are to be disclosed
and an interviewer whose role is to facilitate the disclosure. The video taped or audio
taped recording of an event is replayed to assist the subject to recall covert mental activity
~ which accompanied the overt behaviour (Tuckwell, 1980). To ensure accuracy, Bloom

(1953) suggests that the stimulated recall procedure should be carried out within 48 hours
after the experimental task has been completed.

The value of the stimulated recall procedures as a research, diagnostic and
teaching tool has been reported positively, the conclusion being that it is promising in

yielding rich data (Tuckwell, 1980; Rose, 1980; Schumacher et al., 1984). However,
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Calderhead (1987) and Armour-Thomas (1989) point out that there are two factors which
might affect the reliability and validity of the report produced by subjects. The first is
that stimulated recall places constraints on the subjects’ efforts to retrieve information
from long-term memory. Where there is an extensive time lag between the thinking and
reporting of the thought, it is inevitably possible that the reported thought is incomplete
or reconstructed. The second factor is tha; some research subjects may find viewing a
video tape of their composing processes stressful. Thus specific strategies must be used
with stimulated recall so as to anticipate these constraints and maximise its potential
strength. In order to facilitate the subjects’ attempts to reconstruct their intellectual
processes in as much detail as possible, arrangements must be made for stimulated recall
interviews to be conducted as soon as possible after the experiment, and the problems
presented by anxiety may be reduced by the establishment of rapport between the
participant subjects and the researcher and by the subjects’ familiarisation with the
stimulated recall procedure (Tuckwell, 1980).

The playback session of the stimulated-recall procedure is very important and can
be arranged in three ways. The first is to stop the video tape at predetermined intervals
and ask the writers what they were thinking about. The second is to wait for natural
pauses in the writing process, then stop the video tape and make inquiries of the writer.
The third is to replay the video tape and let the writer decide when to stop and to
comment and recall what he or she was thinking at specific moments. The third
technique was used by Schumacher et al. (1984) and Rose (1980), who required the
subject to report unobservable thoughts, like information retrieval and planning as well
as observable behaviour such as pauses, revisioné, rescanning and so on. The third
technique was employed in the present study and, in addition to the video tape, a
composing record form and the subject’s written product were also presented in order to

help him or her recall their writing processes.
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4.2.6 Retrospective Reports

After the completion of a piece of writing, writers are interviewed about their writing
processes and the decisions made whilst writing, a method also used in the present study.
Some researchers (e.g. Schumacher et al., 1984) wam that this approach calls for writers
to reconstruct elements of the writing process from memory some time after the

completion of the writing, and that such reconstruction may result in generalized rather

than specific comments by the writer.

Although retrospective verbalization does not interfere with the actual process
itself, both stimulated recall interviews and retrospective reports rely on the writers’
ability accurately to remember in detail the processes taking place during their previous
activity (Swarts et al.,, 1980). The subjects in the present study were young primary
school pupils, so one might have anticipated problems here. However, their written
efforts were relatively short and, in the event, the children usually were able to remember
well what was in their mind during composition. As a result, a considerable amount of
information was collected. In fact, the subjects were usually able to recount events as

they actually occurred and sometimes even pointed out missing points on the record

forms.

4.27 Text Analysis

As there is a direct link between the written text and the composing process, researchers
invariably consult the text actually produced by writer subjects. Although the written text
itself cannot directly reveal the composing process lying behind its production, it can
provide evidence about this matter. For example, the text can reflect knowledge

structures directing the composing process which are vital for its understanding (Bereiter
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and Scardamalia, 1987). McCutchen and Perfetti (1982) and Bereiter and Scardamalia
(1987) have used this method to infer what features of text children were holding in mind
while retrieving text content. In the current study, this approach was also used, with the

texts written by the subjects analyzed and compared alongside the composing-aloud
protocols.

4.2.8 Summary of the Procedures Used in the Present Study

As there are strengths and shortcomings in each of the above approaches, the writer used
a combination of techniques in the present study in order to acquire information. These
include observation without intervention, composing-aloud procedures, stimulated-recall
interviews, retrospective reports and text analysis. In fact, a major strength of case study

data collection is the opportunity to use many different sources of evidence (Lauder and
Asher, 1988).

4.3 Rationale for Using the Case Study Approach

The case study of the composing process is a type of qualitative descriptive research
approach that closely examines a small number of subjects and their written output, the
examination guided by a theoretical rationale. In recent years the approach has been
widely used to investigate the writing processes of students (Emig, 1971; Stallard, 1974;
Mischel, 1974; Graves, 1975; Pianko, 1979; Perl, 1979; Flower and Hayes, 1981).

The case study is considered an appropriate method for analyzing what is

happening while subjects are actually writing (Emig, 1971; Flower and Hayes, 1981),

The researcher can see directly the responses of subjects, interpret their behaviour,
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estimate their feelings and motivation, look at the total situation and examine many sides
of the question. The case study method can give a rich account of the complexity of
writing behaviour, a complexity that controlled experiments often fail to capture.
Qualitative research can also show the interrelationships among multifaceted dimensions
of the writing process by looking closely at writing from various points of view; can help
identify important variables; suggest hypotheses for further study; and eliminate areas of
research unlikely to be fruitful (Lauer and Asher, 1988). The present study used the
approach since there are few studies of the composing processes of Hong Kong primary

school pupils and, consequently, no well established research bases upon which to ground

a large-scale study.

However, it has to be acknowledged that the case study method has its difficulties,
pitfalls and possible deficiencies. Sadler (1981) examines a number of problems in
interpreting qualitative data. The first is data overload, for these may be so extensive as
to inhibit adequate analysis. A second problem is first impressions: the order in which
the information is received may dominate the researcher’s judgement. A third problem
concerns positive or negative instances. Sadler (1981) states:

"When tentative hypotheses are held ... evidence is unconsciously selected in such

a way that it tends to confirm the hypotheses. In other words, what is noticed, or

what counts as a fact depends in part on what is to be verified” (p.28).
A fourth problem concerns the internal consistency, redundancy and novelty of the
information, for one may overweigh the importance of extreme or novel data. A fifth
problem is uneven reliability of information, for one may treat data from poor sources as
having the same significance as reliable data (Lauer and Asher, 1988).

With such cautions in mind, a number of tactics were adopted to strengthen the

validity of the case study used in the present research. The use of multiple sources of
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evidence and establishment of a chain of evidence increased construct validity; analytic
techniques of pattern-matching, and explanation building were also ways of addressing
internal validity; a multiple case-study design was used as a tactic to enhance external
validity. Case study protocols were used and data based on the cases were cross-checked

by the researcher and research assistants to ensure internal consistency (see Yin, 1989).

4.4 The Sample

As discussed in Chapter One, there are two types of primary schools in Hong Kong:
Chinese-medium and English-medium. Most children in Hong Kong study in Chinese-
medium primary schools where all subjects except English are taught in Chinese. In
general, English language is considered to be a most difficult subject and many parents
employ private tutors to help their children (HKED, 1989). Even so, many pupils still
fail this subject in examinations. As also explained in Chapter One, in government and
aided primary schools, in Primary One and Two, pupils are not taught English
composition, sentence construction only being taught. In Primary Three in some schools,
pupils begin to write guided compositions which require them to fill in blanks with words
provided in the early stage of the learning programme. At a later stage, questions are
provided to help pupils write. This kind of training goes on for two years until Primary
Five, when students will be given a topic about which to write. In schools with a high

standard of English and in private schools, students may begin to study and write about
topics in Primary Three.

The number of subjects featuring in case studies of the composing process varies:
1 for Mischel (1974); 8 for Graves (1975); 4 for Flower and Hayes (1981). Following

Emig’s (1971) model (8 cases), researchers have generally limited their sample size to
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fewer than fifteen subjects because of the complexities of data collection and analysis.
In the present study, for comparison purposes, eighteen pupils were selected from
Chinese-medium primary schools from different classes: six from Primary Three, Four
and Five respectively. Senior primary school pupils were selected because pupils in
Chinese-medium schools only begin writing composition in Primary Three. The writer
at first tried to recruit subjects studying in Primary Six. However these subjects were
reluctant to participate in the experiment as they were too busy preparing to sit for
secondary school placement examinations and aptitude tests, understandably considered
very important for their future schooling.

The children selected were considered by their parents and teachers as
representative of ‘normal’ children of their age and class. The writer had access to the
school records and report cards of the research subjects. Pupils with unusually high
intellectual capacity and those with learning or emotional problems were excluded. Some
parents requested that the names of the subjects should not be disclosed in this research.

Thus the names of the subjects, except for Bosco, whose complete writing profile appears

in Chapter Ten, are not disclosed in the thesis.

As children are sensitive to the presence of other individuals while writing and
hence their writing might be influenced, the writer established good rapport with all of
the subjects and their parents. Hopefully, the friendship and mutual trust between the
researcher and subjects helped lessen anxiety and induced better communication. Having
established good interpersonal relationships, the writer was able to obtain from the
subjects’ parents such information as family background, each subject’s writing and
reading habits and details of previous writing done by the subjects. Although the sample
was in no way random, the writer tried to select subjects from different social and

economic background. The background information of the subjects is shown in Tab. 4.1.

105



Table 4.1: Table showing the background information of the research subjects

Subjects Class Sex | Age Types of Occupations of Parents
School
P5A1 F 11 aided Fa:factory inspector
Mo:nurse

PSA2 10 aided Fa:clerk

Mo:clerk

P5A3 F 11 government Fa:factory worker

Mo:factory worker

2] &1 &) &
<4

P5B4 M 10 private Fa:manager

Mo:receptionist

PS5BS

t-8
Z

11 gided Fa:radio programmer
Mo:housewife

10 aided Fa:executive
Mo:saleswoman

F 9 aided Fa:lecturer
Mo:housewife

P5B6

o
L]

P4Al

P4A2 M 10 private Fa:account clerk

Mo:teacher

P4A3 M 10 aided Fa:technician

Mo:teacher

P4B4 10 private Fa:clerk

Mo:housewife

P4BS M 10 aided Fa:technician

Mo:teacher

P4B6 F 9 aided Fa:factory worker

Mo:factory worker

F 9 aided Fa:executive
Mo:social worker

M 9 aided Fa:salesman
Mo:clerk

P3Al

sl =] ®|] R] R| R} R} R
Z

P3A2

Fa:policeman
Mo:housewife

Fa:teacher
Mo:clerk

Fa:trader
Mo:lecturer

Fa:manual worker
Mo:office assistant

Note: PS5: Primary 5 A: story writing  B: expository writing  Fa: father = Mo: mother
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4.5 Research Instruments and Pilot Work

The research instruments included a video camera to record the writing activities of the
subjects; an audio tape recorder to record the voice of the subjects during writing; a stop-
watch to time each process during writing; an observation form to record the observable
composing behaviours with details on relative precision and insight (see Appendix 4.5);
a Writing Behaviour Question Guide for interviewing the subjects to probe for self-
awareness and to elicit reasons for and causes of exhibited behaviours (see Appendix 4.1);
and a Background Interview Guide for interviewing subjects to collect data concemning

their attitudes, past writing experiences, reading habits and educational background (see
Appendix 4.2).

The writer’s previous research has afforded him considerable expertise in carrying
out research into the composing process and using the above research instruments. The
research assistants helping the writer undertook comprehensive laboratory training as well
as practice using the video-camera to record the composing process of the subjects. As
a pilot sample, a small number of subjects not engaged in the final research were also
invited to try the composing-aloud procedures. The Writing Behaviour Question Guide
and the Background Interview Guide were also tested at this time, as were the other
instruments, to see if they were functioning properly. Slight modifications were made at
this stage to the procedures to ensure clarity, to avoid ambiguity and to rectify likely
sources of difficulty. For instance, the line spacing on the observation form was adjusted

to be the same as on the paper used for the writing task, so as to facilitate accurate note
making.

4.6 The Experimental Tasks

107



The subjects were asked to write on two occasions: one in English and the other in
Chinese. In the first sessions, nine subjects wrote in Chinese and in the second sessions
the same nine subjects wrote in English. The other group of nine subjects wrote in
English in the first sessions and in Chinese in the second sessions. The subjects were
assigned to the two groups at random by the writer. As the subjects needed time to plan
and develop their ideas, write and review their texts, there were no time constraints

imposed at any stage. The writer made every attempt to ensure that the subjects were

involved and committed to the writing task.

As familiarity with the working environment is a key situational variable, subjects
were permitted to select their preferred task environment, so they could write at home,
in the writer’s home or any place they suggested. The subjects wrote in the presence of
a video-camera which did not appear to add any observable stress to them. In fact, they
enjoyed watching the play-back to see their own writing behaviour and had the feeling

of participating in a television show, a privilege for the sample in question.

There were two types of writing for the subjects: narrative and expository.
Narrative or story writing has a significant role to play in beginning-writing development.
Children frequently tell stories, both old and new, as they create their first written
messages (Rentel and King, 1983). At school, most children soon learn the underlying
structure of stories (Mandler and Johnson, 1977; Stein and Glenn, 1979). With regard to
expository writing, children are asked to write descriptive but factual reports from
beginning writing. These two types are included in the teaching Syllabus of the Chinese
Language for Primary Schools (CDC, 1990a). For the narrative exercise, the children
were given a free choice. They were simply asked to: "Write me a story." The
expository topics proposed were ‘My Family’ or ‘My School’. The assigning of the nine
subjects to write stories and expository topics was made at random. A summary of the
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experiment in terms of allocation of subjects to tasks is presented in Table 4.2.

Table 4.2:  Summary table of the experimental tasks completed by subjects

Group: A B

Subjects: 3(P3), 3(P4), 3(P5) 3(P3), 3(P4), 3(P5)
Types of writing: | Story writing Expository writing
Session: One Two One

English Chinese

Two

English

Language:

Chinese

4.7 Procedure

In preparation for data-collection, specific procedures and necessary groundwork were
considered carefully and practised. Technical competence was acquired and developed

by the researcher, and arrangements for working with the subjects were carefully

prepared.

47.1 Training Session

In the training session, the writer would converse with the research subject informally in
order to build up a friendly relationship. After that, the video-camera and cassette
recorders were set up. In the presence of the researcher, the subject was asked to
compose aloud then to write. The video- recorded tape was played back for the subject,
who was then asked to give an account of the ways ideas had been generated, the
planning involved and what had been in mind during the writing. The purpose of this
session was to familiarize subjects with the procedures and to confirm that they would

like to take part in the research. If the answer was positive, three more sessions would
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be arranged for them. The researcher used the Background Interview Guide (see
Appendix 4.2) to obtain information concerning the writing experience, attitudes and

educational background of the subject.

4772 The First Session

Before the experimental task, the cassette tape recorder and the video camera were set up.
All experiments took place on an individual basis. The writer played some games with

the subject so as to build up rapport and to establish a relaxed atmosphere, after which

writing materials were provided for the subject.

The writer informed the subject that there was no time or length limit for the
writing. The subject could write drafts, rough plans or even draw pictures on the paper.
The researcher told the subject, "Before you write your composition, I want you to say
out loud in Cantonese what you think you want to write and anything else in your mind.
Just say as much as you wish." The writer then gave the subject the writing assignment.
In the first sessions, nine subjects wrote in Chinese and nine in English. Amongst them,
nine presented the story and the other nine wrote about "My School" or "My Family" as
the expository task. With the cassette tape recorder and the video camera left on, each

subject would think for a while then start to compose aloud.

After the subjects had finished the composing aloud part, they were asked to write
and reassured that the content of the oral composing need not be followed exactly. While
the subject was writing, the writer recorded relevant behaviour on the observation form.
The data on the taped audio-cassette and the entire composing aloud protocols (see
Appendix 4.3) for each subject were immediately transcribed onto paper by research

assistants for comparison with the written text produced (see Appendix 4.4). The
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discrepancies between the composing aloud protocols and the written texts were noted and
recorded in code form.

After the writing, the recorded video tape of the writing session was replayed for
the subject. With reference to the Writing Behaviour Guide (see Appendix 4.1), the
subject was asked to comment on the retrieval of images, the sources of knowledge about
the topic, the criteria used for ideas selection, any unusual writing behaviour revealed on
the tape, and anything which the viewing of the tape had brought back to mind. While
subjects were reporting their thoughts, the writer maintained a non-interruptive mode of
listening. At the end of a subject’s report of a subprocess, the writer might attempt to

clarify the essence of the reported thought with further questions.

The observation form would then be shown to the subject, who would be asked
to comment on the pauses during the composing. The memory of each subject was also
prompted by showing the video tape of his or her writing session. The composing aloud
protocols and the written text of the research subject were then shown to the subject, who
was asked to comment on any discrepancies between the two documents. After that, the
subject was asked to take a short rest. The interview was carefully monitored by the
researcher so as to facilitate accurate recall by the subject in a relaxed atmosphere, care
being taken to avoid tiring the subject. The written text was then shown to the subject
who was asked to comment on the revisions made during composing. The researcher

followed the Writing Behaviour Guide to interview the subject and to probe for more

information about the composing process.
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After the first session, all the data collected were collated and analyzed. The
complex procedure adopted in the research for data-organisation and coding during data-
collection was considered crucial for ensuring and maintaining a high level of validity for
the data. The researcher not only collected the data at first-hand, but also processed them

as soon as possible when they were still reasonably fresh in memory, advice strongly

given by Miles and Huberman (1984).
4.7.3 The Second Session

The second session took place two weeks after the first. The procedure was similar to
that in the first session, but this time the subjects were asked to write in a language
different from the language used in the first session. The composing-aloud part was in

Cantonese, regardless of the language used for the writing.

Subjects asked to write a story in session one would write a story again but with
different contents. Subjects who had written about "My Family" in the first sessions were

now asked to write about "My School" this time. Subjects who had written about "My
Family" now wrote about "My School".

4.7.4 The Third Session

After the second session, the writer also analyzed the data collected and studied past
writing by the subject where it was available. In four families, past exercise books had
been kept and were made available for reference, but this was not possible with the
remaining families. Nevertheless, informal consultations with the parents of the subjects
proved fruitful in helping the writer understand the individual subjects’ writing

development.
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In the third session, the researcher talked with each subject in order to clarify

points of uncertainty, to verify interpretations and to ensure that nothing was being

mistakenly read into the subjects’ behaviour.

4.8 Data Analysis

The general analytic strategy was to develop a descriptive framework for organising the

information featuring in the case study (see Yin, 1989, p.107). This strategy underlies
the analytic modes of pattern building and explanation building (Yin, 1989, p.105). The
first phase of data analysis was data organisation through coding. A matrix of categories
was prepared. Then the frequencies of all categories were counted, to permit and enable
description of basic patterns. Tables summarizing the relevant elements of subprocesses
of composing of individual subjects were prepared. Summary tables of data of subjects
from Primary 3, Primary 4 and Primary 5 were prepared respectively. These tables are
displayed in the Appendix. The complexity of such tabulations and their relationships
were also examined by calculating second-order statistics, such as means and standard
deviations. The organized and simplified data are displayed in summary tables, graphs
and charts in the results chapters.

4.8.1 Data Collected

The composing sessions and the interviews yielded the written texts, the audio tapes, the
video tapes, the responses to the interviews, some notes written by the researcher, the
observation forms and previous writing written by some subjects in their schools. There

were two sets of data produced: one for the English and the other for the Chinese

compositions.
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4.8.1.1 The Written Texts

The entire set of scripts for all subjects was numbered and collected as a record of the
writing carried out. Photocopies of the scripts were made and the contents analyzed. The

words, clauses, sentences, ideas and other features were coded with reference to particular

research questions.

4.8.1.2 The Audio Tapes

The composing-aloud procedure was recorded by a high-fidelity audio-cassette recorder.
After the composing-aloud procedure, the spoken data were transcribed into composing
aloud protocols, which were then used in the comparisons with the written text. Similar
data could have been obtained from the video tapes but the audio-recorder’s editing
facility made it more convenient to work with audio tapes. The composing aloud
protocols were segmented according to the pauses made by the subject. The protocols
were coded. During the stimulated- recall procedure, the subjects watched the replay of
the video tapes and they were asked to give an account of the generating of ideas and any
unusual behaviour displayed during the writing. The reports were also recorded by audio

cassette-recorder and the oral data were transcribed into written data. Coded themes were

drawn up from the written data.

4.8.1.3 The Video Tapes

The video recordings of the on-task writing performance were very useful for capturing
the writing behaviour of the subjects. The replays allowed the researcher to examine

performance carefully and deliberately, and the recordings were excellent for stimulating
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and eliciting recall by the subjects about their thoughts and feelings accompanying the

writing process.
4.8.1.4 Qualitative Notes

During the interviews, writing sessions and coding procedure, qualitative notes concerning
specific features or aspects of behaviour by each subject whilst composing were jotted

down by the researcher. These helped in adding detail to the subsequent analysis.

4.8.1.5 The Observation Forms

During the time when the subjects were writing, the researcher observed them and noted
down evidence of any observable writing processes, for instance, pausing and rescanning,
keeping recordings in coded form. After the writing, subjects were interviewed and the
observation forms helped focus attention on the composing process. This record was
useful in helping the researcher monitor the performance of subjects and in helping them
refresh their memory and recall decisions and any problems encountered. The interview
was taped and the data were transcribed, coded and made available for analysis.

4.8.1.6 Writing Produced Previously in School

Writing produced previously by the subjects in schools was collected. Document
summary forms which gave a brief content summary and explained its significance were
attached to the previous compositions of the subjects. The writing of the subjects was

analyzed as potentially useful background information for this study.
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4.8.2 Coding of Data

After data collection, the data were collated and coded. Codes were clearly and
operationally defined, so that the researcher and the research assistant could follow the
coding system without misinterpretation, and so that the codes could also be consistently
interpreted by the researcher over time. A double coding method was used in deciding
on the codes, with the researcher and the research assistant coding the same data set

independently, then discussing discrepancies until differences were resolved so as to end

up with an agreed coding decision. Such double coding enhanced internal consistency.

To arrive at an estimate of inter-coder reliability, some 10% of the total amount
of data was coded by a second coder. The separate codings were compared and
discrepancies resolved through discussion. Intra-code reliability was also checked, with
each coder coding again the first dozen pages of field notes, once right away and again
a few days later on an uncoded copy. The original and re-coded data coded by the same
researcher were then compared. Such checking enabled the operational definitions of the
behaviour and their coding to be specified with accuracy. The procedures boosted intra
and inter-coder consistency from over 90% to virtually 100%, using procedures
recommended by Miles and Huberman (1984). The laborious procedures used for
ensuring coding consistency and coder reliability helped boost the reliability of the data

and the performance of the writer and his assistant.

4.9 Foci of Analysis

In this study, the independent variables were Primary 3, Primary 4 and Primary 5 pupils;
English language and Chinese langauge. The dependent variables used to illuminate and
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investigate the composing processes of the entire group of subjects were derived from the

data and consisted of the measures listed in the sections below.

4.9.1

()

)

()

Gy

O)
®

®

492

(a)

(b)

(c)
d

Global Estimates

Generating time: the length of time spent from the moment the assignment was

received until the first word was uttered.

Composing-aloud time: the length of time for the composing-aloud procedure until
the first word was written.

Writing on paper time: the length of time from the writing of the first word until
the last word was written.

Final revising time: the length of time spent revising the final script, including any
rereading.

Total time: the length of time spent on the whole composing process.

Total number of words: total number of words written per script (see Appendix
4.6).

Rate of composing (minute/per subject): the mean time spent per subject on

writing (see Appendix 4.7).
Data Recorded in Connection with Generating Ideas

Characteristics of thought imagery, and incidence of retrievals of imagery in
writing before and during writing were noted.

Types of imagery in writing were described.

Functions of the imagery in writing were analyzed.

The sources of the ideas generated were noted.
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(e) Criteria for selecting ideas generated for writing were noted.

4.9.3 Transformations

For the study of transformations of Cantonese utterances to MSWC, the Cantonese
utterances were transcribed into written script form then segmented into idea units. In
order to allow systematic analysis of the spoken data, the researcher used the same idea
units as the units of analysis, allowing one to compare segments of the composing-aloud
data with the written data. Chao (1979) defines a sentence as "a section of a discourse
between two pauses, the pauses are made by the speaker intentionally.” Wu and Kan
(1989) add that the section must be "a complete idea unit which is spoken by the speaker
with a special tone." Chafe (1979, 1980) segmented the oral data of his research into idea
units, whilst Ruth and Murphy (1988) note that, "An idea unit is basically a number of
words bounded by measurable pause and/or a change in intonation which serves as
indication that the speaker is treating the word group as a conceptual unit. Each idea unit
expresses a focus of attention in consciousness through a composite of lexical information

corresponding roughly to a simple clause, or syntactically to one verb and its associated
noun phrases.' (p.159)

Some ideas units could be found in the written text but not in the verbal protocols.

An idea unit in the written Chinese text is a group of words marked by punctuation. The
topics below were analyzed.

49.3.1 Transformation of Sentences
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(a)

(b)

©

The Cantonese utterances and MSWC scripts were analyzed and sectioned into
units and sentence patterns. The sentence patterns looked for were determined by
the structures of Chinese.

Rank orders were drawn up for the types of sentence patterns in the Cantonese
utterances and MSWC scripts.

The incidence of the patterns in the Cantonese utterances and MSWC scripts was
listed to allow a comparison of the Cantonese utterance sentence patterns against

the MSWC patterns in an attempt to identify similarities and differences.

4.9.3.2 Transformation of Lexical Items

(a)

®)

The identity and number of Cantonese lexical items found in the written scripts
produced by the subjects was noted.
Putative and reported difficulties encountered by the subjects in terms of lexicon

adjustments were noted.

4.9.3.3 Transformation of Particles

(a)
)]

The various types of particles were noted.
A list of transformations of Cantonese utterance particles was drawn up, together

with the incidencc of changing or avoidance of Cantonese utterance particles in
MSWC.

49.3.4 Global Study of Transformation
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In the global study of transformation, the variables used to characterize this subprocess

in composing were as follows:

(a)

®)

(©)

G

A comparison of the number of idea units in the composing aloud and in the
written text.

The number of idea units found in the composing-aloud protocols but deleted in
the writing, and the number of idea units not found in the composing-aloud
protocols but added in the written text were noted.

The number of group idea units fragmented and completed in the written texts
were noted.

Transformation of organization of ideas.

49.3.5 Transformational Approaches

(a)

(b)

©)

@
()

The number of idea units found in the transcribed scripts but avoided in writing,
possibly due to linguistic incompetence, was noted.

The number of idea units found in the composing-aloud scripts but replaced by
other idea units, possibly due to linguistic incompetence, was noted.

The number of idea units or words showing over-generalizations in writing was
noted.

The number of topics changed in the writing was noted.

In terms of transfers between Chinese and English, a careful note was made of the
number of idea units (in English) literally translated from Cantonese and MSWC;

examples of transfers of syntactical usage; examples of transfer of Chinese

concepts.
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494 Pausing

For the study of pausing, the types and number of pauses characterising the process were

as follows:

(a)  Pauses during cognitive activity.

(b)  Pauses related to linguistic phenomena.
(¢)  Pauses whilst rescanning.

(d) Pauses to express personal feelings.
49.5 Revising

For the study of revising, the variables characterising this process were identified as

follows:

(@) Types of revisions.

(b) The overall incidepcc of revising,.
(c)  Mistakes detected but not corrected.
(d  Causes of mistakes.

(¢)  Strategies for revising spelling of English words and Chinese characters.

4.10 Statistical Analyses of the Data

Case study reports usually entail extensive descriptive accounts (Lauer and Asher, 1988).
As stressed earlier, the purpose of the present analysis was not to yield a quantifiable set
of data in support of the writer's model. Rather, the aim was to assemble a mixture of
types of evidence which would illuminate the veracity, validity and working of the model

as a whole. Nevertheless, to help estimate the strength of the various variables measured,
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the incidence of certain categories of evidence was quantified. The resultant data from

the 18 cases were subjected to statistical analysis using programs from the SPSS/PC+
(Version 3.0) package at Hong Kong University.

4.10.1 Descriptive Measures of Dispersal

The statistical analyses involved first calculating the means and standard deviation to

summarize average performance and the average spread of the behaviour around the mean

for all variables, where informative.
4.10.2 Measures of Differences - Within Groups

Dependent Student’s t-testing was employed to test the statistical significance of any
differences associated with categories of behaviour measured in the Chinese and English

writing performance of the same subjects. Such calculations were never likely to be very

informative but are attached in the appendices.

4.10.3 Measures of Differences - Between Groups

One-way analyses of variance were employed to test the differences between group
performance when more than two means featured: for example to examine differences
among three classes- Primary Three, Four and Five. As the maximum number in any one
group is only six, the significance of any calculations yielded needs to be interpreted with
great caution. The intention was not to establish trends in terms of quantifiable data, but

to provide completeness of the analysis. Again the results are attached in the appendices.

4.10.4 Estimates of Similarity or Relationship
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Product moment correlational analyses were applied to examine the relationship between
sentence patterns of Cantonese utterances and sentence patterns of MSWC. The
relationship between sentence patterns of Cantonese utterances and sentence patterns of
MSWC were also examined through applying Spearman’s rho procedures to yield a
correlation coefficient based upon the rank orders of the sentence patterns for Cantonese

and MSWC discourse in speech and writing.

The above analyses are useful for reference and help present a more complete
picture of the evidence. However, it has to be pointed out that the numbers of subjects
for each analytical procedure were so small that interpretations and conclusions derived
from the calculations must be treated with extreme caution. In fact, the intention at no
point was to rest a case upon such slender evidence. Nevertheless, to allow the reader

to judge matters independently, the outcomes of the statistical analyses are reported and
appended, where appropriate.

4.11 Limitations

As stated above, in view of the limited size of the sample and the subjective and
inferential nature of some of the data, no attempt whatsoever is made to generalize the
findings beyond the present group of primary school writers. At the same time, it must
also be acknowledged that during the writing sessions the presence of the researcher, the
tape recorder and the audio and video-tape equipment meant that the writing was not
produced in classroom conditions. In other words, the ecological validity of the writing
session itself, in terms of the kinds of performance witnessed in schools, is open to

question. From the start, this was anticipated but is nevertheless a point which will be
returned to in some depth later in this study.
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Chapter Five

Generating Ideas During the Composing Process

This chapter examines the generating of ideas in the composing process in light of the
performance of the subjects in the present research. It focuses on the retrieval of ideas
by thought imagery, sources of knowledge about the topic selected for writing and the
criteria used for selecting the ideas generated. The characteristics, types and functions
of thought imagery are described; the sources of knowledge about the topic covered
are traced; and criteria for the selection of ideas generated are identified. Conclusions

are then drawn and the implications examined.
5.1 Mental Images as Cues to Writing

5.1.1 Introduction

Some Chinese writers have reported that they actually see things in their mind when
they are writing. The famous Chinese novelist, Lu Xun (1921), described this
phenomenon:
"At that moment, a picture suddenly appeared in my mind: a golden full moon
was hanging in the deep blue sky. There was a big piece of sandy field near
the sea. On the field, I could see a lot of green water melons. I could also see
a boy aged eleven or twelve, I had not seen him for thirty years." (p.477)
It is interesting to note that Lu Xun was still able to see the place of his upbringing
and his old friend in his mind after a period of thirty years. He saw the picture
vividly and was able to base his description on this imagery, not a supernatural
phenomenon since many writers also have this ability. Another famous Chinese

writer, Lao She (1973), commented that, when he was writing the novel "Divorce",
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Beijing often appeared in his mind in the form of moving pictures.

Research into the role of mental imagery during the composing process has
received relatively little attention, especially by teachers (Stevick, 1986). In previous
research carried out by the writer using verbal protocols (Tse, 1984; 1990a), some
secondary school students reported that they had pictured something in their mind
when they were composing in Chinese. That "something” may be referred to as
imagery. In the present study, subjects also reported that they could see and hear
things in their mind when composing aloud and writing. This aspect of generating

ideas for writing has been singled out for special consideration in the present study.

The term "imagery" has been used widely in the psychological literature,
especially in relation to non-verbal thought (Paivio, 1971). In this study, its use is
confined to the images appearing in the mind of subjects whilst composing. Stevick
(1986) defines imagery thus:

"The totality of reactions that one has to a given word or experience. These

reactions are present in many dimensions, only one of which is the visual. An

image in this sense may or may not include quasi-sensory perceptions of a

visual or other nature. An image can influence behaviour even when it is

more or less incomplete. We have images of the spoken or written forms for

words, as well as of physical objects and experiences." (p.ix)

Richardson (1969) offers the following working definition of mental imagery:
"Mental imagery refers to all those quasi-sensory or quasi-perceptual
experience of which we are self consciously aware and which exist for us in
the absence of those stimulus conditions that are known to produce their
genuine sensory or perceptual counterparts, and which may be expected to

have different consequences from their sensory or perceptual counterparts.”
(pp.2-3)
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Richardson notes that imagery has been the subject of many, often conflicting
definitions in the literature and that the classification of types of imagery varies
greatly. For expository convenience, Richardson distinguishes four classes or types
of imagery: after imagery, eidetic imagery, thought (memory) imagery and imagination
imagery. Among these, thought imagery and imagination imagery are especially
relevant for the writing process (Holt, 1972).

5.12 Thought Imagery

In the writing sessions in the present study, subjects were asked to write either about
their family or their school. After writing, the video recording was played back to
them, allowing them to see and comment on their writing behaviour. They were then
asked what had been in their mind whilst writing. Subject SBSE replied:
"During composing aloud, I could see the building of my school in my mind.
A still picture. The badminton court also appeared. Later I could see the
basketball court. The net on the basketball stand has been torn... Moving
pictures appear: my teacher is teaching English in the classroom."
The subject here gave a detailed description of the imagery in his mind: "thought”
imagery. Richardson (1969) describes such imagery as:
"The common and relatively familiar imagery of everyday life. It may
accompany the recall of events from the past, the on-going thought processes
of the present or the anticipatory actions and events of the future. Though it
may OCCUr as a spontaneous accompaniment to much everyday thought of this
kind, it is far more amenable to voluntary control than all other forms of

imagery." (p.43)

In order to differentiate thought imagery from other types of imagery,
Richardson (1983) also refers to it negatively as:
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"not the type of imagery that can be experienced after fixating a black square

or scanning a high contrast picture for 30 seconds.' (p.27)

Writing is a very complicated task involving retrieval and selection of
information, planning, generating, transforming, revising, rescanning, reviewing,
meeting writing requirements and the like. These processes go on recursively until
the product is completed. Flower and Hayes (1980b) liken this to an "act of juggling
a number of simultaneous constraints” (p.31). When writers are uncertain about what
to write about or which wording to use, thought imagery will sometimes appear,
almost spontaneously. Writing about the emergence of such imagery, Fox (1914)
proposes that, whenever goal-directed thought is blocked or becomes confused and
uncertain, imagery will be aroused that may facilitate a solution. Sheehan and Lewis
(1974) claim that the greater the confusion (sense of uncertainty, bafflement, or
frustration) that is produced in the course of a thought or action sequence, the more

likely it is that imagery will be aroused and the more vivid it will be.

Not all thought images appear spontaneously, for it is possible for people to
retrieve them deliberately. Subject 3A3E reported that, when given the task in the
experiment, a scene of a play appeared in her mind. Two years previously, she had
been in the top class of a kindergarten. For a Christmas party, the whole class had
participated in the play "Snow White" and the subject had acted as a dwarf. She
considered this, but decided not to write about this story. Then another scene
appeared in her mind. When she was in Primary Two, she had participated in a drama
competition. The story was about seven wood-cutters and she could see herself in her
mind dressed as a wood-cutter. Later the pictures in her mind changed to a children’s
magazine, "White Goat". She could see two pages of coloured pictures accompanying
a short biography of Walt Disney, but writing about Walt Disney was also rejected as
a possible topic. After this, she thought of her class reader and remembered another
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story, about a wood-cutter. She decided to write this story and said she had been able

to see in her mind a black and white picture in the book.

In order to verify her report, the writer first looked at the children’s magazine,
"White Goat", and found the two pages about Walt Disney, then examined her class
reader and found the story, "Wood-cutter”. Her descriptions were precisely accurate

and she indeed seemed consciously to have succeeded in retrieving these mental

images one after the other.

Voluntary thought imagery is formed by the deliberate retrieval of images,
individually or with the help of other people. This has been widely used in
neurolinguistic programming (Bandler, 1985). White et al. (1977) report that self-
constructed images, or images produced at the instigation of another person, constitute
the basis of most self-reported measures of vividness. Cautela (1977) points out that

guided retrieval of thought imagery forms the basis of many behavioral therapy
methods.

Subject 3A3C reported that, whist he was writing his story about a rabbit and
a lion, he could see the rabbit leading a group of animals and arguing with the lion.
According to Richardson, this is not purely thought imagery for it clearly involved
imagination imagery. Richardson (1983) explains that:
"Spontancous thought imagery and imagination imagery may be on a
phenomenological continuum. As one becomes increasingly absorbed into
one’s inner world, quantitative (e.g. vividness) and qualitative (e.g. novelty)
changes may occur in the contents of the imagery that arises. As is suggested
in a moment, absorption into one’s inner world with increased probability of
becoming aware of imagination imagery can occur in the waking state as well

as in the hypnagogic state and the dream state." (p.40)
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On the same theme, Klinger (1971) suggests that:
"The content of fantasy reflects current concerns...fantasy processes constitute
a continuous cycling... elements that are most likely to be relevant to the
individual’s situation. In the course of fantasy, a person works over,

recombines, sometimes reorganizes the information creatively." (p.356)

5.1.3 Characteristics of Thought Imagery

Thought imagery appeared in the mind of the subjects at different times: before and
during the composing-aloud stage and whilst writing. Subject 3BSC reported that,
when she was given the topic "My Family", the kitchen, her bed, lots of dolls on the
bed, the television set, hi-fi set and lots of books in the room appeared in her mind.
Receiving the topic was a stimulus instantly causing her to see the images. In fact,
all the subjects reported that before the composing aloud procedure they had seen
images, but not all could say for certain whether they were spontaneous or voluntary

thought images.

Whilst composing aloud, Subject 3B4E reported that when she was talking
about the library she could see a guest, a friend of the School Supervisor, cutting the
ribbon at the opening ceremony of the new library. Subject 3B6E reported that during

composing-aloud she had seen the images summarised in Table 5.1.
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Table 5.1: The images appearing to Subject 3A3E whilst composing aloud

Words spoken Images
1\24% el the family was walking on the path
IamXXX. by the side of a reservoir.

g j;)\ on the way to school, talking with

I go to schoo school mates
R R supplementary exercises

I do my work

S NN P51 herself skipping at home

I rest for a whﬂc

During writing, the subjects had plenty of time to think. They also made
pauses. Subject 4A2C reported that when he was writing about his home he could see
his room and that, when he was talking about his father, his father appeared in his
mind. He could also see the family photograph of his family. He also said that, when

he was writing the word "father", he could see his father walking. The building where
he was living also appeared.

Tables 5.2, 5.3 and 5.4 present a summary of the overall incidence of the

images retrieved by subjects at different age levels.

Table 5.2: Incidence of retrieved images appearing before and during writing

(reported by Primary 5 subjects)
Subjects Eng. _b.efore Eng. during Chin. before | Chin. during
writing writing writing writing
5A1 3 1 2 2
5A2 4 1 3 3
5A3 13 1 1 1
5B4 4 2 3 3
5B5 1 2 5
5B6 2 1 3 3
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Incidence of retrieved images appearing before and during writing
(reported by P4 subjects)

Table 5.3:

Incidence of retrieved images appearing before and during writing
(reported by P3 subjects)

Table 5.4

Table 5.5: Summary of the incidence of retrieved images during writing by all
18 subjects
P3E P3C P4E P4aC PSE PSC | P3E- | P3C-
5E 5C
1.33 4.5 1.17 3.67 1.17 2.83 122 | 3.77
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From Tables 5.2 to 5.4, it was found that, before writing, the mean number of
retrieved images for writing in English was 3.67: for Chinese it was 3.22. These are
very similar because, regardless of the end-form of the writing, the subjects thought
in Cantonese during both forms of writing. From Table 5.5 referring to the entire
sample, it can be seen that the mean number of retrieved images whilst writing in
English was 1.22 per child: in Chinese it was 3.77. There were differences between
writing in English and in Chinese (the t-value = 5.5, p< 0.001). The latter is about
3 times the former, suggesting that, when the subjects were writing in English, they
engaged in less retrieval of mental imagery, possibly reflecting their experiences of
being taught English and being trained to focus on mechanically learned grammar and
spelling. There were differences in the mean number of images retrieved at Primary
3 (4.5), Primary 4 (3.67), Primary 5 (2.83) when writing in Chinese, with the younger
subjects retrieved more images. However, there was no clear differences between the

mean number of images retrieved by Primary 3 (1.33), Primary 4 (1.17), and Primary
5 (1.17) subjects when writing in English.

The images reported by subjects took different forms, some appearing as
moving pictures. Subject 4B6C said that when she was given the topic "My School”,
the school premises immediately appeared in her mind as a moving coloured picture.
On the other hand, some subjects said they saw still pictures. Subject SA3C reported
that she could see pictures from a book in her mind, still pictures, black and white in
colour. Subject 4A1E reported that before writing she could see a black and white
picture in her mind in which she could see a boy eating sandwiches. It seems that the
images took the form either of still pictures or of actual events. If the source stimuli
for what was written about were illustrations or photographs in books, these would
usually appear as still pictures. If what was written about referred to events happening
and things moving, then the source images would be moving. Asked about whether

the colours appearing in the images were the same as those in the original source, the

subjects said they were not sure.
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Most subjects described their imagery as being visual in nature. Subject 3B4C
reported that she could also hear sounds in her imagery. When she was composing
aloud she could see her sister dressed up as a boy and trying to scare her. She also
heard her sister ask their father to dress up as a ghost. In another scene, she saw her
sister go to the market with her mother to buy some beef and vegetables. She said
she could hear the voice of her sister saying, "The beef and the vegetable can speak."
While she was writing about her family, she could hear the voice of her father saying,

"If your examination result is good, I shall arrange a tour to go with you to Kweilin."

A report by Subject 3A1C is particularly interesting. She said that when she
was writing her story she could see in her mind a lion and a mouse in pictures from
a story book she had read. The coloured pictures were stationary but she could hear
accompanying sounds. The figures in the book were actually producing the sounds.
At first, the researcher was bewildered. How could a picture book produce sounds?
Later, the researcher found from her mother that she had a story book in pictures
called "The Lion and the Mouse". Accompanying the book was an audio tape,
allowing the reader to hear the story and look at the pictures in the story at the same

time.

Some subjects reported that they could see themselves featuring in the imagery.
Subject 4B4E reported that whilst composing aloud he saw several coloured
photographs in his mind: the basketball court, table-tennis tables, the badminton court
and his school premises. He said he could see himself standing in front of the sick-
room. Subject 3BSE reported that when thinking aloud she could see herself in the
classroom. She could also see the library, hall, principal’s office and the staff room.
She could also hear a lot of noise coming from the playground. A common strand to
all such personalised images was that the children recaptured themselves in actual past

happenings. They had not invented them. Clearly, some children were using fantasy,
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but many more were actually visualising their past history and using their own

experiences as stimuli for writing.

Another significant point to note is that the imagery which many of the
subjects described was not related to the contents of the written text. Subject 3A2C
wrote a story about a lion in which the theme was that a lion was lazy but ate a lot
of food and often ate the food of other animals. She said that she could not see a lion
in her mind but she could see other images. While she was writing, one of her
classmates appeared in her mind in the form of coloured moving pictures. Asked by
the writer to describe what her classmate was doing, she said that her classmate was
in the playground of the school. She was taller than the others and was bullying other
schoolmates, hitting and scolding them. When she was asked to write again in the
following session, she again wrote a story about a lion. The ending of both stories
involved the lion being punished. Her father reported to the researcher that he had
learnt that she hated her classmate very much for she often took food from his
daughter’s lunch box. She was perhaps writing about her classmate and the lion was

an imaginary substitute or symbol for her classmate.

In summary, it seems clear that mental imagery appeared at different stages of
the writing: before composing aloud, whilst composing aloud and whilst actually
writing. Fewer examples of imagery were reported to be appearing when composing
in English than in Chinese. Some images were moving pictures and some were
stationary; some were coloured and some black and white. Some subjects could hear
sound images and sometimes could see themselves in the images. Sometimes, the
images were metaphors. As to the vividness of the imagery, the reports varied.
Richardson (1983) reports that this type of imagery varies considerably in vividness

and'controllability, both from person to person and perhaps within the same person
from day to day.
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5.1.4 Types of Imagery in Writing

Some subjects retrieved information from images of pictures on book covers and
illustrations in books. Subject 4A2C said he could see the cover of the book used for
composition clearly in his mind, a coloured picture of a boy talking with a girl. Some
words flowed in his mind but he could not identify individual words. Subject 5A2C
reported that he could see a sepia picture in a reader in which a girl was being

scratched by a cat. There were no words to the picture in the book.

It seems that the subjects usually saw the pictures and pictured the title on the
cover of the book, then pictures and illustrations inside the book. Ortony (1975)
suggests that illustrations often function like metaphors presenting complex
information in ways likely to induce appropriate imagery in the reader. Dolan E.
(1988) examined good and poor readers’ recall of stories with illustrations at
secondary level in the United Kingdom. Her results indicated that congruously
illustrated text induced superior recall both of detail and gist; and that text without any
illustrations drew the weakest recall both of gist and detail. Texts with illustrations
attracted better recall than text without illustration. Dolan T. (1991) found that L2
pupils preferred text with illustrations and were seriously misled by illustrations which
were incongruous to the sbw in the text. Whereas L1 control group subjects attached
no great importance to the illustrations, many L2 pupils turned first to the illustrations

for information about the text, and those receiving text without illustrations said they
felt discouraged.

The above research studies also emphasise the ways in which illustrations on
book covers and as part of text have a deep but often unacknowledged impact on
young readers’ comprehension. It seems reasonable to presume that these images are

also available for, and may play an important role in, the composing process.
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The writer found that subjects could also quite easily see past events in their
imagery. For instance, Subject SB5C said that before he wrote he had seen himself
in his mind playing badminton with a friend on a podium in Tai Koo Shing. He
remembered vividly one incident there. A long-haired woman with a pram asked him
to take a parcel to a flat. He followed her instructions and he told the researcher that,
whenever he thought of this incident, the imagery was very clear. He felt rather
anxious because the parcel might have contained drugs and he might have been caught
by a policeman. Whilst he was writing, he could also see his younger sister in his
mind playing on the bed. His best friend also appeared in his mind. When he wrote
about his father, his father appeared in Victoria Park talking with him. These past
events were very good topics for writing about, but in his writing the researcher found
no mention of the incident involving the "parcel”. If he had written on this topic and
described his feelings, he might have produced a very good composition, but perhaps
he did not wish to make public the fact that he had behaved foolishly.

Subject 3B6C reported that when she was composing aloud she could see the
premises of her previous school. She said that while she was writing, the school, the
playground during recess, the place for saying prayers and the place for lunch all
appeared in her mind. When she was giving the report she was rather sad, and it

seemed that recalling such images prompted some emotional reaction.

Subjects often reported that they could see actual words in their mind. Subject
5A2C said that when she was thinking of the strokes in the Chinese character " ap "
(immediately), the word appeared in her mind. Another subject SA3E reported that,
when she was writing in English, she wanted to write that ‘the spider fell into the
mouth of the old woman’, but did not know the word ‘fell’. Suddenly, she could see
a Chinese character "% " (fall) in her mind and she then tried to look for an
equivalent word to translate into English. Chinese characters are idiographic words
which may more easily appear as images than words in English. According to the
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reports from the subjects, they could usually see individual words but not complete

messages Or a passage.

Some subjects reported that they could also see TV programmes in their mind.
Subject 4B5E said he had seen the TV programme "The Three Little Pigs" in his

mind. It was a moving cartoon in colour and the pictures were vivid but not in a
complete story. He could hear several voices as well. It would appear that imagery
retrieval in general seems to involve recalling of images from the children’s past
experiences, including pictures on covers of books and illustrations in books they have

read, individual words, TV programmes and past events with significant meanings.

5.1.5 The Functions of Imagery in Writing

Stevick (1986) comments on the role of mental imagery in language learning:
"Learning a langauge is a matter of holding on to new words, new patterns,
new skills, and new meanings. In this broad sense, learning depends on
memory. Memory includes "memorization"... which is only one way - and a
relatively unimportant way - in which new words, skills, patterns and meanings
get into memory and become available for future use.. Memory and
availability depend on mental imagery." (p.1)

Stevick is here claiming that mental images of information held in memory are

essential for helping language learners recall information for communicating in speech

and writing. Studies by Shechan (1972) have shown that the uncertainty and
confusion produced in the person who is unexpectedly asked to recall something that

he or she has not learned thoroughly may provoke images of the learning situation that

facilitate the reconstructicn of at least some of the material required.

The capacity to form vivid images is of great benefit to the individual in the

incidental learning situation, and this capacity aids recovery of the material if
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unexpected recall is requested (Richardson, 1983). As Richardson puts it:
"Spontaneously occurring thought imagery is usually a continually changing
phenomenon. As we become aware of it under conditions of puzzlement or
uncertainty, concrete sensory-like information is forced into the focus of our
attention and provides us with the material from which deliberate choices can
be made. It may be relatively vivid or weak, but it seldom seriously distracts

us from the goings-on in our physical and social environment”' (p.32)

Kosslyn (1981) points out that "Imagery is likely to be used in fact retrieval
if the fact is about a visible property of an object a person has seen and it has not
been considered frequently in the past’ (p.74). That imagery can help the recall of
content is well illustrated by the composing behaviour of Subject 3A3C, who reported
that when she was given the writing task she could see in her mind the coloured
covers of two story books, "Chow Chu Removed the Three Trouble-makers" and "The
History of Tao Fa Yuen". She could also see the coloured pictures of a story "A
Small Hut in the Forest". The printed words could not be read in her mind, but the
pictures were very vivid. When she was composing aloud, she said she actually
turned over the pages of the story book in her mind and described the pictures. The
researcher tried to verify her report and was able to find the three books in her book

case.

It is well documented that the title of a story and illustrations which amplify
passage content are sources of encoded information in long-term memory. Dolan T.
(1991) showed how the presence of titles and illustrations might not be acknowledged
by readers, but that their recall protocols showed that information within them had
been stored in memory. Even when the illustrations served only as adjuncts to the
text, their details were still lodged in memory. Clearly, authors often deliberately
select titles on the grounds that they summarise the theme of what appears in the text,

and they use illustrations to embellish, amplify and portray events or phenomena
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written about in the text. This is particularly the case with books produced for
primary school pupils. In the case of L2 learners, a title or illustration may
automatically activate knowledge schemata in long-term memory (Winn, 1987), and
it has been shown that L2 learners struggling with a text will seek clues about the

content of a text from any illustrations present, and about the structure of the text from

theme headings and titling (Dolan T., 1991).

Stevick (1986) claims that;
"a word can produce a wide range of pictorial, auditory, orthographic, visceral,
and other items which have been associated with it in the past experiences of
a particular hearer!' (p.7)
When words have pictorial and orthographic characteristics, as in Chinese, they may
more casily be stored in mental imagery form. On the other hand, Stevick also claims
that imagery can help pebple recall the forms of words.

Subject 3A3E reported that when she was thinking of a word to replace the
word "out", she could see a door in her mind. There was a word on the door, "exit".
She also reported that when she was spelling the word "why", she could see a big "W"
on the box of a video-tape. She could also think of the TV programme "Why? Why?
Why?", a programme produced in Japan about general knowledge and presented in
cartoon form. It was one of her favourites and images of the TV picture appeared in
her mind as a coloured moving picture. When she was spelling the word "silver", she
could see a pencil with the brand name "Silver” in her mind. She also reported that,
when she wanted to spell the word "from", she thought for a while and the word

"from” written in a letter from her aunt appeared in her mind.

Several researchers have studied the relationship between imagery and the
leaning of words. Huang and Liu (1978) found the imagery value and
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meaningfulness of Chinese lexical units to be highly correlated, and that lexical units
of higher imagery value are more meaningful to readers. They also demonstrated that
both high imagery value lexical units and high meaningfulness lexical units can be
recalled better. Fan et al. (1985) found that the acquisition of the Chinese lexicon by
Form 1 to Form 3 students was significantly affected by the imagery evoking value
of the lexical units. Hargis and Gickling (1978) claim that kindergarten children find

low image-evoking words more difficult to recall than high image-evoking words.

Mental imagery does not only take the form of visual pictures in the mind, for
it is also connected with abstract ideas, emotions and experiences. Ashen (1984)
claims that
"to experience an image is not merely to inspect something on a display
surface...but also to experience a connective link with an interactive
physiological field, namely the body." (p.16)
Stevick (1986) states:
"An image is a composite that we perceive (more or less vividly) as a result
of the interaction between what we have in storage and what is going on at the
moment. An image includes not only what can be heard, felt, or otherwise
experienced. (p.16)
Stevick showed how subjects formed mental pictures as a word list was read and,
during recall, simply produced the names of the words from the objects they could
still see. Stevick tells of an experimental subject who claimed that each of the words
had created some sort of emotional response in her mind. When she was asked to
write words, she first recalled the series of feelings and asked herself what word had
recently been associated with each. Marks (1984) also suggests that images are never
free of associated emotions and thoughts and, like movements of the body, are at the

same moment both a stimulus and a response.
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In short, imagery can help subjects retrieve information, making it available
for generating writing. Images can help subjects recall the strokes of Chinese
characters and the letters in English words, and help them re-experience past

happenings and emotions.

5.2 Sources of Knowledge and Criteria for Selection

5.2.1 Introduction

Of the 18 subjects in the present study, 9 were asked to write about their family and
their school and 9 wrote a story. Each group wrote once in Chinese and once in
English. During pilot work it was found that subjects trying to write a story in
English had considerable difficulty in writing creatively. Thus, in the substantive
study, subjects were allowed to create their own story or retell any story they had read
or rewrite any story they had produced before. To write a story, each subject had to
generate ideas, which involved searching long-term memory for ideas, items of
information relevant to the topic, and ways to express all this for an audience within
the constraints of the task and the environment. After writing the story, they were
asked where their ideas came from and how they selected them. Such generation of
ideas and the decision making involved in selecting appropriate ones are vital
components in the composing process. Awareness of these processes and how they
have featured in language generation can be referred to as ‘metacognition’ (Sternberg,
1980). Bereiter and Scardamalia (1987) refer to the sub-processes involved in such
metacognition as production factors.

5.2.2 Sources of Knowledge

Caccamise (1987) found that both previous experience with the task and knowledge
of the topic affect the composing process. Flower and Hayes (1981a) also claim that
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idea generation is influenced by the ways in which information is stored in the
composer’s long-term memory and by the task requirements. Thus, items are retrieved
from the writer’s memory cued by information available at the time of retrieval, the

retrieval process also being constrained by the topic and the intended audience.

Subject 3A3E reported that, when she was given the topic, she started to think
about it and several stories came to her mind. The first was "Snow White", a story
which she had been told by her mother several times. She also recalled that it was
produced as a play in a Christmas party in the upper kindergarten class when she had
played one of the seven dwarves. The play appeared again in her mind like a moving
picture, but she said she had decided not to write this story because she did not know
the vocabulary for the task. The second story she thought of was "Six Hats", a play
in which she had participated in Primary Two, and again a play which she said she
could see in her mind. She decided not to write this story because she had watched
the play but she had not read it in words, so she had insufficient confidence to write
the story. The third idea she thought of was a biography of Walt Disney which she
had seen in a children’s magazine. She decided not write about Walt Disney because
she did not know the spelling of such chgaracters as Donald Duck or the names in
English of some other cartoon figures. She then recalled a story, "An Honest Man",

which she had learned before from a reader called "Step Up" and had read several
times.

She only told the first half of this story because the second part of the story
was too difficult for her tb express. She said the first part was a simple story so, if
she could not spell a word, she could casily find a word to replace it. From her
report, one can see that she tried a range of sources in her search for a suitable writing
topic and known material. The sources included stories told by her mother, plays in

her school, an article in a children’s magazine and a story in a reader.
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Bereiter and Scardamalia (1987) explain the process of the retrieval of ideas
and ‘knowledge-telling’ for the purposes of writing. They claim that the composing
process begins with a writing assignment, which stimulates a mental representation of
the task. The representation can be analyzed into identifiers of topic and genre or
discourse type, which serve as cues that automatically seem to prime associated
concepts, possibly through a process of spreading activation (Anderson, 1983). They
point out that this process does not guarantee that the information retrieved will
necessarily be relevant, but there is a clear tendency toward relevance. Anderson
(1983) explains that spreading activation involved favours the processing of
information most clearly related to the context in hand. Bereiter and Scardamalia
(1987) argue that the appropriateness of the information retrieved will naturally
depend (a) on the cues extracted and (b) on the availability of relevant information in
memory. If in fact the writer has the appropriate knowledge stored in memory and
it is cued by the task, then retrieval is assumed to take place automatically without the

writer having to monitor or plan for the coherence of the information.

Bereiter and Scardamalia (1987) suggest that cues related to discourse type
probably function in much the same way, in that discourse elements function as cues
for retrieval. Furthermore, it is likely that what is retrieved will not only be relevant
to the topic in hand, but also be appropriate to the structure of the writing. Of course,
items of content which are retrieved are subjected to tests of appropriateness. Such
checks range from minimal testing of whether the items "sound right" in relation (a)
to the assignment and (b) to text already produced, to more involved checking of
whether they suit the theme, gist or argument, the literary genre and so on. Bereiter
and Scardamalia claim that, if items pass these checks, they may be written down in

some form and the next cycle of content generation may begin.

Most of the subjects taking part in the present study were ‘knowledge-telling’

writers, for only three subjects were able to create their own stories in Chinese and
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only one in English. The other subjects either retold or rewrote stories which they
knew of before. To retell and to write on the basis of previous knowledge. is
knowledge telling, not in itself a bad writing strategy. Bereiter and Scardamalia
(1987) state that knowledge telling provides a natural and efficient solution to the

problems immature writers face in generating text content without external support.

Table 5.6: Sources of knowledge used for the stories in the study (9 in English
and 9 in Chinese)

No. of 3 2 4 3 11 11 5 3 1 2 2 3
stories

retrieved

No. of 2 0 1 1 3 4+ 1 3 1 1 1 3*
stories
used

* The stories written by the subjects were partly self created with ideas derived partly
from leisure reading.

As can be seen in Table 5.6, the majority of the subjects relied on retrieving
known stories for retelling and rewriting. The sources of retrieved knowledge for the
stories in rank order were: books and magazines in leisure reading (22), TV and
recorded stories (8), stories of school readers (7), stories in school course books (5)
and stories told by adults (3). Most of the stories were retrieved from books and
magazines read for leisure reading. Most of this reading material was published in
Chinese (21 out of 22). TV programmes and recorded stories were also produced
mostly in Chinese (7 out of 8). The three stories read to the subjects by adults were
also in Chinese. However stories retrieved from course books and readers were
mostly published in English (English 10 vs. Chinese 2), probably because there are
no readers for Chinese Language as a subject. There are also very few stories in
Chinese course books. It is understandable therefore for the children to look for
stories from English sources when writing in English.
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When the subjects wrote their stories in Chinese, 8 out of 9 reported that they
selected their stories from Chinese sources, and when they wrote their stories in
English they said that they selected their materials mostly from English sources (5 out
of 8). These results suggest that the subjects were able to access more information
when working in their L1 on an L1 topic, a finding also reported by Friedlander
(1990). On the other hand, they tried to retrieve familiar stories from English text
books when writing in the L2, for these were able to provide them with language and
contents at the same time. For leisure reading, most of the children in the present
study read Chinese books. The parents interviewed by the researcher said that they
seldom read or told stories to children, and most said they had stopped reading stories
to the children when they entered primary school.

Nevertheless, most of the stories produced for the research were related to
reading or viewing. The majority of the sources of ideas for writing identified by the
children (80%) were from printed material (stories with cassette tapes accompanying
picture books might be considered as printed material). Given that the subjects had
to recall previously read text from their long-term memory store, one should not
overlook the factors governing how well information from text is housed in memory.
Dolan T. (1991) demonstrated experimentally with English and Hong Kong children
that the type and amount of textual information housed in memory very much depends
on the text itself, its content and structure; and on the readers, how well they

comprehend the text, the level of sophistication of their language and the knowledge
they bring to the task.

Regarding the content schemata (Collins et al., 1975) in the English stories
produced by the children, most were from well known fairy tales (for example, Snow
White, Cinderella, Sleeping Beauty, Lion and the Mouse), knowledge of which derived

both from school and leisure reading, TV programmes, cassette-taped stories and
stories told them by adults. The above fairy tales clearly centre on the culture of
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European countries. The other main category of source writing stimuli was modern
short stories in school course books and school readers with a Hong Kong cultural

background.

Regardless of the source of the story, most children in the study seemed to
grasp the general text-structure schemata (Meyer, 1975; Taylor, 1980) of the source
material. They could recall the theme, gist and structure of the stories and write them
down. Inspection of the stories produced showed that the gist of the stories was
similar to the original, with some details deleted or changed, in line with Bartlett’s
(1932) analyses with older subjects. Bartlett showed how people generally remember
the gist better than the detail of complex information they encounter, particularly in
the case of narrative text, irrespective of the interval between initial and subsequent
recall. It is interesting to note that six of the subjects had considered writing about
"Snow White", a very popular story for Hong Kong children, confirming Caccamise’s
(1987) point that topic familiarity is one of the most important text features affecting

schemata activation for writing.

Turning to the groups producing the transactional accounts, one in English and
one in Chinese, when they were asked about the ideas they had retrieved, the ideas
they reported were roughly the same as the ideas present in the composing aloud
procedure. Asked where the ideas came from, they reported that the ideas were seen
and experienced in their daily lives. Asked whether they had seen thought images in
their mind, they said that this was the case and reported and described images
associated with their ideas. It is interesting to note that the types of ideas retrieved
were to a certain extent quite common. For the topic "My School”, the subjects would
describe the functional rooms, their teachers, extracurricular activities, facilities, the
school environment and recess time. The address was also frequently mentioned (see
Table 5.7). For the topic "My Family", subjects usually wrote about their father,

mother, brothers and sisters and their leisure activities. Some also mentioned the
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number of family members and the address of their flat. Three wrote about things
which had happened to their families.

Table 5.7: Common ideas produced for the topic ‘My School’ (9 subjects)

Environ- { Recess
ment

4 3
retrieved
in
protocols
No. used 4 6 4 4 4 3 3
in text

L-_-—

Table 5.8: Common ideas produced for the topic ‘My Family’ (9 subjects)

It is clear that the subjects’ writing belonged to the ‘knowledge-telling’ type.

Topic and discourse schemata are important sources of cues for retrieving content
from memory (Bereiter and Scardamalia, 1987) and, since "My School" and "My
Family" are familiar topics for the subjects, the children could easily access a wealth
of stored ideas about each. Although the subjects in the study came from different
social and home backgrounds, they seemed to draw on common background
knowledge and arrived at many common ideas in their writing. To a certain extent,

the subjects seemed quite stereotyped in their thinking.
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5.2.3 Criteria for Selection

There are different stages in the process of generating ideas, the first being the
searching through memory to identify and generate ideas about the assigned topic.
Bereiter and Scardamalia (1987) point out that this involves two distinct kinds of long-
term memory operations, and that their research suggests that children have trouble
with both. They write:
"The first is a diffuse, topic-related search of memory directed by a question
on the order of "Let’s us see, what do I know about this?" The result of this
search is not likely to be a complete inventory, but rather a list of major
categories with some information concerning the extent of knowledge in each.
This may be regarded as a metamemorial search. It does not directly yield
content for use in writing, but instead yields knowledge about the availability
of contents. The other kind of operation is a top-down search, directed toward
some goal such as a proving a point, amusing the reader, or preparing an

introductory lecture. These are metamemorial and goal-direct searches.” (p.65)

It would appear that most of the subjects in the present study could retrieve the
key elements, theme and details of the stories they wrote about. Whilst searching
their memory, the subjects clearly engaged in the process of selecting some salient
points and rejecting others. Subject 4A1C reported that, when she was given the topic
to write, she first thought about the story "The Ugly Duckling”, but did not think this
very interesting so did not write about it. She then turmned to "Snow White", a story
whose details she could not remember so decided not to write about this either. She
had recently read a book of short stories, one of which was "The Thumb Boy". She
liked the story and tried to write about it, but considered the part about the parents of
the Thumb Boy too complicated so she abandoned this part. She thus only wrote the
part about the adventure of the boy. This example illustrates how subjects conducted

a meta-memorial search, retrieved a selection of possible stories, then considered each
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to see how easy or difficult it would be to write about. Ease of writing was clearly

an important criterion, especially for the English version.
5.2.3.1 Types of Criteria

After generating ideas, writers have to make a selection of ideas, choosing some and
rejecting others. Graves (1981a) says:
"There is a process to topic selection, again, conscious or unconscious.
....When the topics are self-selected, part of the process seems to be "voice-
matching" with what feels right today; the child measures intentions against his
audience, which may be his classmates, teacher, or even parents. Choice may
also involve weeks, months, or it may be a snap judgement based on a whim.

More needs to study about topic choice behaviours in writing than we know."
(p. 146)

Table 5.9 summarises the criteria reported by Subject SA3E, asked to write a story in

English. It shows the writing material which she had recalled for possible inclusion

and the criteria for its selection.

Table 5.9: Summary of Subject SA3E’s selection criteria

tories Retrieved Considerations
‘ 1.Cinderella needed many vocabulary items to tell the story
| 2.An Lai Egg a story in a reader, too difficult to write
‘B.King and Mice a story in the text book, too difficult J
4.Cat and Mice a story in the reader, needed much vocabulary
5.A Visit to the Zoo a story in the reader,language too difficult
6.An Old Woman a story in an exercise book, a rearrangement of the
sentences of the story
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As can be seen in Table 5.9, Subject SA3E reported that she had thought about six
stories and made various considerations before making up her mind over what to
write. From her report, one can see that her main concerns seemed to be access to
vocabulary and ease of sentence structure in the English involved. She decided to
write about "An Old Woman" because she had previously done an exercise in school
which included the arrangement of the sentences in the story. Such behaviour strongly

illustrates her lack of confidence in writing freely in English.

Table 5.10 summarises the considerations made by Subject SA2E, also asked

to write a story in English. It offers a summary of his report on the material retrieved

and the criteria and possible material considered when selecting a story to write.

Table 5.10: Summary of Subject SA2E’s selection criteria

Writing Material Retrieved | Considerations

Historical stories in Book | too much dialogue, could not translate

of Proverbs

Cinderella fairy tale, too long, too many vocabulary items

Sorry Bird a story in a reader, too long, too many vocabulary
items needed

The Boy and the Frogs a fable in a magazine, read two days ago, had

As can be seen in Table 5.10, a key consideration expressed by this subject was his
knowledge of relevant vocabulary. However, his worries went beyond vocabulary to
a consideration of the structure of the language needed to write the stories. As with
the earlier example, again featuring a Primary Five pupil, this child also had little
confidence in his ability to write in English. Being Primary Five pupils, each had

experience in writing stories in English and both were sensitive to their own

difficulties in this respect.
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Subjects writing Chinese seemed to consider criteria for selection very different
from those considered when writing in English. Subject 3A3C reported that she could
recall four stories. The first one was "Snow White", but she considered this too long
so did not choose it. The second one was "Chow Chu Removes the Three Trouble-
Makers", a story she had read in a story book. She had participated in a story telling
competition using this story but, since she did not get a prize, she did not care to write
this story. Her third possibility was "The History of Tao Fa Yuen", a story whose
details she could not remember well so she decided not to write about this either. The
fourth possibility was "A Small Hut in the Forest", a story she had read in a story
book. She could remember the details and said she saw the pictures of the story in
her mind so decided to write this particular story. From her descriptions, it seems
clear that the subject considered content to be the most important criterion for

selection. Language considerations did not seem to enter the decision-making criteria

when writing in the L1.

Subject 4A2C, writing a story in Chinese, reported that he recalled four stories:
"Peculiar Noise", "Catching the Burglar", "Vinnie" and "The Cow". He liked "The
Cow" most. It was one of the stories in a story book bought for him by his father. He
selected this story out of interest, and, like the subject discussed above, did not appear

to regard the language of the task as a crucial criterion.

Table 5.11 presents a summary of the criteria for selection of ideas by the 9

subjects writing stories and Table 5.12 summarises the reasons for rejecting stories
considered.
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Table 5.11: Summary of criteria for selection (9 subjects)

More Created
before content
E C E C E C E C E C
No. of 3 1 2 0 2 5% 1 2 1 3
responses

*Two subjects gave more than one criterion for selection.

Table 5.12: Reasons for avoidance (9 subjects)

W
No No Not interested | Insufficient
vocabulary confidence content
E C E C E C E C
No. of 6 2 5 0 2 8 1 6
responses

From the above tables (also see Fig. 5.1), it can be seen that the subjects employed
different criteria for selecting topics or stories to be executed in the L1 and in the L2.
For writing in English, "studied before" and "can write" are two important criteria.

In other words, language competence seemed the most important criterion to consider.
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It is quite possible that the subjects’ problems were associated with their prior
reading, and Perkins (1983) has noted that poor reading in a foreign language is often
due to inadequate knowledge of the target language. Furthermore, imperfect
knowledge of the L2 can also cause difficulty in L2 writing. It is interesting to note
that, in the present study, two subjects said they had the habit of rote memorisation
of vocabulary as a strategy to ensure that they had access to a range of words. In
fact, their parents encouraged them to memorize passages in the L2 in order to
improve their English.

In contrast, when writing in Chinese, interest and content were the most
essential points for consideration. In a study conducted by Bereiter and Scardamalia
(1987) in Canada, children reported that their main problems in generating text were
problems of finding content, not the language to express themselves. Bereiter and
Scardamalia assert that all the evidence they knew of indicated that children’s main
problem with content is in getting access to, and giving order to, the knowledge they
have about it. In L1 writing, language was not the most difficult problem. Rather, the
main consideration was the retrieval of content. Studying the selection of topics by
children for writing, Gradwohl and Schumacher (1989) found that children chose
topics they knew more about and found it hard to resist reporﬁng vivid experiences.
These claims would find support from the present study, for the content of the writing

produced by the children reflected familiarity with the topic concerned as the most
important criterion.

Asked why they had avoided or rejected certain topics to write about, the
subjects explained that the problems of finding the right vocabulary and confidence
in writing in English were the chief reasons. As can be seen in Table 5.11, when
thinking about writing in Chinese, the subjects would avoid topics if they were not

interested in them, thought they did not know enough information to write about, or

could not remember enough about the topic.
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Language difficulty seemed to pose the major problem when writing in
English, whereas it was subject matter that seemed all-important when writing in
Chinese. Of course, language did sometimes pose a problem for subjects writing in
their L1. For example, Subject 4A3C wanted to write about "The Race between the
Tortoise and the Rabbit", but was put off because he did not know how to write the
word "3%@' (tortoise), a very complicated Chinese character. Then he wanted to write
about "My Most Favourite Thing". His most favourite possession was a video-cassette
but, again, he did not know the relevant character for this so did not write about it.
He then wrote "A Story of a School Bag". Such difficulties in language are of a
different order to those experienced by the children writing in English however.
Choice of wording is always a potential problem for any writer, especially a
Cantonese speaker writing in MSWC, but most people develop communicative

strategies to avoid such difficulties. This issue will be discussed in more depth in
Chapter Seven.

53 Summary of Results

The evidence gathered shows how subjects were able to retrieve images voluntarily
or seemingly spontaneously to facilitate the generating process when composing.
Some images were moving pictures and some were stationary; some in colour and
some in black and white. Some subjects could imagine hearing sounds and sometimes
could see themselves in the images in their mind. Sometimes the images took the
form of metaphors, and emotions too could be imagined strongly. As to the vividness
of the imagery, the reports varied, in line with Richardson’s (1983) claim that imagery
varies considerably in vividness and controllability, both from person to person and
even within the same person from one day to the next. The subjects retrieved images
of titles, pictures on covers of books and illustrations within them, words, TV

programmes and past events. Using such imagery, some subjects were able to retrieve
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information as potential content for their writing. At the same time, the images

produced sometimes helped in recalling the strokes of the Chinese characters and
spellings of English words.

Referring to the model of the composing process advanced in this study, the
evidence, slender as it is, would suggest that retrieval of imagery is indeed one of the

ways to generate ideas and is an important sub-process of generating.

After being given an assignment, generating things to write down is one of the
first processes in composing. For this, subjects can consult the information present
before or around them or search their long-term memory for relevant information.
Concerning information retrieved which is considered relevant for writing, topic and
discourse schema are important sources of content in memory. The young subjects
in the present study seem to belong to the knowledge-telling type (Bereiter and
Scardamalia, 1987). When asked to write stories in Chinese, most of them retold or
rewrote stories based on ones already known from leisure reading, school readers,
audio and visual material, school course books and stories told by adults. When
trying to write stories in English, the subjects took as their models stories from course
books and readers written in English and familiar to them. They thus drew upon
familiar fairy tales and short stories written in text books. When writing in expository

fashion about a familiar topic, they drew upon common background knowledge and

included many common ideas.

In selecting information to write about, the subjects seemed to take different
considerations into account when writing in the L1 and in the L2. When writing in
English, the main criterion for selection was choosing a topic studied in detail before
so that the subjects had confidence in their knowledge of the relevant vocabulary and
language involved. Stories and ideas with unfamiliar vocabulary or complicated
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English language would be avoided or rejected. In contrast, when writing in Chinese,
the criteria for selection were interest and content (familiarity). Interestingly, the
reasons for avoidance were similar to those expressed about writing in English in the
sense that the subjects avoided writing about unfamiliar phenomena. Language
capability and confidence in using English were their most important criteria when
choosing what to write about in English; content familiarity and interest were more

important criteria when choosing what to write about in Chinese.

5.4 Implications

The present study has shown how the research subjects, Hong Kong primary pupils,
use images and first-hand experiences when selecting what to write about. It also
highlights their lack of confidence in thinking creatively and using language to explore
the world. If methods used for teaching writing are too mechanical and too teacher-
guided, students will be conditioned into following the teacher’s model when writing
and ignoring their own ideas and imagery. Too many guided compositions may also
restrict the generating of ideas for writing. Guided compositions are good for helping
students organize ideas but not for generating their own ideas. Because guided
compositions produce work which looks well constructed and proficient, teachers tend
to use them constantly. This should not be the only approach to teaching writing and
teachers should interpret advice with care which is articulated in the official Syllabi
(CDC, 1981; CDC, 1990a) about the place of guided writing. That the subjects in the
present study lacked confidence in writing about unfamiliar topics and thinking

creatively is a cause for concemn.
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Imagery seemed able to help the subjects in the present study generate writing
material, recall words, experiences and emotions. Instructions to use imagery
mnemonics have been shown to have positive effects on both free recall and
recognition (see Atkinson, 1975; Huang and Liu, 1978), raising the question of
whether it is possible for teachers to guide students to retrieve imagery. Pope and
Singer (1978) suggest that human adults have a continual, night-and-day stream of
imagined events going on within them. Given the appropriate conditions, every
individual can tune in and watch. Guided imagery advice can help to draw attention
to what might be called the imagery channel. If people switch to this channel (attend
to it), they may find themselves in touch with a highly influential and motivational

source of information about themselves (Leuner, 1977; Sheikh and Panagiotou, 1975).

Training programmes have been organized by researchers to help students
retrieve mental imagery. Walsh et al. (1978) organized a training programme to train
people to improve their rate of imagery and found it most effective for weak imagers.
Richardson and Taylor (1982) demonstrated experimentally that one can construct
vivid images and absorb oneself in their content. Tse and Chan (1990) carried out
experiments guiding eight Hong Kong students to retrieve thought images and showed
how students are able to obtain detailed information from their past experience by
retrieval of such thought images. They could also re-experience previous emotions
during retrieval of images. Long and Hiebert (1985) examined gifted elementary
students’ composition before and after imagery practice. It was found that treatment
subjects wrote longer, more original compositions than control subjects’ compositions
before and after imagery practice. Long and Hiebert (1985) examined gifted
elementary students’ compositions before and after imagery practice, and concluded

that imagery training was effective in improving both the quality and quantity of the
treatment groups.
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Jampole et al.(1991) conducted research to examine the effects of imagery
training on gifted elementary subjects’ creative writing, and found that guided imagery
is an effective method for influencing aspects of their creative writing. Given four
instructional lessons, the imagery group became more original and used more sensory
descriptions than the control group. These are very encouraging results and language
teachers in Hong Kong may introduce such training programmes to help pupils
enhance their writing ability.

Regarding sources of knowledge for inspiring writing, the results show that
reading is important for building up content schemata. However, this is to no avail
if pupils are unwilling to create their own stories. Clearly, pupils in primary schools
in Hong Kong are influenced by the instructional methods used for teaching writing,
and the truth is that few are encouraged to write creative stories. The children in the
present study only rarely retrieved information from leisure reading in English and
relied heavily on English textbooks. This may imply that there are too few suitable
English books for extensive reading or that the subjects have not been encouraged to
read English books. Unless pupils are encouraged to look for material from their own

mental imagery and select interesting episodes to write about, the content of their

writing will never be really interesting and diverse.

The main criterion for selecting ideas for story writing in English was
language, that is to say, vocabulary and knowledge of appropriate grammatical
structures. This implies that the subjects in the present study had little confidence in
expressing themselves in English and, indeed, the taped evidence showed that the
children seemed apprehensive about writing in the L2. Using the English language
as a means freely to express themselves seems not to have occurred to them. This

may be the effect of the restrictive teaching methods used in writing instruction in
English in Hong Kong.
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The teaching of wntmg in Hong Kong does not encourage creativity.
Language teachers concentrate on presentation and spelling, so that writing, both for
the teacher and for the pupil, is a kind of evaluation, not a means of learning. This
is not to say these things are unimportant, for students need one way or another to
learn these mechanics. Nevertheless, as suggested in Chapter One when talking about
the Plowden Report (HMSO, 1967), children should first be encouraged to write as
a means of expressing their own ideas. This will build up their confidence and self-
image as writers. There is plenty of time and there are numerous opportunities in
general lessons across the curriculum for such learning to be refined and shaped, so

it is not necessary to concentrate exclusively on such matters in composition lessons.
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Chapter Six

Transformations in the Composing Process in Chinese

As pointed out in Chapters One and Three, composing often involves such operations
as addition, reordering, substitution and embedding (Emig, 1971; Tse, 1984). On any
occasion when one’s original intentons ‘in the head’ have to be altered to
accommodate the demands of writing, one can say that a transformation has had to be
made. To throw light on this usually hidden processing as it applies to writing, the
subjects in the present study were asked to compose aloud, their efforts being
interpreted as indications of the intended representations for inclusion in their written
output. The researcher then examined the differences between the ‘compose aloud’
productions and the representations eventually written down on paper, any discrepancy
between the two being judged a potential ‘transformation’. Discrepancies between the
subject’s intentions and what was actually produced can help indicate the production
difficulties encountered and the strategies used by subjects. Most importantly for this
study, they also reflect the subject’s facility with the languages used.

This chapter looks at transformations in the composing process associated with
writing in Chinese, the mother tongue of the subjects. The next chapter looks more
generally at transformations in the composing process. Transformation associated
with writing in English, the L2 of the subjects, is also discussed. The writer considers
it essential to understand the problems subjects faced in writing in their L1 before
looking at how they tackled composing in their L2. The transformations needed for
writing Chinese, a task facing all the subjects prior to leaming how to write in
English, and the instructional experience itself, have a carry-over effect on the ways

in which Hong Kong pupils compose in English.
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Tian (1987) and Liu (1988) discuss the problems which Hong Kong people
face in their writing arising out of the fact that their spoken tongue, Cantonese (CAN),
a non-standard dialect of Chinese, differs from the form of their writing, Modern
Standard Written Chinese (MSWC), the scripted equivalent of Putonghua. Whenever
Hong Kong people write, some transformation of the form of the intended thought
message usually has to be made for it to be written in an acceptable format. To
master these transformations, throughout their schooling, all Hong Kong pupils are
compelled to write in MSWC and forbidden to write in CAN. The strategies teachers
feel they need to employ to ensure that pupils write correctly are stringent, and they

run the risk of discouraging pupils from expressing fluently and naturally the thoughts

they have when writing.

The pages which follow are concerned with the concept of transformations in
the composing process, particularly those associated with spoken CAN and MSWC.
By examining the sentence patterns in the verbal protocols of the composing aloud
process against the written text eventually produced by the subjects, the ways in which
spoken CAN has to be transformed to accommodate the demands of MSWC are
highlighted and the difficulties Hong Kong primary pupils face when learning to write

may be revealed. Such transformations include alterations to sentence patterns,

lexicon and particles.
6.1 Transforming CAN to MSWC: Introductory Comments

In pilot work, a small number of subjects were asked to compose aloud in MSWC,
The obvious difficulties they were experiencing led to a painfully slow composing
speed: CAN is used as their everyday spoken mode, they think in CAN, and found it
virtually impossible to ‘speak’ MSWC. Hence, in order to reveal the true dimensions

of the issue, it was decided to used taped evidence to gather more spontaneous
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examples where subjects made transformations to accommodate speech-to-writing
demands. An examination of the data reveals that the subjects in the present study did
indeed transform CAN into MSWC, as the examples below from two of the subjects

show.

Example 1
WHAZHBEATHES TR

The NOM" people mostly all are depend on hunting for living. (Cantonese
utterance-CAN)
HEBARITHAE
Village NOM people depend hunting for living. (MSWC)
(People living in the village hunt for their living - English translation).

Example 2

MERARAEHR
Fox suddenly run out P. (CAN)

RMEBRREE R
That fox suddenly run out come. (MSWC)

(The fox suddenly appeared.)

* Abbreviations

7 20 adverbs
7 ba sentence
1 bei sentence
o) classifier
GEN i e genitive noun
modal L e e e e e modal verb
(0 )., nominatives
PEV perfective verb
K O third singular person
particles



Example 3

WEFOHTRERES

So early why not do some morning exercise before P. (CAN)

EUBERE!REIABE H-mEBLHBER
Time is still too early! I before arrive that NOM one CL grassland do morning
P. MSWC)

(I still have some time. I'd better go to the grassland to do some morning

exercise.)

Example 4

RBEENTE
Make wake P lion P. (CAN)

EMFEFERT
{ba) lion make wake P. (MSWC)

(1t woke up the lion.)

The above examples confirm and demonstrate the presence of transformations in the
writing process. In order to make a closer examination of the dimensions of the

differences between the CAN utterances and MSWC script of primary school pupils
in Hong Kong, spoken and written output by the subjects during the experimental

sessions was studied. Particular attention was paid to sentence patterns, lexicons and

particles.

6.2 Transformation of Sentences
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6.2.1 The Sentence Patterns of CAN Utterances and MSWC

The researcher examined the sentence structures of (a) all the CAN utterances in the
compose-aloud sessions, and (b) all the sentences in the written texts produced in the
experiments by all subjects in order to compare the sentences produced in each
gsituation. The researcher employed a method based on the Pedagogic Syntax System
of the Secondary School, advocated by the Chinese Government (People’s Education
Publisher, 1984). All the sentences were analyzed according to five clause elements:
subject, verb, object (direct and indirect), predicate and complement (Tian, 1990).
Adverbials were not included in the analysis. As Perera (1984) says,

"An adverbial can occur in a variety of positions, unlike all the other clause

elements...Adverbials are grammatically optional...There is no theoretical limit

on the number of adverbials that can occur in any one clause.' (p.29)
Thus it would have complicated matters enormously if adverbials had been included
in the analysis, so their consideration was omitted. Concerning adjectives, most have
two different functions: as noun modifiers and as predicates. In the present study,
attributive adjectives were not analyzed separately and the predicative function of

adjectives was included in the category "predicate”.
(1) Subject(s)

A subject is the noun or pronoun most closely related to the verb in a sentence. It is

generally placed before the verb and represents ‘who’ or ‘what’ one is talking about.

c.g
(@
EWlE |, ghomBm (@)
3 ss.g P, /then not go school (CAN)
S
(She then does not go to school.)
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(b)
R8T ()
5

Bell sound /rings PFV (MSWC)
S
(The bell rings.)

(2) Predicate (P)

The predicate is that part of the sentence which makes a statement about the subject.
The predicate in Chinese is not equivalent to that in English, for it is only confined
to nouns and adjectives which describe ‘how’ and ‘what’ the subject is, It is similar
to the term ‘% 3%’ (subjective complements), but while words like ¢ £’ (is) or
¢ zéq * (become) appear in subjective complements, they do not appear in the

predicate.

The following is an example of a subjective complement:

(FM| ZEIFENFRE)
S C
Central /is Hong Kong GEN commercial area

S C

(Central is Hong Kong’s commercial area.)

The following are examples of predicates:

()
S8 | N2
S P
This year / eight years old.
S P

(He is eight years old this year.)
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(b) A
Bl #w (8)

P
3 sg/ very dull P (CAN)

S P
(He is very dull)

(3) Object (O)

The object is a word or groups of words forming the complement of the verb. There
are direct and indirect objects, usually nouns or pronouns.

e.g
(a)

EBEI ., &l hE (8)
0

3 sg P, called /Siu Ying (CAN)
(0
(She is called Siu Ying.)
(b)
I REIBFH®KIAFI-MDPE (F)
0 0

3 sg saw/ forest /has /one CL small house (MSWC)

o o

(She saw a small house in the forest.)

(4) Verb (V)

A verb is a word or phrase that tells what someone or something is, does or

experiences.
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e.g.

(a
BEIRHIEI B (8)

v v
Fox /saw /3 sg come (CAN)

\%
(The fox saw him coming.)

® ;
M1 R®F | ®RE |z (B)

v v
They /have not /thing eat (MSWC)
\'

(They have not got anything to eat.)

(5) Complement (C)

A complement in the Chinese context is the supplementary part of the sentence placed
after the verb, adjective or object which makes the sense of the sentence complete.

In this sense its function is different from that of English.

e.g
(a) N AN ¢
ELLN I RMWAE | E | G—BEEETFE (8)
¢ ‘
Old man then put PFV 3 sg on /one CL box inside (CAN)
C

(The old man then put her in a box.)

b)

I REIES | ELALE (W)
¢

3 sg saw myself /at old man place (MSWC)
C

(She saw herself at the old man’s place.)
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6.2.2 Sentence Patterns in CAN Utterances and MSWC

The following are examples of the range of sentence patterns found in the verbal

protocols collected in the compose-aloud session and in the written text produced by

the subjects.

(1) subject/verb
c.g
(a)
BEIRER (8)
S v
3 sg/ then climb P (CAN)
S \Y
(It then climbed.)
(b)

RIMEFEEFEEE (F)
S v

I / that time not make earlier revise P (CAN)
S v

(At that time I did not revise my work early enough.)

© weiwr (m
S y
Bell sound / ring PFV (MSWC)
S \'
(The bell rings.)
@

TIELRANFE (®)
§ ¥

3rd / at cave outside afternoon sleep (MSWC)
S v
(It had an afternoon nap outside the cave.)
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(2) Subject/Verb/Object

(a)

(b

©

(d

e.g

BUE, | &) A3 ()

S v 0
358/ called / Siu Ying (CAN)

S v O
(She was called Siu Ying.)

EIXES | FEHKIARSE (B)
S ) 0

3 sg / adv feel / very not lucky today (CAN)
S \ o

(Again he felt that he was unlucky today.)

SEKIBIDMESER (B
§ v 0

Today / is / Siu Ying GEN birthday (MSWC)
S vV O

(Today is Siu Ying’s birthday.)

IRREE | BRAREARBATH-E0ET ()
8 v 0

3 sg / suddenly realized/ long time had not climbed ground
S A 0
floor NOM one CL pine tree PFV (MSWC)
(She suddenly realized that she had not climbed the pine tree on the ground

floor for a long time.)

(3) Subject/Verb/Object/Verb

e.g
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(@) vﬁﬁklgﬂﬁﬁﬁlﬂﬁl%iﬁ(g)
s v 0 v
These people / majority adv modal rely/ hunting/make living
S v o) v
Nom (CAN)
(The majority of these people make a living by hunting.)

() ) -
EEIRE 1B I & (8)

S ¥ 0 y
Fox / saw / 3 sg / come (CAN)

S \Y OV
(The fox saw him coming.)

© HEGAIS|TH RE£E (8)
S ¥ Q )

Village in NOM people/rely/ hunting/living (MSWC)
S v o Vv
(The people in the village make a living by hunting.)

@
M1 @F I "B | ()
s y 0 v
They / have not / thing / eat (MSWC)

S A\ o) v
(They have not got anything to eat.)

4)  Subject/Verb/Object/Verb/Object
c.g.
(2) EREE, | M 1Bl A% | o (3)
5 v 0 ] 0
3sg Mummy P / then ask /3 sg / like / what (CAN)
S VO V o0

(Her Mummy then asked her what she liked.)

171



®

©

(d)

ERIEIFIERINE (8)
s v oo v 0

King / say/ you / modal become / princess (CAN)
S v O \'/ (o)

(The King said that you would become a princess.)

MERSE | H I BRI EZ2E88Y (F)
s Voo oy 0

Siu Ying GEN mother/ ask / 3 sg / want / what birthday
\) vV OV 0]
present (MSWC)

(Siu Ying's mother asked what present she would like for her birthday.)

RIDAZ |88 | S | 5% (F)

S [} 0 v 0
3 sg / think is/ mother / buy for/ elder sister (MSWC)
S v o) v 0

(She thought that her mother had bought it for her sister.)

(5) Subject/Verb/Object/Verb/Object/Verb

(a)

.8
B | li.) IR | £ I AR sETEE | B (8)
$ v 0 v 0 v
3 sg / carry/ some wood /go/ the construction market that
S Vv O vV o
place/ sell (CAN)
\Y

(She brought the wood to sell in the market for the constructors.)
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(b) B REE |8 | MEE | 8 | & (B)

S L 0 v 0 v

3 sg / always buy/ food / cook rice / for us /eat (CAN)

S v O A’ O Vv
(She always buys food and cooks rice for us to eat.)
© .

RIRM | £ E | E 1 1) Fxlg ()
S v 0 ¥ o0 v
3 sg / then cry / some horrible sound /make /3 sg /adv

S \Y% o vV 0 V

afraid (MSWC)

(It then made some horrible howling which made him more afraid.)

(6) Subject/Verb/Object/Verb/Object/Verb/Object
e.g

@ . Ex REEY KRG BEE & B (5

S v 0 v 0 v 0
Daddy Mummy/ always take/ us/ go/ restaurants/ eat/ food (CAN)
S v OV O v O

(Daddy and Mummy always take us to restaurants to eat some food.)

b)
( NEA B SR | =2 MERFEE | &I ® ()
S '] Q v Q ) 0

Dwarfs / take / CL wolf / go / two CL thieves that place / eat/ food (CAN)
S A% (o) \Y (o) v O
(The dwarfs took the wolf to the place of the two thieves to eat some food.)
© wimiriz I cmEIe rE (B
S y 0 v 0 v 0
3 sg/ take /wolf / go / thieves house / eat / thing (MSWC)

s v o v O Vv O

(He took the wolf to the house of the thieves to eat something.)
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HRIRPFL I AR PRI BOEA | TERES
@ g v o v 0 v

| #E%E (F)
0

I /really hope/ other little boys and girls/ adv like/ I
S A% o) v O
GEN master / this CL treat / school bag P (MSWC)
v 6]

(1 really hope that other boys and girls would treat their school bags like my
master.)

(7) Subject/Verb/Object/Verb/Object/Verb/Object/Verb

e.g
(a) |
(B0, l.ﬂ:ﬂqI(E{EklflﬁﬁﬁlEﬂ?l’ﬁﬂﬁlﬂu&(a)
S ¥ Q v g v 0 v
3 sg P / then ask/ 3sg CL daughter/ go / forest place/ saw
S A (0 v O \Y
/ have what thing / modal eat (CAN)
(0] \Y
(He then asked his daughter to go into the forest to look for food to eat.)
(b) X
MBAIMIXK | £ |1 K BIRE |2 (F)
S Y 0 v 0 v 0 v
That man/ ask / elder daughter/ go / forest/ find/things/ eat (MSWC)
S v O v O VvV O \'/

(That man asked his elder daughter to go into the forest to find something to

eat.)

(8) Subject/Verb/Object/Verb/Object/Verb/Object/Verb/Object

e.g
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BRIEIRIM | A B8 8 BE | B8 (8)

@ < v 9 0 v o0y 0

You/ help/ me / ask /other friends / come help / me / loosen

S vOo V 0 Vv O \Y
PFV/ CL net (CAN)
o

(You help me by asking other friends to come and help me loosen the net.)

(9) Subject/Verb/Complement
¢.g.

(@ _
ﬁlhﬁlﬁﬁﬁb(g)
S v C

I / play adv /adv very happy (CAN)
S V C

(I played very happily.)

(®
PEE | KB & | ## (§)

S v C
PE lesson/always catch /a cold PFV (CAN)

S A% C
(It's always easy to catch a cold during the PE lesson.)

©
IR EX (W)
S v c

3 sg /cry /starting (MSWC)
S vV C
(She started to cry.)

(d)
#gRins | BEwR ()
] 1 ¢
I /feel /very happy (MSWC)

S v C
(1 feel very happy.)
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(10) Subject/Verb/Objeci/Complement
e.g

() & s .
RIBAZT|IPEE | 28 (8)

S y 0 C

I /adv like /PE lesson /more (CAN)

) A\ (0] C

( like the PE lessons more.)

®
ELLIUBEEIE| - BE2EF (8)
S ] 0 C
Old man /then put PFV /3 sg / at one CL box inside (CAN)

S A/ O C
(The old man then put him inside a box.)

©)
EZEANIXBI®BIEER (B
8 '} 0 c

Old man /adv put / her /at box inside (MSWC)
S v O C
(The old man put her into the box again.)

@ wimziscizasE (B)
S v 0 C

3 sg / saw / herself / at old man place (MSWC)
S A" O C

(She saw herself at the old man's house.)

(11) Subject/Verb/Object/Verb/Complement

e.g.
@ pAIMIEE 71gx (8
S v 0 v ¢
Dwarfs /ask /3 sg /disgorge PFV/out come (MSWC)
S v O v C

(The dwarfs asked her to disgorge it.)
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(12) Subject/Predicate

e.g
(a)
BER, | EXE, 848 (8§)
S P
3 sg P /in fact P, today birthday (CAN)
S - P

(In fact, today is her birthday.)

)
® Bl ¥R (8)

S P
3 sg / very dull P (CAN)

S P
(She is very dull.)

(c)
Ml +rFregE (8)
S P

3 sg / extremely not happy (MSWC)
S P

(She is extremely unhappy.)

d
gl +5RE (8)
s P

3 sg / extremely angry (MSWC)
S P

(She is extremely angry.)

(13) Verb/Complement
e.g

(a) |
Nﬁﬂlﬁ%ﬁ(ﬁ)
v c
Climb adv climb/not reach P (CAN)

\Y% C
(It cannot be reached by climbing.)
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(b)
gEIRAE (8)
v c

Then run/ away PFV (CAN)
v C
(Then it ran away.)

©
aEHl A8 (F)
' C
But find /not MSWC)

\Y C
(But it could not be found.)

(@

Fw |l @ (F)
v C
adv run /there (MSWC)

v C
(He ran there)

(14) Verb/Object/Complement
e.g

®  weme FHo (8)

[} 0 C

Give/ us /very happy (CAN)
vV o C

(Give us a lot of happiness.)

® _
BRI RS BEE (&)
v 0 c

Not care/ how much money/ adv alright PFV (CAN)
\Y o C

(He does not care how much it costs.)
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O wrimzax s
v 0 C
Save PFV /lion/ out come (MSWC)
\' 0 C
(The lion is saved.)

@ -
BRIBFIBASRET (&)
¥ 0 c

Saw /lion /bei big net bound PFV (MSWC)
v 0 C

(The lion was seen being trapped in a big net.)

(15) Verb/Object/Verb/Complement
c.g

(a) .
R I BE | 8 1239 (8)
v i ¥ ¢

Then ba/those ink/ pour/ dropping P (CAN)
v o Vv C
(Then the ink was poured down.)

®) HWIBCORAF |5 | MEd (8)
¥ 0 ) C

Then ba/ myself loved toy/ hit/ broken PFV P (CAN)
v 8] v C
(Then she broke her beloved toy.)

©
EISE I ®)FX2 (¥
¥ 0 '} c

While/ mother/ saw/ not saw (MSWC)
v O v C
(While mother di¢ not see,)
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d
@ FI-BAE | ERARRBEF | &% (F)

v 0 v c
Have/ one CL car/ mercilessly fast wild run/ coming (MSWC)
v O v C

(There was a car running mercilessly and wildly towards them.)

(16) Verb/Object
e.g
(2)
s m | BEBEF (8)
v 0
Once upon have /CL little boy (CAN)
A/ (0]

(Once upon a time, there was a little boy.)

(b)
REgmE ) EP (8)
y 0
adv then close /CL door (CAN)

A% o)
(Then the door was closed.)

© BT | BREBEF (F)

v 0
Live PFV /very happily Nom days.(MSWC)
\Y o
(Live a happy life.)

@ :
ERTIWTFOHAE (F)
v 0

Saw PFV/ lion GEN hair (MSWC)
\Y o)

(The lion’s hair was seen.)
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(17) Verb/Objec/Verb

(a)

(b)

(c)

d

.8

HBE I ERNR I e (3)
) 0 ¥

Get P/ 3 sg GEN meat/ eat (CAN)

\Y o) \Y

(Get its meat and eat it.)

Tl -BRAI B (8)
v 0 v

Have/ one CL hunter/pass (CAN)
v o) v

(A hunter passed by.)

BEIAlHOBR (8)
v 0 v

Not have/people/with her play (MSWC)
v o v
(No one played with her.)

$ 1AM A )l RE (®)
v 0 ]

Wait/ afraid of death hunter/come (MSWC)
v o v

(It waits for the fearful hunter to come.)

(18) Verb/Object/Verb/Object

(a)

ebg’

wE I MEME | E%IMF (B
v 0 v 0
Then get/two CL tree branch/take it as /incisor (CAN)

A o v o

(It took two sticks to be its incisors.)
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®)

©)

@

g HTEMR | XGEESIE (8)
v 0 v 0

Then made/some terrible NOM noise/ then at place horrify/3 sg (CAN)
A o v 0O
(Then it made terrible noises to horrify him at that place.)

% | pac BRI HW ()
v 0 v 0

Wait/3 sg herself/learn/lesson (MSWC)
\ o v O

(Let her learn the lessons.)

A RENME | B —RIRSN (F)
¥ 0 v 0

Again use/ dark NOM colour/draw/one CL eye (MSWC)
\Y o v o)
(It uses dark paint to draw a pair of eyes.)

(19) Verb/Object/Verb/Object/Verb

(8

®)

e‘ g‘

BIRIH|-MXIAS| =E8 (§)
v O v 0 \J

Send /me/ reach/one CL stationery shop/go sell (CAN)
v 0 V 0] \Y

(They sent me to a stationery shop for sale.)

REIZR|I LI W)X (8)
v 0 Voo v

Carry on his back /CL gun /up /hill /hunting (CAN)
\" (o) VOV

(He carried his gun on his back and went into the hills for hunting.)
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© mimim -mxASIss o3

v o0 v 0 v
Take/me/to/one CL stationery shop /to sell (MSWC)
vV OV (0] \%

(They sent me to a stationery shop for sale.)

d)
( BERAIAI BRI XE | £33 (W)

A | 0 ] 0 ]
Not have /one/ dare bring / animals/ pass customs (MSWC)
v 0] \Y 0] \'

(There is no one dare to bring animals to the customs.)

(20) Verb/Object/Verb/Object/Verb/Object
e.g

(a)
A IBERE | HEBRXEF I BRI BW |5 (F)

v 0 y 0 v 0
Have/rice-coupon P/then at school use/rice-coupon/come buy/rice (CAN)
v O v o \Y 0

(Those who have rice-coupons stay in school to get rice.)

®) gD EEM | BMAHE | S48 | —MBE | RS MEA (B)
v 0 y 0 v ()
Then plan to go to/wolf big brother P /then borrow/one CL
v O v
wolf skin/to scare /those people (CAN)
o \'/ 0
(Then it planned to go to the wolf to borrow a piece of skin to scare the
people.)

(21) {ba} sentence
c8
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(a)

-Afg?ﬁ%?ﬂﬁﬁf (&)
One man (ba} me send lorry go (CAN)

(A man took me to the lorry.)

® mmm;fga CHAERPBFFEHT (F)
3 sg climb NOM time {ba} herself new buy back NOM skirt tom PFV
(MSWC)
(When she was climbing up the tree, she tore her new dress.)

©

ESKRAREROLR (B)

{ba} dirty water splash to I clean NOM school uniform (MSWC)
(The dirty water was splashed onto my clean school uniform.)

(22) Subject/Verb/Object/Object

e.g
(a)
BRIFEL I AN IBZEY (3)
3 v 0 0
Wolf/ Adv give/dwarf/many gold coins (MSWC)
S \Y 0 0

(The wolf gave the dwarf many gold coins.)

The above are examples of the twenty-two sentence patterns present in the
written and oral offerings from the sample overall. To assess their relative frequency,
they were arranged in rank order according to the relative incidence of their
appearance. The results are summarised in Table 6.1 which shows the mean presence

per offering, together with the appropriate rank order.
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Table 6.1: Sentence patterns identified (arranged in rank order)

Sentence CAN MSWC

| Patterns Utteraqces
(mean) (order) (mean) (order)
(1) SvO 8.89 1 7.33 1
@ VO 5.28 2 328 2
(3) SP 3.11 3 2.72 3
@ sV 2.22 4 15 4 I
(5) SVC 1.39 5 0.83 7
6) VOVO 1.38 6 0.56 10
(M) SVOV 1.28 7 0.89
l (8) SVOVO 1.17 8 1.06
@ VC 1.0 9 0.61
(10) VOV 0.67 10 0.39 11
(11) SsvoC 0.44 11= 0.33 12
(12) VvoC 0.44 11= 0.17 14=
(13) SVOVOVO 0.22 13 0.22 13
| 14y vovo 0.17 14= 0.17 14=
(15) VOvoVv 0.17 14= 0.11 16=
(16) SVOVOV 0.11 16= 0.11 16=
| an svovovov 0.11 16= 0.06 19=
i (18) VOVOVO 0.1 16= 0 22=
(19) {BA} 0.06 19= 0.78 8
? (20) SVOVOVOVO 0.06 19= 0 22=
| 21y svovc 0 21= 0.06 19=
j (22) SVOO 0 21= 0.06 19=
]; unclassified 0 21= 0.11 16=
|
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Table 6.1 provides a summary of the number of times a particular sentence pattern
was found in the protocols and in the scripts, averaged across the number of subjects.
It was then possible to order the sentence patterns according to the frequency of their
occurrence. For example, SVO is the sentence pattern that occurred the most often
in CAN (average occurrence, 8.89), so is assigned the rank of 1. A visual inspection
of the ordering between CAN and MSWC indicates that there is high agreement
between the relative ordering between CAN and MSWC sentence patterns (Spearman’s
rho correlation coefficient for the two rank orders = 0.983, highly significant at the
<.01 level).

As can be seen from Table 6.1, the most commonly used patterns for both
languages were SVO, VO, SP and SV. In fact, the rank order of the first ten most
commonly used patterns in CAN and MSWC are roughly the same. This finding
would imply (also see Fig. 6.1) that the differences in the usage of sentence patterns
in CAN utterances and the MSWC are not as different as one might have expected to
find on the basis of the claims of scholars like Tian (1987) and Liu (1988).
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The correlation coefficient between the relative occurrence of the various
sentence patterns in the total number of CAN utterances and MSWC sentences overall
is 0.7112 (p<.01) (please refer to Appendix 6.1). This implies a statistically strong
association between the children’s knowledge of Cantonese and their ability to write
MSWC, and vice versa. Among the eight most commonly used sentence patterns, the
relative occurrence of SVO (r = 8623, p<.01), SP (r = .6537, p<.05) and SVOVO (r
= 7378, p<.01) in speech and writing are significantly related in a statistical sense.
The four sentence patterns of VO (r = .4052), SV (r = .4042), VOVO (r = .4042) and
SVOV (r = .4128) are positively correlated in their occurrence pattern, but not
statistically significant\y. Overall, the trend is for the relative usage of sentence
patterns to appear in similar scale between CAN and MSWC. This is hardly
surprising since the MSWC in question was derived from the CAN utterances in the
first place. That the correlation is not perfect is evidence that there are salient
differences present. Except for the sentence pattern SVOC in CAN, the differences
between the sentence patterns of CAN and MSWC of P3, P4 and P5 subjects are
small (one way-analysis of variance not significant; please refer to Appendix 6.2).

As argued above, one ought not to be surprised that the relative incidence of
sentence patterns between spoken CAN and MSWC is fairly similar, especially for
SVO, VO, SP and SV sentences. In addition, it ought to be noted that Chinese is
predominantly a SVO language (Li and Thomson, 1981). Kwong (1990) studied 60
Hong Kong children between 3 to 5 years of age during free play activities. Her data
showed that SVO, VO and SV patterns were well mastered and frequently used by the
time the children were 3, and the preference for using them thereafter increased with

age. One must also remember that, as shown in Chapter Five, the subjects’ writing

in the present study was rather stereotyped and highly prescribed, possibly as a
consequence of the narrowness of the instructional routines used by their teachers.

Such speculations clearly invite further research.
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The data show that the occurrence of such complicated patterns as
SVOVOVOVO, VOVOVO, SVOVOVOYV and SVOVO sentences is higher in speech
than in writing. This may be taken to imply that the subjects displayed higher
linguistic ability in terms of their ability to produce more complicated patterns in
speech than in writing. Again, this is hardly surprising given that the children have
much more experience and practice speaking Cantonese than writing in MSWC. An
interesting feature is that (ba} sentences appear more in MSWC (mean 0.78) than in
CAN (mean 0.06). In fact, only one such sentence was used in the spoken utterances,

for this kind of sentence pattern is seldom used in daily CAN usage.

6.3 Transformation Associated with the Different Lexicons of Words in CAN and
MSWC

In addition to the transformation of CAN to MSWC in sentence patterns, there are
transformations associated with the different lexicons for CAN and MSWC. The need

for such transformation is a very frequent phenomenon. The following are examples

extracted from the texts of two subjects.

Examples from Subject SA3C:
Cantonese Utterance Written Lexicon

B (horrible) f1 18  (horrible)
BEF (car) BE&  (ear)

oft ¥ (in this way) E ¥  (in this way)
o & (what) EZRTE (what objects)
* (give) £ (give)

3 (take) A (use)

M (two pieces) M X (two pieces)
%  (fean) ElG  (fear)

B  (remble) #1  (remble)
E% (he said) e 8 (he said)
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18 (% B (it's not)

&
oft

Examples from Subject 3A1C

B R

g
747
1
'

®E
o %
%5

The evidence showed that every single subject in the sample transformed a number
of CAN words to their MSWC lexical equivalents. That such transformations are a
frequent phenomenon is generally agreed among Chinese language experts and
researchers (Cheung, 1972; Bauer, 1982).

6.3.1 Failure in Transforming CAN Lexicon Words to the MSWC Lexicon

All eighteen subjects in the present study reported that their teachers always emphasise
the need to avoid using CAN words in writing. Most of the subjects, following the

advice given by their teachers, tried to transform CAN words to their MSWC lexicon

equivalent, as the examples below show.

(face)
(so)

Cantonese Utterance

(fierce)
(sleep)
(look for)
(rf)
(wake it up)
(hungry)
(eat)
(reward)
(small)
(how)

rEH
£ &
A B

B

5
ER
%3

i &
LA

®RE
N
E¥

(it’s not)
(face)
(so)

Written Lexicon
(fierce)
(sleep)
(look for)
(grassland)
(wake it up)
(hungry)
(eat)
(reward)
(small)
(how)
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Subject 3B4C made the following transformations:

Cantonese Utterance MSWC Lexicon
g & (market) i ®  (market in the village,
classical Chinese)
#  (fircwood) WA (trees)
B  (robber) N1 (thief)
w  (u) 7 (put)
& (ea) s (eat)
A B (talk) RE (ak)
no(cw S 11
&4 (home) B  (house)
e (give) B (give)

During writing, the subject intended to use the word "#7 # “, which literally means
"market" as it is used in Hong Kong. This was transformed into "# 4 ", a classical
Chinese word which means "a fair". This suggests that the subject may have been
confused and/or was unable to recognise the differences between some modern and
classical Chinese. She also intended to use the word " %€ ", which literally means
firewood, but transformed this into "#{X", which literally means tree. She also said
she was not very surc whether she could use the word " % " (robber), so she
transformed it into "4&" (thief).

Subject P4A3C made the following lexicon transformations:

Cantonese utterance MSWC lexicon
4t %, (appearance) Rey  (volume)
¥} K (very big) 48 K_  (very big)
# 5 (cancamy) X gk (cary)
2% 34 (send) ;%f, y ‘J (take)
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hE2 (abdomen) A= ¥ (abdomen)

pE N (putin) LT3 (putin)

1o 8L (go to school) 8 (go to school)
% O # #7953 (my body)
-8 (the same) 3% A% (the same)

In this case, "2} 7 ", " 3% £|", "% )" and " - #) " are written Chinese and

it is not necessary to make any change.

It seems clear that both of the above subjects were very conscious of
transformational strategies and that they have developed the habit of directly
transforming CAN dialect words into written Chinese. However, there is evidence
from the children’s own comments that they did not always know how to write some
of the things they wanted to say. As a consequence, they tried to avoid writing about
some topics and using certain CAN terms. Sometimes they also made unnecessary
and even wrong changes, evidence that transformation of items between the two

lexicons is a problem for them.
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Table 6.2: Cases where subjects failed to transform CAN lexicon words to their
MSWC equivalent

Number of CAN lexicon words
used in the text

[« )]

1
0
0
1
2
3
3
1
5
1
6
2
1
1
1
1

wn N

O w

Table 6.3:  Summary of cases where subjects failed to transform Cantonese lexicon
words to their MSWC equivalent

As can be seen in Table 6.2, in most of the scripts there were instances where subjects

failed to transform CAN words into their MSWC equivalent. From Table 6.3, it can
also be seen that the mean number of Cantoneée lexicon words in the written texts of
the 18 subjects was 4.5. There were differences in the amount of Cantonese lexicons
used between P3 (mean = 9.33), P4 (mean = 3.0), and P5 (mean = 1.17) (for

reference, the F-value of one-way analysis of variance of 7.44 is significant, p<.01,
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refer to Appendix 6.3). The statistical analysis would suggest that the transforming
ability of subjects increases with their year group and year of study in general, with

wider variations in individual differences in the younger groups.

According to Fasold and Shuy (1970), the language development of children
whose written language is different from their spoken language will often undergo a
transitional period of linguistic adjustment. The adjustment will usually take place in
three respects: phonology, grammar and lexicon. Of the three, Keung (1986) claims
that lexicon adjustment is the most difficult for pupils in Hong Kong. According to
a study analyzing errors of lexicon transformation by secondary school students by Lui

(1984), the interference effect of CAN words on the MSWC lexicon accounted for
50.9% of the errors made.

6.3.2 Difficulties Encountered by Subjects in Terms of Lexicon Adjustment

Children in Hong Kong have to learn to differentiate between words in three lexicons:
CAN, MSWC and Classical Chinese (and sometimes westernized Chinese). Not
surprisingly, it is often difficult for students to learn, remember and differentiate
between the words in so many lexicons. An illustration of this confusion can be

found in the writing of Subject 4A1C, reported above, who wrote " & 1 " (a
classical Chinese word) for "%p +3 " market.

Sometimes, there is no directly comresponding word in the MSWC lexicon
representing words commonly used in spoken CAN. For example, Subject 3B5C

wanted to write about ‘Karaoke’ but dropped the idea because she thought this was
a CAN word only and knew she should not therefore use it in her composition. In
addition, in MSWC there may be different meanings for the same word when it is

used in Mainland China, long Kong and Taiwan. For instance, Subject 4A1C used
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the word "“4%7 9 " , which means market in CAN but in Putonghua it denotes "a
downtown street” (Zeng, 1986, p.227). Another example known to teachers is the
word "8 &IHE' which in Hong Kong means "self evaluation”, a monitoring approach
known to most teachers. However, in Mainland China, the same word stands for "self

criticise", the activity people are expected to engage in when politically purging
themselves.

When the pupils had to search their memory for a MSWC written equivalent
word for a word in CAN, they were in fact consulting a lexicon derived mostly from
the words in textbooks which they have had to commit to memory in school lessons.
However, understandably, there are many words used in their everyday CAN
utterances which have not yet been covered in their school books. For example,
Subject 3B4C wanted to write the word "}é}iﬁ' (restaurant), a word known to almost
every child of school age in Hong Kong. Simply because she did not know the
written Chinese equivalent for restaurant, she avoided writing about the topic entirely.
She also wanted to write about "{%+2:f)" (changing a light-bulb), which she said she
knew how to write in CAN. However, because she was unsure about how to write

this in MSWC, she similarly avoided this topic.

Turning to factors which exacerbate the lexicon transformation problem in
Hong Kong, a number of points can be advanced to help explain matters. First, the
differences between the pronunciation of words in CAN and MSWC are often very
marked. Hong Kong children already encounter difficulties with the pronunciation of
CAN words in Putonghua (Cheung, 1984). At the same time, there is no agreed
standardization of Chinese language use in Hong Kong. People in Mainland China,
Taiwan, Singapore, Hong Kong itself and from overseas Chinese communities use
different varicties of Chinese. Students in Hong Kong are exposed to and potentially
confused by all these varieties. In fact, to reduce possible confusion, most teachers
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insist on the Mainland China version of Chinese. In China, the Commission for the
Construction of Language and Characters is the highest authority for setting the
language policy and oversecing standardization in the use of language. Dictionaries
and character lists are published for the reference of scholars, teachers and students.
However, it is not always possible to follow the system advocated in China since

writers there use simplified Chinese characters which are unfamiliar to the majority

of people in Hong Kong.

Arising out of the confusion, there are often controversial arguments over the
correct use of certain words, especially ‘new’ words, in Hong Kong. For instance, the
agreed CAN word for "computer” is "% 4%, ", which literally means "electronic
brain". However, when it is translated into MSWC, "® 3 3t W54 ", the term
now means "clectronic calculator”. The Hong Kong version in fact more closely
denotes the connotation of the concept, but this is unacceptable in MSWC. To take
another example, the word "minibus” introduced by expatriate English speakers in
Hong Kong is translated into CAN as ".3. &) ", which literally means "small bus".
In China, people use the term "}, %!/ 2 5%%— ", which literally means "a small
public car". In fact, as with the example of computers, public services using the
minibus started in Hong Kong, a practice followed several years later by China. Thus,
it is sometimes very difficult for students in Hong Kong to follow the ‘lead’ given by
Mainland China on concepts with which they have been familiar all their life.
Nevertheless, the school syllabi insist that all students should use the MSWC lexicon.

Most teachers regularly ask students to look up the definitions of words in
dictionaries. Because most of the authoritative dictionaries are edited and published
in Mainland China, students have to follow the usage as determined by the people of
Mainland China. However, due to differences in cultural, political and economic

systems, many words commonly used in Hong Kong cannot be found in the
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dictionaries printed in China. For instance, much of the localized vocabulary and
technical register used in the stock market and futures market are quite alien to the

people of China.

Since Hong Kong is an international financial and communication centre, its
people absorb new ideologies and information quickly from every corner of the world.
In fact, the people in Hong Kong often coin new words for new ideas and information.
Since Hong Kong is the door to China, many new concepts and much new
information is introduced into China through Hong Kong. Hong Kong therefore is
taking the lead in the formation of many new words in the Chinese lexicon, and her
people do not take kindly to having to change words which have been used for years,
simply to satisfy the whims of bureaucrats. To elaborate on a point made earlier,
there are different kinds of computers today for different purposes, and one finds a
variety of terms for computers: "Fa A" "\@ 348 a " "\‘32 3aie, "‘Qﬁgwﬁn.
These will have become accepted everyday usage for Hong Kong people long before
their official classification is decreed from Beijing, again a state of affairs which many
Hong Kong citizens abhor.

Because of the superior economic position of Hong Kong, people in Hong
Kong tend to look down on the people in Mainland China. Persons who use terms
from the Mainland China lexicon run the risk of being called "{ 2" (uncles from
China). In any case, the truth is that many people in China are quite willing to use
terms coined in Hong Kong, which is considered as a centre of modernism and a
bridge between the East and the West. In this situation, it is hard to insist that the
lead is inevitably given by China and it is thus difficult for students in Hong Kong
always to accept the lexicon used in China.
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From the preceding discussion, one can see that, as there is no authority in
Hong Kong to centralize language policy and standardize the lexicon, rules for
language use are extremely difficult to define. In school, Chinese language teachers
find themselves being decision makers who have to set the rules of language use. The
different ‘rule books’ these Chinese teachers follow lead to different standards being
presented to students in Hong Kong with regard to transformations associated with the
CAN and MSWC lexicons. Since many Chinese language teachers in Hong Kong do

not know Putonghua very well, they sometimes make mistakes in teaching the MSWC
lexicon (Wong, 1988).

Lau (1984) argued that, in learning MSWC, students in Hong Kong are indeed
learning an L2. Whereas in an ideal world they should be ‘acquiring’ writing skill
through using writing to express their inner thoughts (Krashen, 1981), they have no
option but to ‘learn’ an often confusing and daunting form of their own language to
express themselves in writing. Instead of gaining the confidence which successful
explorations of language can give to the writer, Hong Kong students are forever
having their efforts corrected, the only justification or explanation that their original

offering is wrong being that ‘it is not acceptable in the MSWC convention’.

| 6.4 Transformation of Particles

Particles have been a focus of study for a long time and sections on this topic are
present in almost all Chinese grammar books. ‘Panicles are a class of words known
as ‘empty words’ (xuzi), and are defined as ‘helping words’, ‘mood words’, ‘sentence-
final particles’ in modern Chinese grammar books. Luke (1989) describes them as:
"These are typically ‘form words’ with no apparent semantic content, which
are attached as bound forms (sometimes in combination) to the end of

sentences to indicate their mood, tone of voice, or various and attitudinal
meanings." (p.39)
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Particles have a pervasive presence in naturally occurring talk. They appear
regularly in natural conversation in CAN utterances and rough counts reveal that an
utterance particle is on average found in continuous talk every 1.5 seconds. According
to Luke (1989), they are one of the hallmarks of natural conversation in CAN. As
students are discouraged from including CAN utterances in their writing, Chinese
language teachers are very conscious of this hallmark. If they find CAN particles in
the writing of their students, they will give them low grades. The presence of
particles is also regarded as evidence of the interference of CAN on MSWC.

Below are extracts taken from the script of Subject 4A2C to illustrate the use

of CAN particles and written particles. The functions of the particles are also

explained:
CAN MSWC Functions of
Utterance Particles
1. B "LE, 2y T cohesion
2 of A -ARWE A -AMA § indicating something
AR e n about to happen
B R Ry 3K R R
3. . e hasi
B RARECHME A AIHD (o peon)
2 *i\Bé
3
N "/e. ?L‘%‘bz ALY JP N FUR thus
5. off R B -8B x 4 cohesion (and then),
6. . ker f
BHOCL@att ey gar oo
&- 7%; 7 & # 8y "’& 3 completed
1.

% AE 3¢ wiZuh % e AB %83 ~4%  cohesion,(then)

f:on.lple.tion and .
oy 7/" ot . 19.7 -%,r indicating something

will happen

From the above extracts, one can see that 7 CAN particles have been deleted and one

"§5" has been transformed into " j ". This shows that the subject is aware that
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utterance particles should not be written in text and that he therefore tried to delete

as many of them as possible.

6.4.1 Types of Particles
The research data reveal two sets of particles used by the subjects of this study, one
set for utterances and one for writing. CAN particles found in the utterances of the

subjects can be divided two types: monosyllabic and bisyllabic. Monosyllabic

particles are:
CAN Particles Sound
sl le
ol la
3.0 oh
o5 ah
vE ka
» % lor
° gﬁ lar
v wo
°E£ kir
Bisyllabic particles are:
CAN Patrticles Sound
“a <f ko bo
Hf =% ko wo
o wBx ka ma
"fi % lo wo
< ’?1!‘ v % ka la

In the written scripts of the subjects, monosyllabic particles only were included. The

following particles were found:

Particles in MSWC Sound
D\& ma
P le
3 ba
Xy oh
.y ah
3 liu

There are in fact two sets of particles, one for the CAN utterances and another for
MSWC, and two types of particles for CAN, monosyllabic and bisyllabic, but only

monosyllabic particles appeared in the written Chinese of the subjects.
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6.4.2 Difficulties in Transforming Particles from CAN to MSWC

The particles used by Subject 3A3C in CAN utterances were:

CAN Particles

count
b& ah 1
vl d 1
o ka 7
wil% ke 3
o) ko 6
o, le 29

total = 37

In the written Chinese, only " 3 " (liu) (count = 3) was found and the total number
of written particles was greatly reduced.

The particles used by Subject 4A2C in CAN utterances were:

CAN Particles count
PR la 2
°%b lar 4
o, le 12

wor 4
"% Total =22

In the written Chinese, only " 3 " (liu) (count = 1 ) was found and the total number
of written particles was greatly reduced.

In the interviews held with all subjects, they were asked why they had not used
particles in their writing when they appeared so often in their speech. 14 subjects
reported that they are severely discouraged from writing CAN and, in fact, are not

very sure which are CAN particles. They hence only write those they have learned
in text books.

The numbers of particles in CAN utterances greatly exceed the particles

appearing in the MSWC. As the function of particles is to indicate mood, tone of
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voice or various emotive and attitude meanings, CAN utterances are more expressive
and communicative than MSWC. The use of CAN particles by the subjects in their
speech is to be expected since CAN is their mother tongue. On the other hand, that
they use fewer particles in MSWC, may be a measure of their comparative lack of

competence in writing in Chinese.

The subjects in the present study seldom included CAN particles in their
writing. In actual fact, they knew that there are two sets of particles but not all of
them knew the exact meaning of the particles, even though they know that they have
to apply different sets when speaking and writing. As observed earlier, many of the
children knew the sound of the CAN particles but had not been taught their written

form. Never having been taught them, they did not know how to write them.

6.5 Summary of Results

There was plenty of evidence in the present research of subjects transforming CAN
to MSWC during the composing process. In the analysis of the sentences used in the
CAN utterances and the MSWC produced by the subjects, more than 22 different
sentence patterns were used. Differences between the relative incidence of the
patterns in CAN sentences and MSWC were not as great as one might expect, and

there were marked similarities in the relative incidence of the most commonly used

sentence patterns.

It was found that SVO, VO, SP and SV were the most commonly used patterns
both in CAN and MSWC by the subjects, reflecting the fact that the MSWC texts of
the subjects were derived directly from CAN utterances. The occurrence of some
complicated patterns, for example SVOVOVOVO, VOVOVO, SVOVOVOV and
SVOYO, was higher in CAN utterances than in MSWC, suggesting that the relative
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language competence of the subjects is higher in terms of oracy than literacy. It was
also found that the subjects were able to use {ba} sentences, probably through having

consciously learnt them in typical sentence patterns for MSWC.

Transformations associated with the different lexicons for CAN and MSWC
were found in the subjects’ offerings. Some subjects failed to transform CAN words
to their equivalent MSWC words, and some made unnecessary transformations. The
younger subjects in particular seemed to have encountered difficulties in this
subprocess of writing. An examination of their problems in transformations associated
with differing lexicons would suggest some confusion between the lexicons for spoken
CAN, MSWC and Classical Chinese. It appears that the subjects were sensitive to this
problem, for they often had ideas which they expressed in speech which they could
not put into writing because they did not know the appropriate MSWC words. At the
same time, they would avoid using words for which they had no MSWC equivalents.

The subjects were also sensitive to the fact that they had to avoid using certain
particles in their writing. It might appear that the subjects were confident in handling
the two sets of particles, one for CAN and one for MSWC. They used a greater
number of particles in utterances than in writing and the researcher found no bisyllabic
particles in their writing. As the presence of CAN particles in writing is considered
an indication by Chinese language teachers of CAN interference in MSWC, it seems
that the way they had impressed their avoidance had worked with their students.
However, as some of the students pointed out, never having been shown the written

forms of CAN particles, they were unaware of them, so their absence from the

children’s writing should come as no surprise.

If in fact the situation is much more worrying and reflects the fact that many

of the children simply do not know how to use particles in writing, then there are

grounds for concern. Particles are important for indicating mood, tone of voice and
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so on. If the children are avoiding using them out of ignorance or uncertainty, this

will have an adverse effect on their writing and in reflecting and conveying shades of

meaning that are available to them in their speech.

6.6 Implications

In the writer’s experience, many Chinese language teachers often emphasize the
enormous difference between CAN and MSWC. From the findings in this study, the
emphasis they give to teaching sentence transformations may be excessive, for the
children’s use of common sentence patterns in CAN was reflected in their MSWC
output, almost as a natural association. Perhaps there is a case to be made for junior
primary school pupils to be allowed to use a blend of CAN and MSWC in writing
Chinese in the early stage. This stage may extend to senior primary or even to junior
secondary school in the hope that it will encourage fluency of expression and idea
sharing through print. Young writers are inclined to use CAN, their gnother tongue,
in their writing (Siu, 1980). It may be too early and even counter-productive for
Chinese langauge teachers to demand that their pupils write in pure and standard

Chinese in the primary school.

The evidence from the present study showed that some pupils needed some
CAN in order to express themselves, and some appeared to have used CAN
unconsciously in their writing. Teachers may have to tolerate this mixed language
phase in the students’ writing for a transitional period. As few primary pupils know
Putonghua, it is impossible for them to write pure MSWC. If teachers keep on
reminding them not to use CAN, students may adopt avoidance strategies in order not
to make mistakes. As a result, they will be reluctant to write anything they are not
very sure about, whether in CAN or MSWC. Certainly, much of the written text
produced was very fragmented and unconnected. One of the solutions to the problem

is to let students express themselves freely and write what they think is correct.
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Teachers can delay taking corrective action until pupils have confidence in and a love

of their writing. Another possible solution is to encourage students to engage in more

leisure reading of MSWC material.

Of late, a number of scholars (e.g. Tian, 1987; Ho, 1991) have advocated that
Putonghua should be used as the medium of instruction in Chinese lessons in primary
schools, in the belief that this will help stop the negative influence of CAN on
MSWC. In fact, students in Hong Kong do not have a very good environment for
learning Putonghua. They have no strong incentives to learn the language, and it will
be a great burden for them if they are required to learn three spoken languages (their
mother tongue, English and Putonghua) and three written languages (English, Pinyin
and MSWC).

The present research suggests that the CAN lexicon has some influence on
MSWC. Reasons for this have been discussed earlier in this chapter. For the present,
suffice it to say that, in the absence of a Hong Kong based authoritative body of
experts to pronounce on standardization of the use of everyday CAN words in MSWC,
it is unlikely that there will be any very effective change to the present situation. The
writer would like to see an official body set up to deal with the problems raised in this
chapter and to advise schools. In the short-term, a handbook of CAN words and
equivalents in MSWC should be produced for teachers and students. This would be
a first step in helping students more successfully to transform CAN speech to MSWC,
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Chapter Seven

Transformations in the Composing Process in English and in Chinese

In the last chapter, an examination was made of the spoken Chinese words the
research subjects said they might write and the Chinese words they actually wrote.
Discrepancies between the two were taken as evidence of transformations in the
composing process. This chapter looks at the transformation process in general, and
particularly at how it applies to composing in English, the L2 of all the subjects. In
the light of evidence from the research, discussion focuses on transformations of ideas;
the addition and deletion of ideas; complete and fragmented group idea units; and
transformation in the organization of ideas. Transformation approaches like

avoidance, replacement, overgeneralization and changing topic are discussed and the

influence of Cantonese and MSWC on writing English is also analyzed.

7.1 Introduction: Transposing in General in the Composing Process

Rarely are written messages identical to spoken messages. To satisfy the conventions
of print and writing, the words which writers wish to say often need to be changed or
transformed (Scardamalia et al., 1982). Writers wishing to communicate a message
precisely will carefully choose their words so that they convey the intended meaning,
and in doing so will consider a range of possible ways of arranging words so that they
represent the message they have in mind. There is evidence that, as people grow
older, they will often think hard and long before putting pen to paper, sometimes
making notes to guide the format and content of the written message. Comparing the
notes taken during planning against the texts eventually produced by children at
different age levels, Burtis et al. (1983) found that, by the age of 14, no notes were

incorporated into the text without major changes to them. Even at age 10, about half
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the notes eventually incorporated into text had been subjected to major changes in

content, elaboration, reordering or addition.

Flower and Hayes (1981a) state that writing is one of the most complex of
human mental activities. It can be analyzed from a psychological point of view in
terms of problem-solving processes, for, in the process of composing, a variety of
procedures are used to make the printed expression of thought congruent with the
inner thinking guiding it (Flower and Hayes, 1977). Scardamalia and Bereiter (1982)
point out that people have two concerns uppermost in mind when writing text: content,
the semantic meaning contained in the text; and syntax, the accepted rules governing
spelling, grammar and so on, so that the message expressed meets the conventions of
the language. Greater sensitivity to syntactical conventions is required in writing than
in composing aloud or speaking, for nonverbal messages can amplify and render
explicit spoken messages which on paper might seem obscure and even ambiguous.
Even accomplished writers often note a discrepancy between their printed expression
and their inner thinking, what they are trying to say. Similarly, in terms of L2

writing, people often know what they want to say in the L1 but do not know how to

express it in the L2.

Scardamalia and Bereiter (1986) point out that reprocessing is one of the key
processes in composing:
"Whatever is produced from an episode of text processing - be it text, notes,
or thoughts - can be used as input to a further cycle of processing that does
not simply add to what was produced before but transforms it. Reprocessing
thus spans everything from editing for mistakes to reformulating goals."
(p.790)
Reprocessing refers to what goes on mentally rather than to differences in surface
behaviour, and is an occasion for transformation in the composing process. Murray

(1978) explains that revision itself can encompass fundamentally different kinds of
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processing, and distinguishes "“internal revision", where writers try "to discover and

develop what they have to say", from "external revision", where text is shaped toward

its intended audience.

In essence, transformation refers to the process of making internal revisions
during writing. When actually writing, most writers will have had to modify,
reconsider and elaborate the plans and ideas originally developed in the planning
stage, linguistically and conceptually. In the first experimental session in the present
research, the subjects in one group composed aloud in Cantonese then wrote in
MSWC. In the second session, they composed aloud in Cantonese then wrote in
English. The subjects in the other group also composed in Cantonese but wrote in
English in the first session and in MSWC in the second session. In these cases, data
about the transformation process were gathered by an analysis of the discrepancies
between what the subjects said as they were composing aloud and what they actually
wrote down. Follow-up interviews with the subjects in the light of the video-taped

playback and the composing aloud transcriptions were conducted by the researcher to

study the transformation sub-process of composing.

It must be noted that the research strategy employed meant that the kind of
transformation evidence gathered here differs from that used by some other writers on
the subject. Anderson (1985), for example, writes that: "Transformation is applying
syntactic rules to transform the meaning into a linguistic message" (p.374), and points
out that both writing and rewriting are aspects of the transformation process (p.389).
In the present study, rather than looking at variations in successive written scripts, the
data were assembled from comparing the verbal protocols in Cantonese against the
written texts in MSWC and in English. Thus, as it is used in the present study, the
term ‘transformation’ is different from Anderson’s notion. This being the case, as an
additional check to boost both the reliability and validity of the data, interviews with

the subjects were conducted during which they were asked to elaborate on the
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transformations they had made, their attention being focused through seeing
themselves writing on the video-taped recordings.

7.2 Transforming Ideas
7.2.1 The Incidence of Idea Units in Composing Aloud and in Writing

An idea unit (IU) in a verbal protocol is basically a number of words bound by pauses
and/or a change of intonation which serve as an indication that the speaker is
intentionally treating the word group as a conceptual entity (Rugh and Murphy, 1988;
Chafe, 1980; Chao, 1989; Wu and Kan, 1989). An IU in a written text is a group of
semantically cohesive words, usually but not always marked by punctuation. The
subjects’ verbal protocols yielded during the composing aloud sessions and in the
written scripts were segmented into IUs in the present study. Some IUs were found
in the written scripts which were not present in the verbal protocols. The relative
distribution of all IUs was inspected for their relevance for the transformation process

of composing.

Table 7.1: Summary of the incidence of idea units produced by the 18 subjects
composing aloud and in writing

P3E | P3C {P4E {PAC | PSE { PSC { P3-5E | P3-5C
1. LU.(mean) in 397 | 542 | 34 | 228 222 | 373 | 319 38.1

composing
aloud
s.d 389 | 352 [254 [ 103 ]| 78 | 207 [ 266 | 289
2. Lqmeanyin | 20 | 377 | 173 [205 [ 133 | 277 | 169 | 2856
writing
| sa 245 | 262 {112 632 {575 | 134 | 152 | 179 |

Difference bet. 1
and 2




As can be seen in Table 7.1, the average number of IUs uttered by the entire sample
when composing aloud prior to writing in Chinese was 38.1 IUs per text. Individual
variations in terms of producing IUs were great (s.d = 28.78), one child producing a
high of 107 IUs and one a low of 10 IUs. The mean number of IUs produced when
composing aloud was 54.2 for Primary Three (P3), 22.8 for Primary Four (P4). That
the P3 group produced twice as many IUs as their P4 counterparts would suggest that
clear developmental trends were not displayed in the very small sample included here,
as confirmed by the non-significant analysis of variance (see Appendix 7.5). On the
other hand, one would not wish to argue on the basis of the present research that the

generation of IUs is not age/ability related.

The mean number of IUs overall appearing in the Chinese written scripts was
28.61 per text, the high standard deviation of 17.86 reflecting wide variation in
individual differences. Again, there were no across age group differences in the
analysis of variance (see Appendix 7.5). It is interesting to note that most IUs were
written by P3, the youngest group of subjects, but one would not wish to imply on the
strength of the small samples in the present study that the generation of idea units is
negatively correlated with age.

As can also be seen in Table 7.1, there is a difference in the incidence of IUs
in the written and spoken performance and a marked decrease in the number of idea
units produced when writing in English compared to writing in Chinese (p<.001, see
Appendix 7.4). To remind the reader, the subjects composed aloud in Cantonese
whether or not they were to compose in Chinese or in English. Of the 18 subjects,
12 produced more IUs when composing aloud than when writing.

The average number of IUs per composing aloud session was 31.9 per subject
when writing in English. The large s.d. of 26.6 reflects the fact that individual

differences were large. In fact, P3 subjects generated more ideas than the other two
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groups. The average number of IUs per written text was 16.9, the s.d. of 15.2 also
reflecting wide variance. In fact, two P3 subjects could only produce a few words in
the written texts. On average, the number of IUs actually produced in writing

amounted to only 53% of those present during the composing aloud stage, an average
reduction of 15 IUs per child.

Generally speaking, all subjects were more fluent and productive in terms of
ideas generation when composing aloud than when putting pcn. to paper, regardless of
whether the child was writing in English or in MSWC. Clearly, spoken competence
outstripped written competence. It is interesting to note that subjects could on average
express more ideas in Chinese than in English (English mean= 16.89 vs Chinese mean
=28.61, t-test significant at the 0.001 level, see Appendix 7.4). Put simple, subjects
were able on average to express in writing 75% of their composing aloud ideas in
Chinese, but only 53% in English. An examination of the scripts would suggest that
subjects had felt it necessary to simplify or amend 47% of their intended expressions
when writing in English, compared to 25% when writing in Chinese, the mother

tongue.
7.2.2 Addition and Deletion of Idea Units

After composing aloud, the subjects went on to write their scripts. As they wrote,
they sometimes added new ideas and sometimes deleted previous ones. Looking at
the verbal protocols and the written texts produced, any ideas found in the written text
but not in the verbal protocols were considered additions of new ideas. On the other
hand, when there were ideas appearing in the verbal protocols but not in the written
texts, the subjects were asked in interview to give an explanation. If their answer was

"I didn’t want to write this" or "I changed my mind," the spoken U was considered
a deletion.
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Table 7.2: An example showing the presence of additions and deletions (Subject

4B6C)
L.U. in Composing Aloud LU. in Writing
Aoy % B A P M R
I am called X X X. y name is X X X,
Ao > 2 5T
I studied in X X primary school.
(added)
A PA B A B ¥R H oy B A e P
My school is in Central District. My school is in Central District.
i 2 %R (deleted)
The surrounding is very beautiful.
AR AR 1o (deleted)
There are two play grounds in my
school.
SrrBaedp
I go to school by school bus every

Table 7.2 shows in summary form the first paragraph of a script written in Chinese
by Subject 4B6C, showing addition and deletion of IUs. As can be seen in this
example, the subject added two and deleted two IUs, evidence that she had

transformed the contents of the text.

Table 7.3: Summary of addition and deletion of idea units in the scripts

IU (Mean) 33 | 108 1 5.3 1 8.5 1.78 8.22
added

s.d. 7.69 | 15.1 | 0.63 | 5.09 | 1.67 | 8.07 443 9.96

IU (mean) 76 | 258 | 43 1.5 35| 7.8 5.17 13.72
deleted

s.d. 155 1 205 | 3.39 | 689 | 493 | 6.62 9.24 15.09
No.
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Turning first to the writing in Chinese, 16 of the 18 subjects added new ideas (mean
8.22 IUs per text, s.d. 9.82) into their writing. Of course, the addition of ideas
changed the content of the eventual text produced. 17 of the 18 subjects deleted ideas
units (mean 13.72 IUs per text, s.d. 15.09). The deletion of ideas usually involved a
selecting out of the ideas generated. Most subjects added and deleted ideas in the

present study.

The researcher observed two broad types of subject in terms of changing their
verbal intentions in the writing eventualiy produced. One group (12), ‘changers’,
made a large number of additions and deletions, whilst the other group (6), ‘non-
changers’, made few changes in the writing eventually produced. For instance, the
incidence of additions and deletions of IUs by Subjects 3A1C, 4B6C and 5B5C (from
the first group) was high, whereas for Subjects 3B5C, 4B4C, and 5B4C (the second

group) it was low. Table 7.4 presents a summary of the data for these two sets.
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Table 7.4 Summary of the idea unit additions and deletions by two sub-groups
of subjects: changers and non-changers

| 3A1C | 4B6C | 5B5C | 3BSC | 4B4C | 5B4C
L.U. in composing aloud 57 20 24 13 12 11
L.U. in writing 79 22 25 15 12 11
New LU. added in 40 12 18 3 1 0
writing
LU. deleted in writing z}a 10 17 | 3 1 0 |

As writing is a process of discovery, addition of new ideas is common in the
composing process. When subjects had new ideas, some would add them into their
written text. On the other hand, if they had generated many ideas, they might select
some ideas and delete others considered less relevant. Perl (1978) observes that,
sometimes, writers mention insights during oral composing which seem to be
overlooked or lost when actually writing.” The scale of such additions and deletions
can be taken as evidence of the rate of transformation. For instance, for Subject
3A1C, the number of IUs produced when composing aloud was 57, 21 of which were

deleted and 40 new ones added. Consequently, there was a marked change in content
between spoken and written protocols.

The first group, changers, clearly belonged to this category, with considerable
discrepancy between the content of their composing aloud protocols and their written
text. The implication here is that the incidence of transformations was high. In
contrast, for the second group, non-changers, it would appear that the incidence of
transformations was much smaller. On the whole, the P3 subjects (mean = 25.8) made
more deletions than P4 subjects (mean = 7.5) and P5 subjects (mean = 7.8) when

writing in Chinese (one-way analysis of variance, p<.05, see Appendix 7.5).

Turning next to writing in English, the L2, adding new ideas when writing was

less common, with an average of only 1.78 IUs (s.d. 4.43) per text and only 9 subjects
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introducing new ideas in the written text. The average number of IUs deleted per text
was 5.17 (s.d. 9.24), with the majority (11) deleting less than 4 IUs. In general, the
addition and deletion of ideas was not common and the content of the verbal protocols
and written texts did not vary markedly. However, when there was a discrepancy in
terms of the number of IUs in the composing aloud protocols and the written texts,
this struck the researcher when observingAas being related to avoidance strategies. In
other words, several IUs revealed in the composing aloud stage were avoided when
writing, rather than being deliberately deleted.

From the above, there is evidence that some subjects transformed ideas during
the process of writing. When writing, they added and deleted IUs in ways which
suggested ‘internal transformations’, in the sense that they could not always be
detected from the recorded data alone. More [Us were added in the Chinese than in
the English text (Chinese mean = 8.22 vs English mean = 1.78, ‘t’ value = 4.18,
p<.001, see Appendix 7.4), and there were also more deletions of ideas when
composing in Chinese than in English (Chinese mean =13.72 vs. English mean=5.17,
‘v’ value = 2.09, p<.05, see Appendix 7.4). In other words, it seems that there were
more transformations in Chinese than in English, and more changing of content when

subjects wrote in Chinese.

7.2.3 Completing and Fragmenting Group Ideas Units

A ‘group idea unit’ (GIU) is formed by a number of IUs, usually around a main idea
(Tian, 1990). When subjects wrote in Chinese, their ideas articulated in the
composing aloud procedire might often be fragmented or broken, whereas the same

ideas in the written text were usually more cohesively expressed. The following is an

illustration:
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Verbal protocol in Cantonese:
o, B2 R IR, AR E L T op|oy
9. B el
(Suddenly, I fell down. I fell down. The school bag was dropped on the
ground. The school books were all dropped.) (Subject SA1C)

The passage was written in Chinese:

B-%idp e RBHwiElBR. il
REA b ey ndsodrp-E%5m,-& -
W7 b = e B 8% ] T, BR B RTE 2 128 8y . AR
EhA 1 r Rk HE L o BiEgEe HE
£ B, 9% 2 Xk,

(A car was very quickly driven towards me. The driver did not care about me.

The dirty water was spilt onto my clean uniform. At that time, I was in a
sorry plight, just like a wet hen. I was careless. 1 stepped on a stone and fell
on the mud. My beautiful face was smudged. My new school bag was soiled
and looked tattered. The school books were in the mud. They appeared
shabby.) (Subject SA1C)

Another example can be seen in the following:
The verbal protocol in Cantonese:
(She did not go to school.)(Subject SA3C)

The following appeared in the written text:

AR aeswabadr@er % WBL®RER
LA LR

(That day, she did not go to school. Her mother did not stop her doing that.

Her mother expected that she would have troubles which would give her a
lesson.) (Subject SA3C)
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As one can see, the background context to the event is more fully communicated in
the written form. In short, whereas in the spoken protocols some GIUs were

fragmented and incomplete, in the written passage they were better expressed, better

explained and more complete.

Table 7.5: Completion and fragmentation of group idea units

P3E | P3C | P4E | P4C P3-PSE
GIUs completedin | 0 | 117 | 0 | 83 | 0 | 116 0 106
s.d. 0 |194| o [o075| 0o | 093 0. 126 4‘
| GtUs tragmentea | 8.17 | 083 | s [ 033 333 | 017 | 5 044 |
“ s.d. 564 | 117 | 569 | 052 | 2.5 | 041 5 0.78 “
“ No. 6 | 6 | 6 | 6 6 6 18 18

I ———

In the study, 19 group IUs were enriched and improved by a total of 11 subjects in
writing Chinese, with an average of 1.06 group IUs per text. During the composing
aloud stage, subjects had to deal with several composing sub-processes at the same
time, for example, generating, planning and organizing. During writing, the subjects
had more time to think, revise what had been generated and edit ideas. At the same
time, when subjects wrote in Chinese, some complete IUs in the composing aloud

phase might be expressed in fragmented ideas which would be incomprehensible if

written down. Below is an example.
Verbal protocol in Cantonese:
IE$03 - BBl BB - A 2AF L 7, 2% & B

1§ R % RN T ot Bk § e, R TR BR D,
7 Hededg BRI s oB 3.

(She said to the old man, "I come here. Can I stay here for one evening?" The
old man said, "Yes, on condition that you cook the food for us. The animals
here can talk. You must protect them too." )(Subject 3A3C)
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The written passage:

RAEW: T BT A A -k BAG 2: TN,
Fe L BIKE B 9.

(The eldest daughter of the man asked,"Can I stay in your house for one

evening?” The old man of the forest said, "Yes, there are a lot of animals.")

(Subject 3A3C)

From the above example, one can see that the verbal protocol provides more
information than the written passage. The information in the written passage seems
to have been simplified. The part about the animal is important for the gist of the

story and is essential for understanding it. Thus the transformation of ideas seems to

have fragmented the spoken version.

In the entire data gathered in connection with writing in Chinese in the present
study, only 8 GIUs were thus fragmented (mean 0.44 GIUs per text, s.d. 0.78). When
the subjects wrote in English, improvement of ideas when expressed in writing was
rarely noted. When subjects wrote in English, ideas were generally complete in the
composing aloud phase, but sometimes appeared fragmented in the written text
eventually produced. Below is an example:

Verbal Protocol in Cantonese:
Bieonb F =D MA, HEM: HRe A mid K&
BEM TSN RBER ., 12 Bk, R ek
PO x, A B, Ly AREAE L AE
) -l Wk, o085 B8R T, SRER L
Foa o Wik - SRE, fiikdon 1RARE .
MR BT &, ERA L.
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(Translated in English) (The wolf had a new plan (to get the little pig). He
said to the little pig, "Tomorrow at six o’clock, I shall wait for you below the
apple tree. We can get some apples to eat. The little pig went to the tree at
five o’clock. The wolf also went there at five. The wolf saw the pig. The
pig was on the tree and tried to find a way to flee. He had an idea: he picked
an apple for the wolf; when the wolf was trying to get the apple, then it could
flee. The pig took an apple and threw it to the wolf. The wolf tried to catch

the apple. The pig jumped down from the tree quickly and went home.)
(Subject 4A3E)

The above ideas were written in English as follows:
The wolf said "at six o’clock, we will get the apples in the apple tree" and the
pig go to the apple tree at five o’clock. Then he saw the wolf and said "I

shall throw an apple for you. And you get it." Then he throw the apple and
fast away and got home. (Subject 4A3E)

If one compares the above two passages, the protocols for the composing aloud offers
fuller and more comprehensible information than the written text. It is very difficult
for a reader to understand entirely the written text. The ideas expressed in the
composing aloud phase in Cantonese are coherent and comprehensible. However,

when these ideas are written down in English, they are transformed into fragmented
ideas.

This phenomenon was quite common in the English scripts written by the
subjects in the study. Overall, the average number of GIUs fragmented per text was
5.5 (s.d. 5), and the incidence of GIUs fragmented per text seemed to vary
systematically with the age/class group involved (P3, 8.2; P4, 5.0; PS5, 3.3). The
overall trend might suggest that the subjects’ English language competence was
poorest in P3. It should be noted that individual differences varied considerably. For
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instance, Subject 4A1E fragmented 16 group IUs, while Subject 4A2E fragmented

" only one.

In terms of transformation of ideas, from fragmentation to completion, it was
found that there were more transformations in the composing aloud to written text
when writing in Chinese, which improved the sense of the composition, than when
writing in English. In other words, there were on average 1.1 GIUs per text when
writing in Chinese, compared with an average of less than 0.00 GIUs per text when
writing in English (‘t’ value = 3.56, p<.001, see Appendix 7.4). In the case of
transformations involving a move from completeness to fragmentation, for Chinese
there were on average 0.44 GIUs per text, compared with 5.5 GIUs per text in English

(‘t value = 4.27, p<.001, see Appendix 7.4). These figures clearly reflect the
subjects’ superior ability in their L1.

7.3 Transforming of Organization of Ideas

A primary requirement of any effective piece of writing is that it is organized
according to some recognizable form. Writing that is not ordered is like a scrambled
note book: the message is not clear and the reader cannot understand it. According
to information theorists, there are three general ways in which information can be
organized: randomly, sequentially and hierarchically (Sherman and Johnson, 1975).
Random organization shows no clear pattern in the ordering of the ideas produced by
the writer. Sequential organization usually involves lists of items arranged so that
each idea has some relationship to adjacent items, for example, chronological,
alphabetical or numerical. Hierarchical organization involves more complex multi-
level relationships, in the sense that some ideas have other ideas subsumed within
them. Sherman and Johnson observe that the random method of organization is

generally unsuitable for conveying messages to readers, since ideas are disconnected
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with no cohesion. In contrast, sequential and hierarchical organization are better for

conveying the writer’s meaning.

In the present study, the organization of ideas in the verbal protocols and the
written texts of the subjects was classified according to Sherman and Johnson's
analysis. To identify incidents of transformation of organization of ideas, the

organization of the verbal protocol of each subject was compared against the

accompanying written text.

When the subjects wrote in Chinese, transformation of the organization of ideas
could clearly be detected. First, there were transformations occurring when subjects

produced ideas in the composing aloud procedure where knowledge telling strategies

were used. Some children would often simply express ideas in an unconnected way,

their verbal protocols giving the appearance of being randomly organized. However,
in the written text which followed, their ideas were sequentially organized, as can be
seen below in the following example from the efforts of Subject 3B6C. The ideas in
the verbal protocol were arranged in the following order:

Introducing herself
recess

lunch

activities after lunch
English lessons
Easter holidays
examination
dictations

dolls

going to school

saying prayers

queuing in the playground
attending class

returning home.

The ideas in the written text were rearranged in the following order:
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Introducing herself
in the morning
go to school

chat with classmates
lining up, go to class
lunch

after school

doing homework
taking a rest
packing books

after dinner

revising for dictation
going to bed.

A comparison of the verbal protocol and written text reveals that the verbal protocol
was randomly organized, whereas the written text was arranged according to the time
sequence in the day. In other words, the written text was more sequentially organized.

Of the 18 subjects, five cases transformed their work in this way, showing more

orderly organization in the writing.

The second type of ideas organization was to try to keep basically the same
sequence in writing as was produced when composing aloud. There were minor
variations, with some subjects producing a few more ideas when composing aloud
than when writing, with elements of detail deleted, and other subjects adding details
and a few ideas when writing. However, these deletions and additions of ideas did
not fundamentally change the underlying forms of organization. In short, the
organization of verbal protocols and written texts was sequentially organized, with

only minor changes present. This type of organisation can be seen in the work of
Subject 4BSC, below.

Ideas in speech Ideas in written text in Chinese

Family members Family members

mother mother

father father

younger brother younger brother
younger sister younger sister

activities on Sunday
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A third type was where the organization of ideas in the verbal protocols and
the written texts were nearly same, both in detail and format. Here, transformation
of organization was minimal. The fourth type consisted of subjects who arranged
randomly both their verbal protocol and written text, with transformation of ideas in

the text. A fifth type saw the verbal protocol arranged in sequential or hierarchical
order and those in the text random.

Table 7.6: Types of organisation of ideas in the verbal protocols (VP) and
written texts (W), Chinese and English (18 subjects)

P3| P3
E C
1. VP random and W sequential 0 3 1 1 0 5
2. VP sequential, with reduced 1 2 1 3 1 3 3 8
or added details,and W
sequential
3. VP sequential, with minor 1 0 2 2 1 2 4 4
changes to W sequence
4. VP random with reduced 2 1 1 0 2 0 5 1
detail, W random
5. VP sequential or 2 0 2 0 2 0 6 0
hierarchical, W random
No. 6

Table 7.6 summarises the types of organization of ideas for writing in Chinese and
English. From the Table it can be seen that, when writing in Chinese, for the first
type, five subjects were able to transform the randomly organized ideas in the
composing aloud procedure into sequentially organized text. The transformation here
was a clear improvement. For the second type, six subjects were able to discard
unnecessary details and two were able to add ideas in the text. Both verbal protocol
and written text were sequentially organized, with no confusion in the transformation
process and the written product remaining organized. For the third type, four subjects
made no change of organization in the final text. For the fourth type, the organization

of ideas was arranged randomly as was the final product, with no improvements due
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to transformation. Overall, 13 out of the 18 subjects made improvements in the final

text.

Table 7.6 also summarises the results when the subjects wrote in English,
having first composed aloud in Cantonese. Here transformations also occurred, but
there was no evidence of the first type of transformation of organization of ideas.
Three (out of 18) belonged to the second type, these subjects organizing ideas
sequentially, both when composing aloud and writing. In addition, they also discarded
some unnecessary details in the final product. The transformations they applied to the
organization of ideas led to an improvement. There were four subjects of the third
type, where the organization of the ideas in the composing aloud and the writing
phases was sequential. There were only minor changes to content, and these did not
affect matters very much. For the fourth type, five subjects organized their composing
aloud protocols randomly, with some ideas reduced. The written scripts were also
randomly organized, with no improvements arising out of transformation of
organization. In the fifth type, the ideas in the verbal protocols were logically
organized but the text was randomly organized. Below is an example of this,
produced by Subject 4B4E.
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Main ideas No. of IUs
A. Ideas in the verbal protocol:

Name and address of school
Two school buildings
old school building
new school building
new school building 10
number of floors
facilities and resources
extra-curricular activities
sport competitions
The writer participated in the competitions

N W

W e

B. Ideas in the text:

The address of the school and size
resources

number of floors

studies in P5

table-tennis competition

likes his school

—t e D BN

Subject 4B4E tried to organize his ideas in the verbal protocols using a mixture of
sequential and hierarchial ordering. His ideas were orderly and well organized, but,

when he wrote in English the ideas were randomly organized and the number of
essential ideas were also reduced.

Altogether, there were 6 subjects whose ideas in the verbal protocols were
sequentially organized when thinking about writing in English. However 3 of them
wrote their ideas in their texts randomly, and the other 3 did not appear to have
enough knowledge of English to express themselves. In general, these 6 subjects
made no improvement in the organization of ideas between composing aloud and

writing ideas down. This type was typically found in the writing of English, the L2,
but not in Chinese.
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From the above, one¢ can say that Type 1 subjects made improvements in the
organization of ideas, from random to sequential. Three subjects did this when
writing in Chinese, but none at all did this when writing in English. Type 2 subjects
were able to improve their writing by reducing unnecessary details or adding new
information. Eight subjects did this when writing in Chinese, compared to 3 when
writing in English., Thirteen of the 18 subjects were able to improve the orderliness
of their ideas when writing, when the medium was Chinese, compared to 3 only when
the medium was English. Six subjects who delivered their ideas sequentially in the
composing aloud process, wrote ideas which were much less orderly when writing in

English. None of the children did this when writing in their mother tongue.

In the majority of the pieces of writing produced in the study (25 out of 36),
ideas were presented sequentially in the composing aloud procedure in Cantonese.
Anderson (1985) proposes that linear discourse organization is typically used when
structuring speech. When a speaker describe events, the information is presented in
a linear order according to the sequence in which the events happen. In this study,
the subjects did not lack ideas needing organization when writing, but many children
found it hard to present their ideas in an orderly way when writing, especially when

the writing was in English.

Organisation of ideas, both at sentence and full text level, is important for the
successful communication of meaning and hence to the quality of the written product
(Scardamalia and Bereiter, 1987). When writing in Chinese, 13 out of the 18 subjects
were able to improve their ideas between verbally articulating them and writing them
down, and 4 kept to the same orderly sequence used in composing aloud when they
were writing. This would seem to indicate strongly that they had procedural
knowledge about achieving coherence though the structuring and organisation of ideas

when composing. However, when writing in English, the L2, only three out of the
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18 subjects seemed able 1o write coherently. Six of the subjects, one-third, showed
that they had the appropriate information and procedural knowledge when thinking in
Cantonese about writing in English, but, when trying to express these into written
form, they only succeeded in writing a disorganised, incoherent set of notes. They

gave every indication of struggling at even the sentence level, and of being unable to

plan at the full text level in English.

7.4 Transformational Approaches

Communication strategies are needed when the speaker is not able to attain his
original communicative goal in the way planned, so is forced to reduce the goal or to
seek alternative means to express it. According to Ellis (1990a), communication

strategies are often the result of an initial failure to implement a production plan.

Bialystok (1990) proposes that definitions of communicative strategies should
include three features: ‘problematicity’, ‘consciousness’ and ‘intentionality’. Strategies
are called upon when the speaker perceives that there is a problem which may
interrupt communication; the choice of strategy is a conscious one; and, if the
communication strategy used has been consciously arrived at, then it follows that the
speaker who employs it is aware of having done so (p.4). Intentionality also refers
to the learner’s control of a repertoire of strategies, where particular ones are selected

from a range of options and deliberately applied to achieve certain effects.

Writing is a monologue. Communicative problems however, occur in
monologue just as much as in dialogue (Ellis, 1990a), so writers may sometimes need
to use communicative strategies when composing. However, there are marked
differences between writing and speaking. In writing, the learner’s interlocutor is not

present, and there is no overt negotiation of meaning. The writer has time to
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anticipate communicative breakdowns and select alternative approaches to achieve
communication. Aware that the goal is to write about a given topic, writers can
change plan if they realize the inoperability of their initial production plan before

actually writing. In short, they can avoid or by-pass problems.

The writer may also deliberately select approaches to transform ideas produced
in the composing aloud stage in order to present them in a comprehensible written
form for a particular target audience. Such decision making is similar to choosing
communication strategies. However, not all such strategies fit into the definition of
communication strategies offered by Bialystok (1990), for their choice may not arise
out of negotiating a problem. Neither is it certain that the writer has consciously and

deliberately used a particular approach. Thus, the term ‘transformational approaches’

is used instead of ‘communication strategies’. The sections below examine more

closely descriptions of these approaches.

7.4.1 Avoidance

Avoidance is a common transformational strategy, and may be classified into several
subcategories. The most common type is topic avoidance, where writers simply do
not talk about concepts when they are unsure about the language involved or about
the language structures needed, simply because they expect that communication
problems will arise (Bialystok, 1990). Brown (1987) refers to this as avoidance of
syntactic or lexical difficulties. Another type of avoidance is message abandonment,
witnessed when a writer fails to discuss or abandons topics which they have
mentioned in the composing aloud stage. This arises out of a change of intention, not

through fearing a linguistic challenge (Bialystok, 1990).
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In the present study, topic avoidance was studied in some detail. After the
writing session, the verbal protocols of the subjects were compared with the written
text, and anything found in the protocol but not in the text was scrutinised
immediately. Subjects were usually asked to give reasons for the missing information.
If they answered, "I don’t know how to write or express it", this was considered
‘avoidance’. If they answered, "I don’t want to say it, or I forgot to put it down", this
was considered ‘message abandonment’. As message abandonment is usually a matter

of changing one’s intentions or forgetting to include something in the text, this aspect

was not studied in any great detail.
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Table 7.7:

Topic avoidance and message avoidance by one subject (3A2C)

ljommﬂg Aloud Protocols (in Cantonese)

Written Text (in MSWC)

AR - 18 EoEk

Once upon a time, there was a forest.

A% K0 B - 1) £x AR

Once upon a time, there was a forest.

TELA L

There were many

MA

v B - 2 157 3 9 3845
One of them was a lion. It was very proud.

f-Rt 3 & IR B yey

There was a proud lion.

At last, a rabbit jumped out from the forest.

kot B2 TA
The lion believed itself very capable, it

always ...

Lok th ek ¢ Ikt ~B0 PR | MA

seil: rrd B x 1883 i BBLEIA,

It said," You are a big lion, you think you are
very capable.”

- B J- B R = 3%, AP EEHLEY
1%E2, T2\ oy ARL -EL PN, S kB |
One day, the little rabbit said, " You are so
proud you will know the result when my

comrades and I challenged you.”
|[%JL&<‘.WI'—} 3 v MR R TA
At last, the lion was very unhappy.
T 2 A2 B #ty -fpd B &
It tried to catch it. 'Ihb%_l(i‘on heard this and tried to catch the l
rabbi
PRI REN S 2 08 T ¥ A B -8, % AR 3
At last, the little rabbit jumped and The little rabbit jumped and disappeared.
disappeared
m;_,efﬁg\mwxmwk. A3, oA ARLRAR Sk
22k 28 R

At'last, all the animals came out, including

In the early moming, the comrades of the

the rabbit. rabbits did gather together.

O kAt 3 23 BEAL ARRRANEY | o

SER LI L IEVS L

"you see, the lion is very proud, we will see

you get more support, or I get more support.”

#B1 3 3 BWoe g e MA

melionchallenﬁgeddwrabbit.

RIEdRA 12 ey E TA

At last, no one voted for the lion.
#E5 -3 A G0k 6y 8040 2
The lion saw all the animals support it. He "/
felt ashamed.

e §4 9% ) MA

Therefore the lion lost.

Mowe Y, we B 3 Ry A RBS A | E 5048y 3 1y B BEHL

From then on, the lion tried not to be proud.

Therefore, from then on, it tried not to be

(TA = topic avoidance; MA = message abandonment)
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Table 7.7 summarises and illustrates topic avoidance and message abandonment by
Subject 3A2C. As the subject did not know how to write "4Z=p " (very capable),
"398 & " (unhappy ), "$#Z " (to vote) in MSWC, she simply avoided expressing

these ideas in her written text.

Table 7.8: Summary of avoidance of ideas due to linguistic incompetence in
English and Chinese

From Table 7.8, it can be seen that the mean number of topic IUs avoided when
writing in Chinese was 0.56, a very small figure. As the total number of IUs
involving avoidance was small, the difference across the three age levels was also
small. The small incidence of topic avoidance is understandable, since subjects were
allowed to leave spaces blank if they did not know how to write the word. Naturally,
they were quite confident about expressing themselves in Chinese and, if they had
difficulties, could use other transformation approaches, for instance selecting similar
ideas or words to express the message. However, when writing in English, evidence

of avoidance was much more apparent. Table 7.9 summarises the way Subject SB6E

used the avoidance strategy.
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Table 7.9: Example of using an avoidance strategy (Subject SB6E)

FH - -- &%‘%14?&, 1% "*%‘?5‘( My name is - -. I am X in primary
1\,;3 five in - - school.

Iam 2. -. 1 am studying in primary

five. I study in - - school.

T %
I am eleven years old.

NP B xx B My school is in X Road.
My school is in X Road.

B 0 % °F o§ 1% + = ¥E9% 4| Every day I go to school before ten
2 w2, 2 5 4 $T-54% 37 | minutest two. And everyday ata X to
| ' T six, I go home by school by bus.

I 5%t - B avoided

- “t ,[i\

{%l‘u’st arrive school by ten to one
exactly. A quarter to six, the school
bell is rung at the end of the school
day.

{J %8 z ¥ £8 AL 9~ £ avoided “

There is a recess at three o’clock.

iﬁfﬁ_ B o= Xy A& %R | avoided \\

- A8, 7B B &
There are two playgrounds. There
were three in the past. One was

| demotished.
By £23% % )e) R My school before is very beautiful, “

The environment of the school was but now my school is very X.
very good.

% Bse B rhn BT 25 o | avoided
AL R, o k>RE, poah
2 §4TD> AU ORek, 2
% it,a&p;‘lii MHRE, 282
< \ -3
I?Iow%\l'er, eTe is a construction site
now. Therefore the Government
advised us to use air- conditioner to
prevent sound pollution. Every day we
have to walk on the broken road. The
teacher said that we would move to a

new school premise someday. I do not
know when will happen.
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3( L% X9 B @t 13 B My school have about 40 teachers.
They are very kind.

There are about forty teachers. They

are very kind.

neg B LB k) & ,%“:1 avoided
There were about nine hundred school
pupils.

R )5k B4 oin B i And my school's X is very helpful. I
like my school very much.

I like my school very much because
my classmates are very good to me.

As can be seen in Table 7.9, Subject SB6E tried to avoid 10 IUs because of linguistic
difficulties. The content of the verbal protocol was more extensive than that of the

written text, many important and interesting details about the school were avoided, and
four TUs were abandoned in the sense that they were messages which the subject had

forgotten to include in the written passage.

The mean number of IUs with topic avoidance in writing English for the 18
subjects was 9.94 (see Appendix 7.4). If this number is compared with the mean
number of IUs in the composing aloud phase (31.94), it would appear that some 31%
of the ideas generated were avoided or discarded. In other words, at least one-third
of the ideas were avoided or abandoned, possibly due to linguistic difficulties. A
slight but statistically non-significant decrease of avoidance was found from P3 to PS5
(see Appendix 7.5), the trend weakly indicating that fewer ideas were avoided as the
language competence of the subjects improved.

The avoidance strategy was used more often in writing English (mean IUs =
9.94) than in Chinese (mean IUs = 0.56) (‘t’ value = 5.55, p<.001, see Appendix 7.4).
It would appear that talking helped release ideas, but the sheer act of talking did not

help subjects write them down. For all sﬁbjects, talking in Cantonese was easy for
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it is the medium they have used all of their life. Thus, they could fluently speak out
ideas, but not necessarily write them down. Writing placed them in a situation where
they had to literally account for every stroke of every word. At the same time,
according to Perl (1978, p.333), the explanatory strategies young children use to

communicate in talking are not always available to them when they move to writing.

Clearly, the gap between writing and speaking was narrower when using the
L1 than it was when communicating in the L2 for the subjects in the present study.
It was quite common for subjects to avoid or abandon a difficult translation task to
solve a problem of expression. According to Faerch and Kasper (1983b), such
behaviour helps reduce the scope of problem, and Biggs and Telfer (1987) point out
that the kind and amount of reduction that occurs in the process of writing depends

on the students’ general approach to learning, and on their linguistic and rhetorical

competence.
7.42 Replacement of ideas due to linguistic incompetence

When the subjects could not find the words or sentences to express themselves in the
target language, they would sometimes try to avoid the idea or use another to replace
the original. Such replacement of ideas was studied by comparing the verbal protocols
and the written texts and looking for discrepancies, then following these up in the

interviews. Below is an example of replacing an idea by Subject 6B6C:
(Cantonese)

B 85 o 4818 18 %
(Sometimes, chat with each other)
Replaced by (MSWC):

B 8% W o
(Sometimes speak)
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The above is an example of approximation: the use of a single target language
vocabulary item or structure, which shares enough semantic features in common with

the desired item to satisfy the subject (c.f. Tarone 1981, p.286).

Table 7.10: Summary of the incidence of replacement of ideas in English and in

Chinese
=;3B P3C | PAE | PAC | PSE | PSC | P3- P3-
PSE P5C
Mean 0.5 0 15 | 0.17 | 1.83 1 1.39 | 0.39
s.d. 1.33 0 1.87 { 041 | 147 | 063 | 154 | 0.61
No. =6= 6 6 6 6 6 18 18

As can be seen in Table 7.10, the mean number of replacement IUs per subject writing
in Chinese was relatively small (0.39). This is obviously in part due to the fact that
the subjects were allowed to leave blank spaces to show that they did not know how

to write the word. In other words, they were not forced to write down their ideas

expressed in speech.

Replacement of ideas was also found when they wrote in English, as the
evidence below from Subject 3B6C illustrates:
(Cantonese)
R TNENL ST S N
(After lunch, I rest for a while.)
(English)
"I rest about fifth (fifteen) minutes.” (Subject 3B6C)

The phrase "for a while"” was replaced by "fifteen minutes". The subject did not know
the first phrase in English so she used another phrase to replace it. "Fifteen minutes"
was an explanation of "for a while", an example of paraphrase which is an alternate

and acceptable target language construction (c.f. Tarone, 1981). The following is
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example:
(Cantonese)

Fox, 2t

(I do the same routine.)

(English)
"I go to school. Then I eat thinks (things). I go to do my work." (Subject 3B6C)
(Next day, I do the same thing: go to school, eat my lunches, and do my work.)

Instead of writing "I do the same routine again”, she wrote three sentences to indicate
a sense of repetition. This is a circumlocutory approach, where the subject describes
the characteristics or elements of the object or action instead of using the appropriate

target language items or structures.

Turning to the replacement of ideas in English, the mean number of IUs per
subject was only 1.39, again a small number and again reflecting the fact that the
subjects were allowed to leave blanks when they could not find the word needed. At

the same time, the subjects were probably using avoidance approaches when

communicating with an inadequate linguistic system.
7.4.3 Overgeneralization

When subjects cannot find specific expressions to communicate their ideas in writing,
they might employ a broader term to generalize or encompass what is in their mind.
They might also extend the meaning to include instances where, to the subject, they

logically apply, as can be seen in the example below.
(Cantonese)

REEE, 9L E
(I return home, take a bath, and eat some biscuits.)
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(I return home, take a bath, and eat some biscuits.)
MSWC)

an 9 -
WAL, RIE L Ew .
(I take a bath; then eat something.)(Subject 3B6C)

Here, the word "something" is used as an overgeneralisation which includes the word

"biscuits" ,

Overgeneralization of expression in writing English was also found, as the
examples below demonstrate.
(i) (Cantonese)
MR G, M BB IRE KABE
(It picked up some stones, and dropped the stones into the water bottle.)
(English)

"The clever bird pick up some stones and throw it into the water." (Subject 4B4E)

(ii) (Cantonese)
€ & 434a, 18 %o s d
(The queen was very beautiful, but she was not good at heart.)
(English)
"The queen was beautiful too, but her heart was not beautiful.” (Subject 3A1E)

Subject 4B4E reported that he did not know the spelling of "bottle”. He used the
word "water" to represent "water bottle". Subject 3A1E said she did not know how

to express ",w's¥ 24y (not good at heart) in English. She hence used "not beautiful"
to represent her idea.
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Table 7.11: Summary of the overgeneralisation of ideas in English and in Chinese

;ﬁ%
P3E | P3C | PAE | PAC | P5E | P5C | P3-P5E | P3-P5C

Mean 183 | 083 | 1.16 | 0S5 2 0.67 1.66 0.66
s.d. 223 |1 075 | 075 | 0.55 1.1 | 0.52 1.46 0.59

The mean number of overgeneralizations of specific expressions when writing in

Chinese was small (0.66). Similarly, when writing in English, the mean number of
overgeneralizations of expressions per subject was only 1.66, with significantly more
overgeneralizations in English than in Chinese (‘t’ value = 2.77, p<.01, see Appendix
7.4). Individual differences were considerable, with some subjects having none and
one subject having 6. The latter child was a P3 pupil and her written text was the
longest of the 18 subjects. Although the evidence is very slender indeed, due to the
small sample and experimental design, it would appear that subjects tended to use
overgeneralization more in English than in Chinese. Brown (1987) observes that
overgeneralization often involves the incorrect application of previously learned 1.2
material to a different L2 context, and suggests that all generalizing involves

transformation and that ail transfers involve generalizing.
7.44 Changing Topic

It is common practice for writers to change topic during writing. Sometimes writers
have problems in expressing themselves or finding the right words, and this might
prompt them to change topic. The subjects in the present study sometimes changed
topic during the writing stage if they were unable to think of words equivalent to
those they had used when orally composing. Of course, a change of topic is not
necessarily linked to language problems for writers will often change their intention
and simply switch to alternative or different topics. Below is an example of this

phenomenon displayed by Subject SB4C when writing in Chinese.

238



(Cantonese)

dox o, FREEAG w3 ed prod vl Bt 1 B R A
@9 PR F kR,

(The teacher felt very angry. Therefore she punished Siu Fan by standing and Siu Fan
had to say sorry to Siu Ming.)
(MSWC) R .

zan# %08 RAE RSk aBa b,

(The teacher found Siu Fan too naughty; she asked Siu to stand in front of the
podium.)
From the Cantonese, it can be seen that the subject wanted to write about the feeling

of the teacher, but he changed his mind and wrote about Siu Fan.

Table 7.12: Summary of topic changing in English and Chinese
P3E | P3C P4E PAC P5SE P5C P3- P3-
P5E P5C
Mean 1.17 1.5 2.16 1.33 1.5 1.5 1.6 1.44
s.d. 1.17 | 0.55 1.17 0.52 0.84 0.84 1.1 0.62
6

Table 7.12 summarises the incidence of topic changes by the sample. The mean

number of topic changes per English text as a transformation approach was 1.6, and
for Chinese it was 1.44. There were no discernable trends across the age groups from
Primary Three to Primary Five. Nevertheless, there were cases of changing topic as

a transformation approach in writing English. Below are examples.

(Cantonese)

%> e 1y § ed, 1§16 iﬁkxﬁ sif % %&%,’@g}&.

(We may try to pelt the frogs with stones, anyone who can kill the greatest number
of frogs wins the game.) (Subject PSA2E)
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(English)
"One of the children x (suggest) to throw the stone to the x (frog), who threw at the

x, that it die, who win."

From the above sentence, it can be seen that the subject tried to change "the number
of killing" to "the death of a frog". The topic here changed.
Below is another example:
(Cantonese)
-MrdAEYE
(The old woman was eating her breakfast.)
(English)
"The old woman drink (drank) a cup of coffee.” (Subject SA3E)

Here, the subject did not know how to spell the word "breakfast”. She reported that
she wanted to change this to, "The old woman drank a cup of chocolate." However,
this time she did not know the spelling of the word "chocolate”. She finally chose the

word "coffee”, an example of topic transformation being applied twice.

7.4.5 Transfer

Human beings usually approach new problems using existing sets of cognitive
structures. Through insight, logical thinking and various forms of hypothesis testing,
they will call upon whatever prior experiences they have had and whatever cognitive
structures they possess to attempt a solution to new problems (Brown, 1987). In terms
of L1 and L2 linguistics, transfer usually refers to the process of using knowledge
from the L1 when using the L2 (Cummins, 1981; Ellis, 1990a).

7.4.5.1 Transfers in Literal Translation



Often language users will translate word-for-word from their L1 when performing in
the L2 (Tarone, 1981). This is quite common in Hong Kong when Cantonese
speakers will write English using a literal translation of their L1. Literal translation
involves the replacement of words and sequences of words in the L2 with equivalent
words from the L1. In the present study, when writing in English, subjects would
sometimes use the sentence structures of Cantonese to accommodate words in English.
This approach can easily be detected, for Chinese characters are usually monosyllabic
morphemes and sentences consist of morphemic strings. In most cases a single
morpheme is a conceptual and semantic "unit”, but single units are sometimes
combined into compound morphemic and multimorphemic units (Li and Thompson,
1981). When writing in English, the presence of transfer from the subjects’ native

Chinese was often apparent, as can be seen in the performance of the subjects below.
(i) (Cantonese)

RS L%
(English)
"I am in X X School study." (Subject 3B6E)
(I study at X X School.)

(ii) (Cantonese)

4oy 3 & vl B - 18 8 fE eiE,
(English)
"Once upon a time had a beautiful queen.” (Subject 3A1E)

(Many years ago, there was a queen.)

(iii) (Cantonese)
1B0% 3215 AP
(English)
“He not remember open the window." (Subject 4A1E)
(He went to take a bath. He forgot to open the window.)
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Table 7.13: Summary of the literal translation of idea units

’l P3E

Mean no. of 2.17 2.83 2.7 2.56
idea units

As can be seen from Table 7.13, summarising the number of IUs literally translated

by the sample, about 2.56 IUs per text were literally translated. As there were on
average only 16.8 IUs per text, this means that 15% of the IUs in the subjects’ writing
reflected literal translations from Cantonese. There is no clear pattern of increase or
decrease in the incidence of literally translating across the three age groups. As both

Cantonese and English involve basic SVO structures, this similarity in sentence pattern

structures encourages literal translation.

A literal translation approach can actually help Hong Kong students to

communicate in English, but can also have a bad effect on the content of their writing.
If the children are holding in memory L1 information about a topic when writing, and
are using this as the model against which ideas are translated into English, this act of
translation can lead to an overload of short-term memory. Friédlandcr (1990) reports

such a diminishment in the quality of the writing of children who use this strategy.

7.45.2 Transfer of Syntax

Syntax refers to the conventions by which words are ordered in a language so as to
express meanings unambiguously. The way in which words are arranged in
Cantonese, MSWC and English to pass on essentially the same message is far from
standard. Difficultics emerge if users of one language transfer its syntax to a different

language with different syntactical conventions. In fact, the effect may be to give to
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the target language a meaning which is radically different from that intended in the
source language. In the present study, the researcher inspected the syntax in the
spoken utterances (Cantonese) and MSWC, and compared these against the syntax in
written English of the subjects, noting where meanings had been influenced by
inappropriate transfers. In this section, examples of errors related to transfer effects

are reported.

7.45.2.a Word Order Transfer Effects

As noted in Chapter Six, the most common sentence patterns used by the subjects in
the present study in Cantonese are SVO and VO. English usually has a SVO order.
This difference may cause some subjects to mistakenly transfer the word order of
Cantonese to English, as the examples below illustrate.
(Cantonese)

48 % 95 2% ik P
(English)
"He 6 o’clock xx school." (Subject 4A1E)

(At 6 o’clock, he gets up and goes to school.)

Adverbials (6 o’clock) usually come before the verb (gets up, go) in Cantonese.

7.4.5.2b Transfer Effects Involving Subjects

Subjects in sentences written in Chinese are not marked by position, agreement or any
case marker. In fact, in ordinary conversation, the subject may be missing altogether
(Li and Thompson, 1981). The children examined in the present study transferred the

use of subjects from Chinese to English, as the examples below illustrate.
(i) (Cantonese)

Yot w3 &T vAW, B -1 & =12,
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(English)
"Once upon a time had a beautiful queen.” (Subject 3A1E)

(Once upon a time, there was a beautiful queen.)

(ii) (Cantonese)
"R E e 0B O KR AL
(English)
"So here must have seven dwarves." (Subject 4A1E)

(There must be seven dwarves here.)

(iii) (Cantonese)

R - A, ke -Bge, - BT,
(English)
"Once upon a time, there lived a farmer, a cat, and a dog." (Subject SA1E )

(Once upon a time, there were a farmer, a cat, and a dog.)

In the above examples, "have” is used here instead of "there was/there must be"
because the Cantonese equivalent for "have” is used in this way without a subject,
especially at the beginning of a sentence. "Here" and "there" are used like nouns in

the same way as their equivalents are used in Cantonese.

7.4.5.2.c Transfer Effects Involving Articles

Li and Thompson (1981) point out that Chinese does not have words that correspond
to the English articles "the" and "a" and "an". As a result, most Chinese speakers face
a daunting task in knowing, or sensing, exactly when to use articles and when to leave
them out. Hence, "the" is often used when it is not required, and sometimes, for

instance see (i) in the examples below, no article is present where one is actually
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required in English.
(i) Cantonese)
(English)

"It wants to drink the water in the mountain." (Subject 4A2E)

(ii) (Cantonese)
KL Gak) %!
(English)
"1 (shall) will eat (the) apple with you." (Subject 3A1E )

7.4.5.2d Transfer effects involving Tense/Aspect

Cantonese differs from English in the way it indicates time, tense and aspect. Time
is signalled by an adverbial, like "before". In writing a story, the phrase "Once upon
a time" is used to denote a time in the past; verbs are used without any additional
marking. Yu and Atkinson (1988) report that even Form 4 secondary school students

lack a thorough understanding of the tense system in English.

In the present study, of children in a strongly formative stage of writing,
different tenses were used by some children, almost at random, giving rise to

confusion over when events actually took place. Below are examples of negative
transfer effects involving tense/aspect.
(i) (Cantonese)

F Ak Ll wua
(English)

"My school before is very beautiful." (Subject SB6E)

(The environment of my school was very good.)
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(ii) (Cantonese)
Y B 2 SRR e
(English)
"Once upon a time...He pick up a stone and throw the stone to the boys." (Subject
5B6E)
(He picked up a stone and threw it at the boys.)

Subject SA3E used the present tense entirely to write her story, whereas the verbs (for

instance drink, eat, see, fly and run) usually needed to be in the past tense.

7.4.5.2.¢ Transfer Effects Involving Verb Forms

Verbs are not inflected in Cantonese, and Chinese possesses no markers of tense.
Neither does it use verb affixes to signal the relation between the time of the
occurrence of the situation and the time that situation is brought up in the speech (Li

and Thompson, 1981). Below are examples of verb form transfer effects used by the

subjects.

(i) (Cantonese)

3 B = ) bo 47
"Once there was three child." (Subjects SA2E)
(Once upon a time, there were three children.)

(ii) (Cantonese)

Boal ey 6y e A 1ERE B wk A AL B 5
(English)
"One day the old woman drink a cup of coffee. The spider off her coffee but she not
see the spider off her coffee." ( Subject SA3E)

(One day, an old woman was drinking a cup of coffee. A spider fell into the cup of

coffee. She did not see the spider in the coffee.)
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7.4.5.2f Transfer Effects Involving Plurality

Cantonese does not have plurality, but regular plural forms occur in personal pronouns
like "#{ 3" (we are), MSWC "#4¥ " Nouns are not inflected to show plurality.

Examples of the effects of this phenomenon are shown below.

(i) (Cantonese)
KBEh & A A
(English)
"My family have four people.” (Subject 4B6E)
(My family has four members)

(ii) (Cantonese)
B w R
"1t have four floor." (Subject SB5E)

(It has four floors.)
7.45.2.g Transfer Effects Involving Possessive Cases

Cantonese pronouns do not inflect to indicate possession, for example " 4% 4@ 1%

(your brother) (Gao, 1980). This concept was transferred to the English writing by

the subjects in the present research.

(i) (Cantonese) |
}3 ‘3 vl1 £ % X I ?g
(English)

"It name is X X X Primary School." (Subject SB5E)
(Its name is X X X Primary School.)
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(ii) (Cantonese)

kAo NE A4 ~A4E) @ B 4 xT
(English)
"The bird fly in the woman mouth to eat the fly."( Subject 5A3E)

(The bird flew into the woman’s mouth to eat the fly.)

The subject above wrote ‘woman mouth’ seven times. In Cantonese, there is no

equivalent for ‘woman’s mouth’, and it is common to say "¢ «4%c in Cantonese.

7.45.2.h Transfer Effects Involving Voice

Confusion involving the use of active and passive voices is a common phenomenon
among the people of Hong Kong (Yu and Atkinson, 1988). Passive transformation

is seen as a very complicated process, involving the addition of an auxiliary verb or
the change of a lexical verb. In the first example below, it was not necessary to use

the passive voice. In the second example, the active voice should be used.

(i)(Cantonese)
¥ % ngﬁ v\%]
(English)
"The fire was broke out." (Subject SA1E)
(The fire broke out)

(ii){Cantonese)

nE) TR /% fLrf = &
(English)
"The top had built three years." (Subject 5B5E)
(The top was built three years ago.)

248



74521 Transfer Effecis Involving Conjunctions

Written Chinese has a series of connectives standing at the head of a paragraph or at
the beginning of a sentence which have no equivalent in English. There are two kinds
of linking: forward and backward. With forward linking, one must talk about
sentences containing at least two clauses because the first clause is always dependent
on the second clause for its meaning to be complete. With backward linking, the
second clause is dependent on the previous clause for its meaning to be complete.
Many sentences are composed of two linked clauses, each of the constituent clauses
containing a linking element. Cantonese uses connectives loosely. Below are

examples of error transfers involving conjunctions.

(i) (Cantonese)
vt 18 18 B 1B 3 1R BL G vk o1 v,
(English)
"But the queen was dead very young." (Subject 3A1E)
(The queen died very young.)

(ii) (Cantonese)

ey bR At B 4% B & 00918 "% ¥ K ud v,
(English)

"And my school’s X is very helpful. I like my school very much." (Subject SB6E)

(I like my school very much because my school mates are good to me.)

7.4.5.2j Transfer Effects Involving Prepositions

The first example below illustrates how "in" and "into" are used differently in English.

In Cantonese, " - " can be combined with different verbs, its meaning being the

same as "in" and "into".
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(i) (Cantonese)

Sh for NE LB 2 A B R
(English)
"The cat run in the woman mouth to eat the bird." (Subject SA3E)

(The cat jumped into the woman’s mouth to eat the bird).

(ii) (Cantonese)

P B E. B
(English)
"My school is in X road.” (Subject SB6E)
(My school is on X Road).

7.45.2k Transfer Effects Involving Negatives

Cantonese generally uses "o " "of " " )t " (not) to indicate negatives. These

adverbials are usually put in front of verbs and adjectives (Gao, 1980). Evidence of

this was apparent in the transfer effects in the written English of the research subjects.

(i) (Cantonese)
1E iR Pr) 1o
(English)
"He not happy."(Subject 4A1E)
(He is not happy) |

(ii) (Cantonese)

% ¥ %% R R AR
"The little pig not let the wolf came in." (Subject 4A3E)
(The little pig did not let the wolf come in.)
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7.4.5.3 Transfer of Chinese Concepts

Some concepts in English have no equivalent in Chinese, and vice versa. Equally, the
Chinese and English will often approach an idea from different viewpoints. The

subjects in the present study transferred some Chinese viewpoints into their English,

as can be seen below.
(i) (Cantonese)
1R ei% = re EARIR B A
(English)
"You get these three axe back home." (Subject 3A3E)
(You take these three axes and go home.)

“ &’ (back) is used as a verb in Cantonese and with other verbs.
(ii) (Cantonese)

i Eh g A

(English)
"My family has four people." (Subject 4B6E)
(My family has four members.)

Cantonese use the word ‘people’ very often. The Cantonese use * AL’ (people) to
represent ‘ﬁi(h * (members). Thus it is common for Cantonese students to use

‘people’ instead of ‘person’.
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Table 7.14:

Summary of transfer effects from Cantonese into English

P3E | sd. | P4E s.d. P5E sd. | P3-P5E | sd.

Tenses 11.3 2.51 7.81 7.74
(mean) 1.5 35 5.17 5.39
Verb 2 1.94 0.41 1.58
forms 1 1.7 0.17 0.78

| (mean) ,J
Plurals 2.16 0.89 7.85 4.63
(mean) 2.7 2 5 3.22
Possess- 0.86 1.63 0.75 1.09
ive adj. 0.3 0.7 0.83 0.61
(mean)
Voice 0.84 1.51 0 1.04
(mean) 0.5 1.3 0 0.61
Conjunc- 2 1.67 0.82 1.59
tions 2 1 0.66 1.22
(mean)
Preposit- 2.17 1.26 0.55 1.77
ions 1.83 1 0.5 1.06
(mean)
Articles 0.82 0.75 0.82 0.78
(mean) 0.7 12 0.33 0.61
Negat- 0.84 1.32 0 0.84
ives 0.17 0.8 0 0.33

|| (mean)
Others 1.51 0.75 0.56 1
(mean) 233 1.83 1.66 1.94
No.

A summary of the transfer effects noted in the subjects’ offerings appears in Table

7.14, From the Table it can be seen that the subjects tried to transfer syntax and

concepts from Cantonese and MSWC to English. As outlined above and shown in the

Table, the use of tenses, plurals, conjunctions, prepositions, verb forms, possessives

and definite articles by the subjects contained evidence of transfer effects in the

English of the students arising from their mother tongue, Cantonese, or from MSWC,

Amongst these, tenses (on average 5.39 per text), plurals (on average 3.22 per text)

252



and conjunction (on average 1.22 per text) were clearly affected by Cantonese.
Whether they were aware of it or not, the subjects transferred to their written English

elements from their L1.

Of course, there were clear individual difference among the sample. As the
subjects were at the beginning stages of learning English, their writing also included
evidence of a good deal of cross-linguistic transfer and interference. In these early
stages, before the system of the L2 is well established, the native language of the
children is the only linguistic system or previous experience from which the learner
can draw. As can be seen in the examples cited above, some of the subjects’ errors
are very clearly attributable to negative cross-linguistic transfer. English is an Indo-
European language, while Cantonese belongs to the Sino-Tibetan group. The structure
and patterns of Chinese and its cultural schemata are much further away from English
than other European languages. As a result, one would expect to see more L1-induced

errors in the writing of Cantonese speakers than, for instance, speakers of German
(Webster, 1987).

7.5 Summary of Results

The comparison of the composing aloud verbal protocols and the written texts of the
18 subjects in the present study revealed differences reflecting language
transformations. These are summarised graphically in Figure 7.1. Transformation is
an important process in composing, both in Chinese and in English, and the present
study has presented evidence that the subjects of this study are capable of
transformations in the form of addition and deletion of ideas, complete and
fragmentary groups of ideas and the reorganization of ideas when writing in Chinese
and in English, their L2,
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TRANSFORMATION OF IDEA UNITS
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More ideas were generated when composing aloud than appeared in the
writing, both in the L1 and L2. This reflects the fact that the subjects’ spoken
competence in Cantonese is stronger than their written competence, both in MSWC
and in English. The subjects were able to write about 75% of the composing aloud
jdeas when writing in Chinese, but only expressed about 53% of these ideas when
writing in English. The decrease in IUs in the English texts suggests there was more
semantic simplification when writing in English (47%) than when writing in Chinese
(25%). This clearly reflects the expected trend for the subjects’ Chinese competence
to be higher than their English competence.

During the transformational process, the subjects often added and deleted IUs.
They added more new ideas when writing in Chinese than in English (8.22 vs 1.78),
and also deleted more ideas when writing in Chinese than in English (13.72 vs. 5.17).
In other words, more transformations occurred when writing in Chinese than in

English. In consequence, there were more changes of content when the subjects wrote
in Chinese.

Besides differences in terms of the number of IU transformations, there were
also transformations of thc organization of GIUs in both languages. Some GIUs were
fragmented in the composing aloud stage which were improved (made more complete)
in the written texts. On the other hand, some GIUs were complete and comprehensive
in the composing aloud stage but were fragmented in the written text. It was found
that more fragmented GIUs were improved in Chinese (1.1 GIUs per text) than in
English (0.0 GIUs per text). In terms of transformations from completeness to

fragmentation, more GIUs were found in English writing (5.5 GIUs per text) than in
Chinese (0.44 GIUs per text).

Between composing aloud and planning and actually writing, more subjects were able
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to improve the organization of their ideas in Chinese (13) than in English (3). Six
subjects delivered their ideas sequentially in Cantonese but expressed them randomly
when writing in English. No such cases were found when the children were writing
Chinese. They also made improvements generally in the organization of the final
product in Chinese, but not in English. In the majority of the compose aloud
protocois (25 out of 36), the subjects were able to present their ideas sequentially
when composing aloud in Cantonese. This would suggest that, at this stage in their
learning, the subjects were familiar with the relevant procedures for presenting
knowledge coherently when writing. The subjects who made no improvements in
their writing or disorganized their final products when operating in English would

appear to be struggling at the whole-text level, and often at the sentence level.

The subjects used different approaches to transform ideas generated in the
composing aloud stage to the form in which they appeared in the written text. These
approaches are similar to communication strategies, and included topic avoidance,
abandoning messages, replacements, generalizations and topic changes. All of these
phenomena were apparent both in MSWC and in English. Transfer effects from
Cantonese to MSWC, and from Cantonese and MSWC to English were able to be
detected in the subjects’ written English. In fact, the effects were not able to be
revealed on their true scale in the present study, due to the children being permitted
to leave blank spaces or to make an ‘X’ sign to indicate problems. As a result, the

extent of transformational processing in the present study is almost certainly an
underestimate.

Topic avoidance and message abandoning were found in the subjects’ writing
in both languages. The use of topic avoidance in writing Chinese was relatively

uncommon (mean = 0.56 avoided IUs per text), reflecting the subjects’ confidence in

operating in their L1. However, the mean number of [Us featuring topic avoidance
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for the 18 subjects writing in English was 9.94, a large number compared to the group
average of 31.94 IUs generated when composing aloud in Cantonese. The writer
estimates that about 31% of the ideas generated in Cantonese were avoided when

writing in English, a reflection of the numerous problems the subjects have in writing

in English.

When writing down their ideas in English, some subjects avoided some of the
content items mentioned when composing aloud. Follow-up discussions invariably
revealed that the children were concerned about putting into English writing the words
they had in their mind. Although the sample is too small and unrepresentative for a
validly generalisable analysis, there is slender evidence that there was a decrease of
topic avoidance from P3 to PS5, possibly reflecting improvements in L2 competence.

Avoidance featured much more commonly in writing English than in Chinese.
On the other hand, subjects used the reduction strategy more in English than in
Chinese. Ellis (1990a) points out that,
"The novice second language learner cannot develop all aspects of the planning
and production stage simultaneously and therefore selectively uses only those
aspects that have already been proceduralized. This results in two basic
planning strategies, semantic simplification and linguistic simplification."
(p.180)
The deletion of IUs, fragmenting of ideas and the avoidance of ideas are good

illustrations of semantic and linguistic simplifications.

The load on short-ierm memory during composition is potentially prodigious;
writers have to remember the content of what they are saying, what they intend to say,
what they have said already as well as all the rules and conventions governing text

production (Scardamalia, 1981). As the load on the working memory component of
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short-term memory is severe, there are two main ways by which this load might be
handled. The first parallels the case of reading, where mechanical aspects of decoding
are fairly automatic, thereby freeing working memory for focusing on the main ideas
and on the relationship each sentence (and word) has to the idea or argument. It is
not difficult to see such a parallel with writing. The second is the separation of the

substantive and mechanical writing processes which comes with extensive practice

(Perera, 1984).

The subjects used replacement in the transformation process in both languages.
The mean number of IUs replaced per text in English was 1.39 and in Chinese 0.39.
The subjects also used slightly more overgeneralizations in English (mean = 1.66) than
in Chinese (mean = 0.66). Changing topic was also found in English (mean = 1.66)
and in Chinese writing (mean = 0.66). The incidence of these transformations are

artificially low, however, a reflection of allowing the subjects to leave a space to stand

for words they could not produce.

As expected, the subjects’ L1 played a significant part in their L2 production
(Ellis, 1990a, p.40). Cross-linguistic influences were clearly apparent in the subjects
written English. Literal translation featured regularly, a reflection of the fact that
Cantonese and English predominantly involve SVO structures. About 15% of the total
IUs in writing (16.8 IUs per text vs. 2.56 IUs per text) were literally translated from
Cantonese. Some subjects only wrote broken sentences and the literal translation
approach could not be seen in their writing, possibly because they did not have the
ability to apply it.

The L1 is a knowledge resource which learners will use both consciously and
subconsciously to help them sift through L2 data and perform as well as they can in
the L2 (Ellis, 1990a). The subjects in the present study displayed evidence of

transferring elements of syntax, and concepts from Cantonese and MSWC to English.
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Tenses, plurals, conjunctions, prepositions, verb forms, possessives and articles in the
written English of the subjects were affected to an extent by Cantonese and MSWC.

Tenses and plurals were particularly affected by transfers from Cantonese.

The use of transformations is not specific to writing in the L2, and it featured
on a lesser scale when the subjects were writing in Chinese. What distinguished the
writing in Chinese from the writing in English was the frequency with which the same
approaches were called upon. Mohan and Lo (1985) show how writers will transfer
writing abilities and strategies, good or deficient, from their L1 to L2. Edelsky (1982)
studied 1st, 2nd and 3rd graders in a bilingual programme and showed that writing
knowledge transfers across languages, with writers using L1 strategies and knowledge
to aid their L2 writing. However, she argues that writers mainly apply their
knowledge about writing from their L1 to writing in their L2 in order to form

hypotheses about writing in the latter.

Writing can be viewed as a source of discovery. Murray (1982) argues that
writing should be taught as a process of self-discovery, in the sense that one writes
to discover what one is thinking about. Murray urges teachers not to forget that,
through writing, children develop ideas. The subjects in the present study showed
evidence of exploring their thinking during the composing process, regarding writing
as a form of problem solving. The transformations which operated allowed the

product of the thinking to be displayed in written form.

7.6 Implications

Eliminating errors is an important strategy for increasing language proficiency.
English teachers in Hong Kong pay a lot of attention to the errors made by students,

and will correct meticulously every error in the assignments of their students. The
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teachers are expected by the students, parents and often the principal of the school to
spot every error committed by the pupil. They are also expected to write comments

on the scripts of the students, according to the Chinese Language Syllabus (CDC,
1990a, 1990b).

However, it is felt by many people that English teachers in Hong Kong may
be wasting energy pointing out errors, when they should be praising children for their
successes. After all, the most important goal of learning is expression, not absence
of errors. Corder (1967) states that:

"A learner’s errors ... are significant in [that] they provide to the researcher

evidence of how language is learned or acquired, what strategies or procedures

the learner is employing in the discovery ... of the language." (p.167)

Brown (1987) points out that:

"There is a danger in too much attention to learners’ errors. While errors are

indeed revealing of a system at work, the classroom foreign language teacher

can become so preoccupied with noticing errors that correct utterances in the
second language go unnoticed... we must not lose sight of the value of positive
reinforcement of clear, free communication. The ultimate goal of second

language learning is the attainment of communicative fluency in a language."

(p.171)

Schachter (1974) and others (e.g. Kleinemann, 1977) have shown that error
analysis fails to account for the strategy of avoidance. A learner who for one reason
or another avoids a particular word or structure may be assumed (often incorrectly)
to have had some difficulty. At the same time, the absence of errors does not
necessarily suggest that the children have L2 competence since they may be avoiding -
the very structures that pose difficulty for them. In fact, teachers in Hong Kong pay
little attention to this kind of difficulty in their students. On the contrary, in order to
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avoid errors, many Hong Kong English teachers will go so far as to suggest that
students use simple English to express themselves and only use English known to be

perfect. Teachers mark exercises meticulously and no error is tolerated.

The effect is that students are encouraged to pay attention to grammar and
discouraged from expressing themselves freely and creatively in writing. Rose (1984)
wams that writing is hampered when writers are too concerned with rhetorical
concerns (how-to say-it) rather than with substantive concerns (what-to-say). In the
present research, the subjects appeared to apply the avoidance strategy to by-pass
blocks in their writing. Perhaps the way the children wrote reflected the way they had
been indirectly encouraged to write in order to avoid the danger of making errors.

Faerch and Kasper (1983a) note that, if the learner’s behaviour is motivated
by avoidance and a reduction strategy is chosen, then the result is that the leamer will
often change or modify the original communicative goal. They note two kinds of
reduction: formal reduction, in which parts of the linguistic system are avoided; and
functional reduction, in which the speaker’s communicative intentions are abandoned
or reduced. If students in Hong Kong are discouraged from expressing themselves
and the reduction strategy is encouraged, they may be motivated by avoidance and
may choose to apply both formal and functional reduction. If they elect for functional
reduction, their writing is likely to be unorganized; if they elect for formal reduction,
their sentences are likely to be broken; if they elect for both, then their writing
generally will be poor.

Brown (1987) suggests that "correct” production yields little information about
the actual interlanguage progress made by learners. It only presents information about
the language they prefer to use. Topic avoidance is a serious writing block and
teachers must try to find out the reasons for topic avoidance by their pupils in order

to help them overcome their difficulties. Teachers should stress to pupils that writing
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is both a means to express oneself and a vehicle for enjoyment. Unfortunately,
children in Hong Kong often regard writing as a sort of game in which the teacher is
out to catch them makirg errors and they are trying to avoid being caught. If, in
order to do this, they avoid confronting new challenges, then progress is most
unlikely.

Turning more specifically to cross-linguistic language use, traditionally, English
teachers have emphasized the need for ESL writers to think and write as completely
as possible in English. They believe that if the leamers resort to their L1, this will
inhibit acquisition of the L2 and bring a danger of errors associated with L1 transfer
effects (Friedlander, 1990). To a certain extent, English teachers in Hong Kong
primary schools try to maintain the practice of using English only and will remind
students not to write "Chinglish", a mixture of Chinese and English.

The results of the present study confirm the suspicion that primary school
pupils are producing writing which is a close reflection of the way they speak
Cantonese, and that Chinese concepts are being transferred into their written English.
"Chinglish" is a form of language that combines Chinese and English in ways which
suggest that users are forming their own self-contained linguistic system. This is
neither the system of the native language nor the system of the target language.
Instead it falls between the two (Selinker, 1972). It is a system reflecting the attempts
of learners to provide order and structure to the linguistic stimuli surrounding them
(Brown, 1987). Of course, teachers will tolerate pupils writing with this form of
language as a temporary transitional phenomenon, for such tolerance encourages
students to write more freely. However, following this transient phase, Hong Kong
teachers will often try to refine children’s written English by controlling it rigidly.
Thus, guided compositions are practised regularly up to P6. Such teacher-dominated
instruction tends to dull free communication and expression. Some of the children in

the present study said their composition lessons were similar to dictation periods and
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that they were not encouraged to express themselves.

Edelsky (1982) shows how writing knowledge transfers across languages, with
writers using L1 strategies and knowledge to aid their L2 efforts. She found that often
the poorer writers’ failure to use efficient L2 strategies was based on their failure to
use these strategies in their L1. In other words, strategies which have not been
acquired in the L1 cannot be transferred (Jones and Tetroe, 1987). Of course, ESL
writers should be encouraged to use their L1 while composing initial drafts
(Friedlander, 1990), and the children in the present study indeed showed plenty of
evidence of being able to generate more ideas when working in their L1 on a Chinese
topic. In Hong Kong, however, few teachers strategically use the mother tongue as
an important resource to assist children’s writing in English. Middle-class parents will
often send their children to a learn a third language, for instance French, in an
international school instead of building up their Chinese. At the same time, the time

allocated to learning English in most secondary schools is usually double that of
Chinese language (HKED, 1989).

Many English teachers in Hong Kong seem to emphasize only the negative
influence of Chinese on English. Although a proportion of the errors a learner makes
are indeed attributable to the L1, all errors are indiscriminately dealt with in identical
fashion. In other words, no attempt is made to capitalise on the similarities between
the L1 and the L2. Sridhar (1981) points out that the learner’s L1 knowledge can
serve as input to the process of hypothesis generation, and Corder (1981) suggests that
the learners’ L1 may facilitate the developnental process of learning an L2 by helping
them to progress more rapidly along the ‘universal’ route when the L1 is similar to
L2. Krashen (1981) notes that the L1 can be used as a resource by learners to
overcome difficulties in communicating ideas. The wiser use by teachers of the
children’s knowledge and proficiency in Chinese in the teaching and learning of

English in Hong Kong is an area deserving much more research attention.
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In the present study, it was found that the subjects used transformational
approaches to help them write. Tarone (1977) states that, "strategy preference and
second language proficiency level may prove to be related.” (p.202) Bialystok (1983)
found that advanced L2 students used proportionally more L2-based strategies (like
approximation, circumlocution and word coinage), in contrast with weaker L2 students
who relied more on the Ll-based strategies (like language switching and
transliteration). In these circumstances, the performance of the primary school pupils
in the present study was not exceptional. However, this raises the issue of whether
or not transformational techniques can or shouid be taught. Corder (1983) supports
this idea, saying that:

"If one wishes at this stage of the art to consider the pedagogical implications

of studying communicative strategies, then clearly it is part of good language

teaching to encourage resource expansion strategies and, as we have seen,

successful strategies of communication may eventually lead to language
learning." (p.17)

~

However, Bialystok (1990) does not favour the teaching of transformational techniques
and strategies. She writes:
"The more language the learner knows, the more possibilities exist for the
system to be flexible and to adjust itself to meet the demands of the learner.

What one must teach students of a language is not strategy, but language.”
(p.147)

Finally, it is worth noting that the research method used in this study can help

teachers diagnose the transformational approaches used by pupils. This method has
been effective in highlighting discrepancies between the product of the composing
aloud stage and writing. By analyzing particular discrepancies, teachers can diagnose

strengths and weaknesses, capitalising on strengths and framing remedial teaching to

overcome weaknesses. This too is an area worthy of further research.
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Chapter Eight

Pausing in the Composing Process

This chapter focuses on the subprocess of pausing in the composing process. Pausing
between periods of putting pen to paper 1s often observed when people are writing,
the pauses varying in duration and usually being taken as a sign that the writer is
breaking off writing to think, plan, revise, review, reconsider, choose words and so on.
Of course, it may also be the case that the writer is merely taking a rest. The
behaviour of the subjects in the present study was observed as they were writing and
their pauses were investigated, tallied and categorized. Data about the pauses when

writing in Chinese were then compared against those for writing in English.

8.1 Introduction

Pauses are moments of physical inactivity during writing, offering observable clues
about the hidden cognitive processes operating and contributing to discourse
production (Matsuhashi, 1981, p.114). Flower and Hayes (1981c) point out that
planning activities, whether global or local, usually occur when writers pause, while
Perl (1978) observes that writers frequently reread the script before them, pause, then
write more. Pianko (1979) found that (a) the great majority of the pauses made by
the freshman subjects in her research were for planning ahead as they were
considering what to write next, and (b) most of their rescanning was to reorient

themselves to what they had just written for the purpose of deciding what to write
next.

Matsuhashi (1979, 1981) produces evidence that the length of the pauses

writers produce before significant units of text increases as the text increases in
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complexity. When subjects are arguing a point or generalizing, they pause an average
of 5 seconds more per text unit than when simply reporting or narrating. Pauses are
also related to the level of abstraction of the thinking involved, with pauses before
superordinate text units lasting significantly longer than pauses before subordinate
ones. Matsuhashi also found that writers pause an average of 6 seconds longer before
transcribing the beginning sentence of a paragraph than before other sentences.
Schumacher et al. (1984) found that college students on an advanced communications
course appeared to make more or less the same number of pauses associated with
selecting or modifying items of grammar as students on a lower-level communications

course, but that the former made many more pauses addressed to decisions about

content.

It is evident from the above research that writers spend large amounts of time
pausing when composing and, indeed, pausing is an important subprocess in the
composing process (Gould, 1981; Flower and Hayes, 1981c). However, the research
subjects featuring in the above studies were mainly adults or university students
working in their L1. As a result, questions may be raised about the generality of the
conclusions reached. During the present investigation, the writer was particularly
interested in exploring and analyzing the pausing of Hong Kong primary school pupils
whilst they were writing, and in seeing whether the pattern and nature of their pauses
differed when they were operating in their L1 and L2. In addition, the writer was
particularly interested in examining the pausing behaviour of the subjects when

composing in MSWC and relating this to when they were operating in English.

The 18 subjects were videotaped by a research assistant when composing, and
the researcher also logged their pauses on a specially designed record form which
helped locate precisely when the pauses were made (see Appendix 4.5). Immediately
after the writing session, the subjects were asked about the pauses they had made, and

their memory was jogged by showing them the videotape of their writing session. The
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data on the record form were also used to prompt subjects to reflect on and elaborate
on the mental activity they thought had been taking place whilst pausing. When
subjects were asked what mental activity had been happening during the pausal breaks,
the researcher pointed at the videotape or the pauses on the record form and asked,
"What are you thinking here?" Such specific prompts allowed subjects to make
relatively specific observations about their mental activities during writing with a high
degree of certainty, a technique also used by Tuckwell (1980), Rose (1980) and
Schumacher et al. (1984). The categories of pauses were tallied and classified by the
researcher after considering the responses offered by the subjects.

Writing is a thinking process and can be very demanding and complicated,
especially for inexperienced writers. The various demands made on the subjects in
the present study were grouped into four categories: cognitive activities, linguistic
activities, personal feelings and ‘others’ (adapted and modified from Raimes (1983)
and from Schumacher et al. (1984)). These categories served as a theoretical frame

for classifying the various pauses observed during the present study.

8.2 Pauses during Cognitive Activity

Writing involves various cognitive activities, such as retrieving and selecting
information, planning and logical thinking. In the analyses which follow, various
comparisons are reported which indicate just how complicated the entire process

becomes, especially when the language of thought differs from the language of
writing.

8.2.1 Pauses to Retrieve Information

If during the writing the subjects made pausal breaks and, when asked what they were
thinking at that time, offered responses such as "I am thinking about the content" or
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I am thinking about something to write" or "I am thinking what to write", these
pausal breaks were classified as retrieving information from memory during writing.
The following example is an illustration (P = Pause):

(in Chinese)

B- Mz o ud) oF F8F (P).

(One day, it was sleeping outside the cave (P).) (Subject 3AIC)

The subject paused at P and, when asked what he was thinking at that time, he said

he was trying to think about the story and remember what to write in the next

sentence.

Table 8.1: Summary of pausing for retrieval of information in English and in

Chinese (18 subjects)
w
P3E| P3C | PAE | PAC | PSE | PSC | P3-5E | P3-5C
Mean 0.3 2 0 1.5 | 0.67 3 0.33 2.17
s.d. 0.51 | 0.63 0 1.04 | 0.81 | 1.78 0.59 1.34
No. 6 6 6

When subjects were writing in Chinese, 94% (17 out 18) said they were retrieving

information during pauses. From Table 8.1, it can been seen that the mean number
of pauses for the 18 subjects was 2.17 each. The differences between the mean of the
three groups P3 (2), P4 (1.2), PS (3) were minimal. The highest counts for pausing
were 6 (Subject PSA3C) and the lowest was O (Subject P4A1C). Individual
differences were not great (s.d.= 1.34).

When they wrote in English, some subjects also made pauses to retrieve

information. Below is an example:

"My school (P) got a lot of flowers and trees, teachers, teachers’ room, music room."
(Subject 3B4E)

268



During the pause, the subject tried to think of and describe the special features of her

school. She thought of the classrooms, library, music room, the head-mistress’s office,

the teachers’ room and the playground.

For writing in English, generally, it was found that only 28% (S out of 18) of
the subjects paused to retrieve information. The mean count for the 18 subjects was
also very small (0.33). None of the 6 children in Primary 4 reported they had stopped
to retrieve information when writing. The highest count was 2 and the smallest was
0. On the whole, .therefore, more subjects appeared to pause more to retrieve
information when writing in Chinese (94%) than in English (28%). The mean for the
18 subjects was also higher in Chinese (2.17) than in English (0.33) (‘t’ value = .531,
p<.001, sec Appendix 8.4), indicating that the subjects probably thought more about
content during the pausal breaks in writing Chinese than in English. However, it must
be remembered that the composing aloud prior to writing was a sort of memory
searching exercise, and that the composing aloud was in Cantonese for both items of
writing. At the same time, the subjects had been so selective in their choice of what

to write in English that they were writing on familiar themes and topics.

8.2.2 Pauses to Select Information

Whilst writing, subjects might retrieve more information than they needed and, if so,
might have to select certain information and discard items considered irrelevant.
Responses like "I was choosing something” and "I am thinking which one is better"
were classified in this category, as can be seen in the following example.
(in Chinese)

de & A DA - B BE (DR R @ 12 IEA,

(It saw a roasted pig (P) in front of it. It ran towards the pig.) (Subject 3A1C)
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The subject paused and later said that, at that time, she had two phrases in mind,
"):Q’_é(%’(roasted pig) and ‘A€ %% (fat pig). She was trying to select one and said she

chose the former because the lion usually liked roasted pig more.

Table 8.2: Summary of pausing to select information in English and in Chinese
(18 subjects)

=,==_r=====-a=====—q e
P3E P3C

Mean 0.3 1.67 0.33 23 33 1.83 0.33 2.06
s.d. 0.51 0.81 051 | 1.63 | 051 | 1.16 0.49 1.21
No. 6 6 6 -6 6 6 18 18

It was found that when the subjects were writing in Chinese, 94% (17 out of 18) tried
to select information during pauses. As can be seen from Table 8.2, the mean count
for the 18 subjects was small (2.06). The differences between mean counts for
Primary 3 (1.7), Primary 4 (2.3), Primary 5 (1.8) were minimal, with the highest count
4 (4A1C, 4A3C, SAIC) and the lowest 0 (4B5C). Individual differences were very
small.

The subjects also made pauses to select information when writing in English.

The following is an example:

"But the queen was dead very (P) young." (Subject 3A1E)

The subject paused, during which time, she later reported, she had at first wanted to
write that the queen died ‘fast’ (soon). Then she changed her mind and wrote the
word ‘young’. The reason for this was that, according to her estimation, the age of
the queen should be around 30. As she thought that, to be in one’s 30’s is still
considered young, she deg:ided to use the word ‘young’.
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When they wrote in English, it was found that only 33% of the subjects (6 out
of 18) paused to select information. The mean number of pauses for this activity was
also very small (0.33). The differences for the mean counts for the three groups, P3
(0.3), P4 (0.33) and PS5 (0.33), were very small, the highest count being only 1. This
indicates that few of subjects appeared specifically to pause to select information. On
the whole, more subjects paused to select information when they were writing in
Chinese (94%) than in English (33%). The mean count for pauses to select
information was higher in Chinese than in English (2.06 vs 0.33) (‘t’ value = 5.95,
p.<.001, see Appendix 8.4).

8.2.3 Pauses in Order to Plan

Whilst composing, writers sometimes pause to engage in global and immediate
planning. Global planning is long-range planning of what to say, reaching over most
or all of the piece of writing. Immediate planning is short-term planning to present
the next ideas (Schumacher et al.,, 1984). In the present research, almost all of the
observable planning identified belonged to the category of immediate planning.
Responses like "I am thinking how to write the next idea”, "I am thinking how to

continue" and "I am thinking how to write the next paragraph (or how to begin a new
paragraph)" were classified as immediate planning.

When the subjects wrote in Chinese, they paused to plan. The following is an
illustration:
(in Chinese)
Ao %, dbb ek, BT -9k 3 EEey 1 E,
A i AT r) 4y oE 0
(One day, before sleeping, my mother told me a very interesting story. Should I tell
you the story? (P)) (Subject 3A1C)
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The subject paused and said later that she was considering ending the first paragraph

there. She decided to end the paragraph since she felt she had written sufficient for
the start of the story.

The same subject continued to write and pause again as can be seen in the

example below.

(in Chinese)

28 EUE S Sk L RN

(The content of the story was as the following:... (P).) (Subject 3A1C)

The subject paused and later said that she was trying to find a way to introduce the
story.

Table 8.3: Summary of the incidence of pauses for planning in English and in
Chinese.

P\'ican 1 {167 1 | 83 lo033| 2 | o718 | 183
S

d 1271 1,63} 245 | 075 0.56 | 1.1 1.56 1.15

Table 8.3 summarizes the average number of pauses in Chinese made by the 89% (16
out of 18) of subjects who paused to plan. Seven subjects paused twice and 4 subjects
paused 3 times. The average was 1.83. The number of pauses for planning was
relatively small and differences between Primary 3, Primary 4 and Primary 5 groups
(means were 1.7 vs 1.83 vs 2) were very small. The biggest number of pauses was
4 and the lowest was 0. Most of the subjects paused at the end of each paragraph to
plan ahead. Eleven subjects (out of 18) wrote more than two paragraphs in their script
and 9 paused at least twice for this activity. This suggests that pausal breaks are

clearly related to the number of paragraphs appearing in the writing.
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When the subjects wrote in English, they also sometimes paused for planning.

Below are examples:

"The queen go to the house and give the apple to Snow White (P)." (Subject 3A1E)

During the pause, the subject asked the researcher of this study whether she could skip
some ideas which she had expressed in the composing aloud stage.

"When I am (P) little, I liked a very lovely story. I will tell you that story.” (Subject
3A1E)

The subject reported that during the pause she thought how to start the story. She
wanted to write "When my cousin was little, she liked the story ‘Snow White’. I am
going to tell you the story” (Translated from the protocols in Cantonese). She was not
very sure of the spelling of the word ‘cousin’, however, so changed the beginning of
the story.

It was found that only 33% of the subjects (6 out of 18) paused for the purpose
of planning when they wrote in English. The number of pauses in order to plan
appears insignificantly small. There was however one exception. Subject 3A1E wrote

a rather long composition (5 paragraphs and 398 words) and had made the most
pauses (6).

It was found that the sample seemed to make no pauses for global planning
during the writing. As hinted at in the preceding section, they might have carried out
such planning before or during the composing aloud procedure. In any case, they only
displayed immediate planning during the actual writing. More subjects paused for
immediate planning when they were writing in Chinese (89%) than in English (33%).
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The average number of pauses for planning was also slightly higher (Chinese 1.80 vs
English 0.78) (‘t’ value = 2.96, p.<0.001, see Appendix 8.4). One explanation for this
might be that there were more paragraphs in the Chinese writing than in the English
writing produced by the subjects. It was found that 28% (5 out of 18) of the subjects
wrote only 1 paragraph when writing in Chinese, compared to 67% of the subjects (12
out of 18 ) who wrote just 1 paragraph in English. It may be that the subjects had

spent more time planning paragraphs when writing in Chinese, and hence produced

more pauses.

8.2.4 Pausing to Think of Logical Problems

During writing, the subjects sometimes paused to consider logical problems. Below

are examples:

(i) (in Chinese)

Pyl -4 2 ~A89@E ci2i1®A ) 28 - BRER ],
((P) One year after another, time passed away. Three years had gone.) (Subject
3A10)

The subjcct at first wanted to write "after a long time", but said that she had changed

this to "one year after another” because she considered three years was not too long.

(ii) (in Chinese)

1P 3 €3 w235 AP o9 St CPIETES S 3 g, »
(The old lion was not an exception. It was old. Shall we call it (P) ‘Old Lion’?)
(Subject 3A1C)

This subject paused to think of the name of the lion. She said she did not give a
name to the lion because the lion lived in the forest and it was not a domestic animal,

so should not have a name. Furthermore, if a name was given to the lion, the
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audience would not believe it was a true story. Such a pause is evidence that the

subject was reasoning during the pausal break, considering whether what she was

writing was logical.

Table 8.4: Summary of pauses to consider logical problems when writing in
English and in Chinese

P3E | P3C | P4E | PAC | PSE | PSC | P3-PSE P3-P5C

Mean 0 1.17 0 1.5 33 2 0.11 1.56
s.d. 0 1.94 0 1.38 | 0.52 1.1 0.32 1.46
No.

6 6 18 18

It was found that, when the subjects were writing in Chinese, 72% of them (13 out

of 18) paused to think of logical problems. From Table 8.4, it can be seen that the
average number of pauses by the 18 subjects for this kind of problem was small

(1.56). The mean number of pauses for the Primary 5 group was 2; 1.5 for Primary
4; and for Primary 3 it was 1.17. The trend, such as it is, was for the higher the

larger number of pauses in this kind of activity to be associated with older writers.
There were two exceptional subjects: Subject 3A1C made 5 such pauses and Subject
5A1C made 8. Subject SAIC liked writing and had attended writing courses organized

by a tutorial institute, so said she had invested more effort on logical and rhetorical

issues in her writing as a result.

In writing English, some subjects also paused to think of logical problems, as

can be seen in the example below.

“The farmer loved the cat very much. But the cat was (P) too lazy." (Subject S5A1E)

The subject reported that during the pause she was considering whether the word
"too" was unfair to the cat. She said she wanted to use the word "very", but decided
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to use the word "too" because it was more reasonable for the development of the

story.

In writing English, only 11% of the subjects (2 out of 18) paused to consider
rhetorical or logical problems, and both of these were Primary 5 pupils. The total
number of pauses (2) was very small. On the whole, more subjects paused to think
about logical problems when they were writing in Chinese (56%) than in English
(11%). They also paused more in writing Chinese (mean number: Chinese 1.56 vs
English 0.11) (‘¢’ value = 4.19. p<0.001, see Appendix 8.4). Subject SA1C paused
more in Chinese than in English (Chinese 8 times vs English 1) to think of this type
of problem; Subject 3A1C only paused for this type of problem when writing Chinese
(Chinese 5 times vs English O times). Slender as it is, the trend seems to be for

subjects to pause more to tackle higher order problems, like logical decisions, when
writing in Chinese than in English, their L2.

8.3 Pauses Related to Linguistic Phenomena

Primary school learners in Hong Kong are inexperienced writers with limited

knowledge of specific language features and can be expected to pause to consider

problems and issues of a linguistic nature.
8.3.1 Pausing to Select Appropriate Words

When the subjects were writing, they sometimes paused to choose words. The
subjects might have several words in mind and needed to select the most appropriate.
They also paused to consider whether words had the desired meaning. Responses like:
"I am thinking of a better word", " I am thinking whether this is the right word" and

"I have several words in mind, I want to choose one" were classified in this category.
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The following is an illustration:
(in Chinese)

RN EE L LBEF ,‘ﬁiv UL R 42, Bl ne (P BIE
(Then, the little mouse jumped on the hair of the lion and had some exercise. It kept
on (P) jumping.) (Subject 3AIC)

The subject made a pause and later said she had three phrases in mind: * 7, Lgff [T
(kept on ), ‘B9t -}3¢ Gumped once), and ‘p%-4% 5s (umped at intervals). She chose

‘kept on jumping’ for she said that was "more reasonable”.

Table 8.5: Summary of pausing to select appropriate words in English and in

Chinese.
P3E
| Means 033 | 167 | 033 | 1.83 | 033 | 283 | 033 | 211 |
194 | 059 | 197 |
6 | 18 18

When the subjects were writing in Chinese, 72% of them (13 out of 18) paused to
select appropriate words. From Table 8.5, it can be seen that the number of pauses
made by the 18 subjects (mean = 2.11) for this purpose was small. The differences
between the means of three groups Primary 3 (1.67), Primary 4 (1.83), Primary §
(2.83) were small. Amongst the 18 subjects, Subject 4A2C made the most pauses (6
times) for this purpose. From his background information, it was found that his
mother was a teacher who often corrected his compositions. She often asked him to
replace words he had written with alternatives. He was also frequently asked by her

to recite model Chinese essays. Selecting words was thus one of his established and
favoured writing strategies.
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Some subjects also paused to select appropriate words while they were writing

in English, as can be seen in the following example.
"Once upon a time there was a (P) beautiful queen.” (Subject 3A1E)

The subject reported that during the pause she had to make a choice between two
words - ‘pretty’ and ‘beautiful’. She chose ‘beautiful’ because she considered that it

was a better word.

When writing in English, 28% (5 out of 18) of the subjects paused to select
appropriate words. The number of pauses made by the subjects for this purpose was
very small (the mean for the 18 subjects is 0.33 pauses). There were insufficient data
to report any between-groups trend across Primary 3, Primary 4 and Primary 5.
Subject 3A3E made the most pauses (3) for this activity. In contrast, more subjects
paused to select appropriate words when they were writing in Chinese (72%) than in
English (28%). The incidence of pausing to select appropriate words was higher in
Chinese (mean for the 18 subjects 2.06) than in English (mean for the 18 subjects
0.33) (‘t’ value =4.97 p.<0.0001 ). As the subjects could usually consider more than
one word for a language item when writing in Chinese, they could also probably select

more appropriate words to express the content of the text.

8.3.2 Pauses whilst ‘Looking for Words’

When the subjects were writing, they sometimes would pause to look for words to
represent meanings in the script. They usually put Xs or left blanks for all the words
they did not know. Responses like "I am thinking of a word (or words)" and "I

cannot find a word for what I mean" were put into this category. Below is an

example:
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(in Chinese)
Ak oMo (PY X T MR
(The dwarf asked the wolf X {to disgorge} him out. (Subject P4A1C)

The subject paused to look for the word * »% * (disgorge), but could only articulate
its sound and not write the word.

Table 8.6: Summary of pausing to look for words in English and in Chinese.

P3E

Mean { 352 | 05 | 148 | 033 6.5 0.17 18.83 0.33

It was found that only 22% (4 out of 18) of the subjects paused in connection with

this activity. The total number pauses for this activity was 6, which was quite small
(mean = 0.33). With Cantonese being the spoken language of the subjects, they had

learnt Cantonese words and sometimes could not find MSWC equivalents to represent

them.

When the subjects wrote in English, they paused very often to look for words.

Below is an example:

"The king X a queen again. She is beautiful, too. But her heart is not beautiful. She
had a magic X." (Subject 3A1E)

During the pauses, the subject said she wanted to look for the words for the Xs. The
first X was ‘married’ and the second word was ‘mirror’. She knew the meaning of

the words in her mother tongue but not the symbols to represent these meanings in

English. All 18 subjects made this kind of pause to look for words and said they
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could express the meaning in Cantonese, but did not know English words to represent
the same meaning. From Table 8.6, it can be seen that the mean number (18.83
pauses) for the 18 subjects is very large. There were also differences between the
means for Primary 3 (35.2), Primary 4 (14.8) and Primary 5 (6.5). The downward

trend of the number of pauses, suggests that the higher the class of the subjects, the

more extensive is their English lexicon.

Individual differences were very marked (s.d. = 31.78). Five subjects made
more than 10 pauses to look for words; Subject 3BAE made 124 pauses for this
activity; Subject 4A1E made 67; Subject 3A2E made 50; and Subject 3A3E made 11.
The large quantity of pauses for this activity is evidence of the weakness of these
subjects in their L2. Length of the text was predictably associated in some children
with a larger number of pauses. Subject 3A1E, a P3 pupil, made 27 pauses and wrote
the longest English composition (503 words). However, subjects who wrote shorter

passages also made many pauses associated with trying to think of appropriate
vocabulary items.

8.3.3 Pauses in Constructing Sentences

Besides thinking of appropriate words, subjects also paused when constructing
sentences. Sentence-level linguistic planning is a major constituent of the writing
process, for sentences do not simply emerge once one has a general idea. When a

subject responded that he was thinking of ways to construct a sentence, these pauses

were put into the ‘sentence pause’ category. Examples of this phenomenon in Chinese

writing are shown below.:

(in MSWC)

B s 0 TEA iy .

(The lion said (P): “Thank you very much.’) (Subject 3A1C)

She said that during the pause she wanted to write:
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(The protocol in Cantonese)
SR 3~ IR T N A DY NI 74 S B

(I have helped you. (You are a small mouse.) I do not expect you can help me.

However you have saved me.) (Subject 3A1C)

Table 8.7: Summary of pausing whilst constructing sentences in English and in
Chinese
P3E | P3C | P4E | P4C | PSE | P5C Pg-ST P3-5C
Mean 6.17 1 1.5 | 0.16 2 0.17 3.22 0.44
s.d. 736 | 1.1 | 1.05 | 041 | 1.67 | 0.48 4.66 0.78
No. 6 6 6 6 6 6 18 18

When they wrote in Chinese, 33% of the subjects (6 out of 18) reported that they
paused in connection with constructing sentences. From Table 8.7, it can be seen that
the mean number of the pauses for this activity for the sample as a whole was small
(0.44). The largest number of pauses for this activity was 3, suggesting that the

subjects did not pause often whilst constructing sentences in Chinese.

While they were writing in English, however, many subjects paused in
connection with constructing sentences, as can be seen below:

(The protocols in Cantonese)

NGB DA AhAe KA X
(I do not have energy to pull the bucket of water). (Subject 3A1E)

In the subject’s written text, she put down xxxxx. Since she could compose aloud,

this indicates that she had the meaning in mind in Cantonese but lacked suitable

English words to form a complete sentence.
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It was found that 83% of the subjects (15 out of 18) paused for this activity
whilst writing in their L2. The mean number of the 18 subjects was 3.22, and the
mean for subjects in P3 was 6.17; 1.5 for P4; and 2 for P5. Two P3 subjects were
exceptions here, with Subject 3B4E pausing 16 times and Subject 3A2E pausing 15
times. These two paused much more than the other subjects since their English
proficiency was low and they could not even write one complete sentence. As already
indicated, more subjects paused to construct sentences when they wrote in English
(83%, mean = 3.22) than in Chinese (33%, mean = 0.44) (‘t’ value = 2.48, p.<.02, see
Appendix 8.4), an indication of the difficulties of the sample in writing in English.

8.3.4 Pausing whilst Transforming Cantonese to MSWC

As the subjects were Cantonese, when they wrote in MSWC they sometimes wondered
whether what they were writing was permitted. Comments like "I am considering
whether what I want to write is Cantonese” were put in this category.
The following is an example:

B 2 B R (P, K% oL 1RAR
(I am hungry (P). I must eat you.) (Subject 3A1C)

The subject paused and considered the word ‘gz 33 (hungry), then tried to remember
whether the word was Cantonese or MSWC. She wanted to write ‘fg{%, but could
not remember the strokes of the word ‘f&’, so she used ‘g .

Table 8.8: Summary of pausing whilst transforming Cantonese into MSWC.

| s 1.38 0.82 0.86 1.04




It was found that when the subjects were writing in Chinese, 94% (17 out of 18
subjects) paused to think about the problem of transforming Cantonese to MSWC,
showing their consciousness about the difference between spoken Cantonese and
written Chinese. This also suggests that their Chinese language teachers had
frequently instructed them not to write Cantonese in their compositions. From Table
8.8, it can be seen that the mean number of pauses for this activity for the 18 subjects
was 1.83. There was also a slight difference in the mean number of pauses for this
activity between Primary 3 (1.5), Primary 4 (1.67) and Primary 5 (2.33). The slender
upward trend (statistically non-significant) suggests that the higher the class of the
subjects, the more conscious they seemed to be of this rule. Individual differences
were present, with two subjects (3A1C and 4A2C) pausing 4 times and Subject 3B6C
not at all. The researcher asked the former about the use of Cantonese in writing and
received the reply that her Chinese teachers had told her not to use spoken language
(Cantonese) when writing. The subjects generally reported that they assumed they
should not write any Cantonese in their composition and that this caused them some

uncertainty, for sometimes they were unsure whether what they were writing was

standard or not.

8.3.5 Pauses to Think about Grammar

The subjects had acquired some grammatical knowledge in their English lessons and,
whilst writing, would sometimes pause to think of grammatical rules, even though
they did not always know the technical terminology for the grammar in question. The
subjects also reported thinking about this kind of activity during their pauses.
Responses like "I am thinking of using ‘go’ or ‘went’", "I am considering the word
‘going’ and ‘went’", "I am wondering whether I should add an ‘s’ to that word" and
the like were put into this category by the researcher.
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Table 8.9:

Summary of pausing associated with thinking about grammar in

English.
P3E P4E P5E P3-P5E
Basic Tense mean 0.83 1.83 1.33 1.33
s.d. 1.33 2.64 1.97 1.97
Verb Form mean 1.83 0.83 1.83 1.5
s.d. 2.79 1.33 1.72 1.98
Singular/Plural mean 0.67 0.67 1 0.78
| sd. 0.82 1.21 0.63 0.88
‘ Conjunction mean 2 1.5 1. 15 J‘
sd. 268 234 1.26 2.09 J\
Subject/pronoun 0.83 0.83 0.5 0.72
[ sa 1.33 0.98 0.84 12 |
| Preposition/articles 1.33 0.83 0.83 1 |
[ sa 2.42 1.17 1.33 1.65
No. |6 6 6 18

As shown in Table 8.9, there were six types of grammatical items with which the

subjects had most problems during writing. These are discussed separately below.

8.3.5.1 Basic Tense Formation

The example below illustrates the pausing of a subject to think about basic tense

formation.

"This time, the farmer know the dog is (P) honest." (Subject SA1E)

During the pause, the subject reported she considered whether to use ‘is’ or ‘was’.

She decided to use ‘is’ because she thought that ‘this time’ should be in the present

tense.

284



It was found that 50% (9 out of 18) of the subjects paused to think about
tenses. The mean number of pauses for the 18 subjects were 1.33. The differences
between P3 (mean number of pauses 0.83), P4 (1.83) and PS5 (1.33) were not great.
Individual variations were noted, however. Seven subjects made no pauses for this
activity but Subject 4A3E paused 7 times to think of tenses. In further conversation

it became clear that he had done a lot of exercises on tenses in P4 English classes.

8.3.5.2 Verb forms

Below is an example which illustrates the pausing of a subject to think about a verb

form.
"He went (P) to forest and sees Snow White." (Subject 3A1E)

The subject paused to think about using the word ‘goes’. She said ‘goes’ did not

sound right so she chose the word ‘went’ instead.

It was found that 56% of the subjects (10 out of 18) paused to think about verb
forms during writing. The mean number of pauses for the entire 18 subjects for this
activity was 1.5. PS5 subjects (mean number 1.83) and P3 subjects (1.83) paused
slightly more than P4 subjects (0.83). Individual differences were marked. Eight
subjects made no apparent pauses whatever for this activity, whereas Subject 3A1E
paused 7 times and Subject SA1E paused 5 times. The subjects were generally quite
conscious about verb forms, had been reminded by their teachers to pay attention to

various verb forms and had learned numerous verb forms by rote.

8.3.5.3 Singular or Plural?
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The example below illustrates the pausing of a subject related to the above issue.
"In my school, there are many of X in my school, example, X, stories (P) land and
swimming pool.” (Subject 4BSE)

The subject paused to think whether he should use ‘story’ or ‘stories’.

50% of the subjects (9 out of 18) paused to think of whether to put a noun in
its singular or plural form, although the mean number for the 18 subjects was small
(0.78). The differences between P3 (mean number 0.67), P4 (0.67) and PS5 (1) were

also small. 5 out of 6 of P5 subjects paused for this activity, suggesting they were
more aware of plurality in grammar.

v8.3.5.4 Conjunctions

Below is an example which illustrates the pausing of a subject to think about this

aspect of grammar.

"Then he saw the wolf and said "I will throw an apple for you. And (P) you get it."
(Subject 4A3E)

During the pause, he said he was considering whether he should use the word ‘and’.

56% (10 out of 18) of the subjects paused to think about conjunctions in their
writing. The mean number of pauses for the 18 subjects was only 1.56, but individual
differences were notable, with 8 making no such pauses and Subject 4A3E pausing
7 times. He was aware of the importance of conjunctions and his composition was

rather long (383 words). Another subject (3A3E) also paused 7 times, and she
assumed that all sentences should begin with a conjunction.
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8.3.5.5 Pronouns
Below is an example which illustrates the pausing of a subject for this activity.

"One day, Mother Pig asked her three little pigs each to make a house. But (P) they
must not let the wolf to catch (P) them." (Subject 4A3E)

During the pause, the subject thought about the use of pronouns. At first he wanted
to use ‘you’ instead of ‘they’ and ‘them’, but decided to use ‘they’ and ‘them’. He
said, "This is not spoken language" and said this was why he could not use ‘you’.
39% of the subjects (7 out of 18) paused to consider the use of pronouns. The
mean number of pauses for the 18 subjects were small (0.72) and the difference

between P3 (0.83), P4 (0.83) and P5 (0.5) was minimal.

8.3.5.6 Prepositions/Articles

Below is an example which illustrates the pausing of a subject for this consideration.
"Then the wolf said, ‘let me in, or I will blow your house in (P).”" (Subject 4A3E)
The subject paused to examine whether the word ‘in’ was correct here.

33% (6 out of 18) subjects paused to think of prepositions and articles. The
mean number of pauses of the 18 subjects was small (1). Subject P3AIE was an

exception, pausing 6 times for this purpose. The difference between the three age
groups was small and individual differences were minimal.
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Unlike the case with English writing, in Chinese writing only 3 subjects
(3B6C, 5A3C, 5SB5C) reported that they had paused to think about conjunctions. As
there is no formal grammar teaching in Chinese lessons, the subjects were not familiar
with Chinese grammar or consciously thought about it. Thus, they made very few

pauses here.

Overall, there were 6 subjects who paused more than 10 times to think of
grammar in English writing; they were Subject 3AIE (29 pauses), Subject 3A3E (16
pauses), Subject 4A2E (11 pauses), Subject 4A3E (27 pauses), Subject SA1E (12
pauses) and Subject SA3E (13 pauses). The researcher is familiar with the teaching
style of their English teachers and can report that these six subjects had completed a
lot of exercises on usage of tenses, verb forms, singular and plurality, conjunctions,
articles, prepositions and the like. The subjects themselves were hence very conscious

of these grammatical points.

Subjects also paused for other grammatical considerations, like comparisons,

possessive adjectives, word inflection and so on, but the incidence of pauses for these

was very low. Consequently, they were not categorized in the present research.

8.3.5.7 Pauses Associated with the Mechanics of Writing
8.3.5.7a Spelling and Recalling Strokes in Chinese Characters

When the subjects were writing, they often paused to think of the spelling of English
words or the writing of strokes of Chinese characters. Responses from subjects like,
"I was thinking of the spelling of the word", " I don’t know whether the spelling is
correct” and "I am thinking of the strokes of the character” were put in this category.

It was easy to observe this kind of pause. The subjects sometimes tried to write the
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words on the rough work sheet, sometimes used their fingers to write in the air, or

wrote part of the English word or Chinese character on their composition paper.

Below is an example of this phenomenon:
(in Chinese)
% - 2BE By & PO H AR D,
(There was a naughty little (P) mouse looking for food.) (Subject 3A1C)

During the pause, the subject tried to think the strokes of the character * ﬁ\,’ (mouse).

Table 8.10: Summary of pausing for spelling in English and thinking of the
strokes in Chinese characters

P3E | P3C | P4E | PAC | PSE | P5C | P3-5E | P3-P5C

Mean 9.67 | 145 | 6.33 89 | 7.83 8 7.94 10.44

sd. 871 | 997 | 398 | 496 | 3.54 | 69 5.17 1.7

It was found that all 18 subjects paused to think of the strokes in characters when they

were writing in Chinese. From Table 8.10 it can be seen that the average number of
pauses for this activity for the 18 subjects was 10.44. This was the activity for which
subjects paused the most during writing. There are differences between the three
levels, with a mean of 14.5 for P3, 8.9 for P4, and 8 for P5. These indicate a
downward trend for the higher classes and that higher class subjects had more
confidence in writing the strokes of characters. Individual differences were marked
(s.d. = 7.7), with 3 subjects (3A1C, 3A3C, 5A3C) making more than 20 pauses for
this activity, mainly because their scripts were long (634 words, 582 words, 445
words) and they had to use more characters than the others. Two subjects (4B5C,

5B4C) made fewer than 2 pauses for this activity. Their texts were relatively short
(146 words; 81 words).
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When the subjects wrote in English, they paused to think of the spelling of

words. Below is an example:
"(P) Tomorrow, the queen has a baby."” (Subject 3A1E)

The subject made a pause and said that during the pause she was thinking of the
spelling of the words ‘next week’. As she could not spell the word ‘next’, she used

the word ‘tomorrow’ as a substitute.

It was found that all 18 subjects reported that they had paused to think of the
spelling of words. The average number of pauses for this activity was 7.95 (s.d. =
5.17). This category of pauses was the second largest in frequency. There were non-
statistically significant differences between the mean number of pauses for P3 (9.67),
P4 (6.33) and P5 (7.83). P3 subjects made most pauses for spelling, but the subjects
of P5 paused more than the subjects of P4 for this activity. It may seem that the
spelling ability of P4 subjects was better than their P5S counterparts, but this category
should be considered together with the category "looking for words", which affected
the frequency of pauses for spelling. For instance, a P4 Subject (4A1E) paused 5
times for this activity but she made 64 pauses to look for words. This is evidence that
she could not find the words to express her meaning and that this was a bigger
problem than actually spelling the words.

Individual differences were considerable for this category. Two subjects made
more than 14 pauses (Subject 3A1E, 23 pauses; Subject 3A3E, 14 pauses) here, but
their scripts were quite long. Subject 3B4E made only 3 pauses for spelling but 124

pauses to look for words. Subject 3BSE made only two pauses for spelling, for her
text was very short (39 words). |
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Generally speaking, all subjects paused to think about spelling English words
and the strokes of Chinese characters. The average number of pauses (all 18 subjects)
for thinking of strokes of Chinese characters was 10.44, and for spelling of English
words 7.94. The subjects paused more to think of the strokes of Chinese characters.
Subjects were allowed to leave blanks when they could not find the word needed, with
fewer blanks in the Chinese writing, suggesting that the subjects might have tried to

pause more to solve the problems in writing Chinese characters.

8.3.5.7b Punctuation and Capitalization

During the writing, subjects sometimes paused to consider the insertion of appropriate
punctuation marks. When a subject responded "I am thinking of punctuation” and "I
want to insert a comma or a full stop”, these responses were put into this category.
Below is an example in Chinese writing:

(In Chinese)

LNRG T 5 G AW OB DL,
(The little mouse was very happy, it thanked the lion, (P) and it ran home without
looking back.) (Subject 3A1C)

The subject paused and thought about punctuation. She used a full stop at first, then

changed her mind and used a comma. She said there was a continuation and it was

better to use a comma.

Table 8.11;  Summary of pauses for punctuation in English and in Chinese
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72% of the subjects (13 out of 18) paused to think about punctuation when they wrote
in Chinese. From Table 8.11 it can be seen that the average number of pauses was
2. The mean for P3 subjects (3.5) was higher than those of P4 (1.17) and PS5 (1.83)
respectively. Individual difference was notable. One P3 Subject (3B6C) made 7
pauses for this activity, and later told the researcher that her teacher often emphasized

punctuation. In contrast, 5 subjects made no pauses whatever for this activity.

When the subjects wrote in English, they paused to think of punctuation and

capitalization. Below is an example:

"Once upon a time had a beautiful (P) queen." (Subject 3AIE)

The subject paused to think whether the word ‘queen’ should be capitalized.

56% of the subjects (10 out of 18) paused to think about punctuation, the
average number of pauses for this activity being 2.06. There were differences between
the mean number of pauses for P3 (3.5), P4 (1.67) and P5 groups (1), with a
downward trend for the higher classes. Individual differences were notable, with
Subject 3A1E pausing 12 times and Subject (4A3E) pausing 7 times to ponder

punctuation and capitalization issues. Eight subjects made no pauses here.

In general, the subjects paused for punctuation when they wrote both in
Chinese and in English. More subjects paused for punctuation when they wrote in
Chinese (72%) than in English (56%), but the average pauses for the two languages
(Chinese 2 vs English 2.06) were similar.
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8.4 Pauses whilst Rescanning

When the subjects were writing, they sometimes rescanned to read what they had
written. There were three types of rescanning: rescanning one to several sentences;
from the beginning to the end of the text produced so far; and of the whole text.
Rescanning could be detected by the movement of the head, movement of fingers

along the written words, movement of eyelids and the reading aloud of some

sentences.

Table 8.12:  Summary of pausing for rescanning

It was found that all 18 subjects paused to rescan the text when writing in Chinese,
From Table 8.12, it can be seen that the average number of pauses for the 18 subjects
was 5.89, quite a high frequency. There were differences between the average pauses
for P3 (5.83), P4 (4.33) and PS5 (7.76) groups. The subjects of P5 had the highest
frequency amongst the three groups, and individual differences were marked. For

example, Subject SA3C paused 22 times; Subjects (3B6C, 4A2C and 5B4C) made
only three such pauses for this activity.

All subjects made pauses when rescanning texts written in English. The
average number of pauses for the 18 subjects was 6.5, quite a high frequency. The
between-group differences were not great (the mean number of Primary 3 was 6.67,
Primary 4 was 7, Primary 5 was 5.83) and the one-way analysis of variance was not
statistically significant, see Appendix 8.5). Individual differences were marked (s.d.
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= 3.33), with Subjects 3A3E and 4A3E pausing more than 12 times each. Six subjects
paused less than 5 times. The difference between the mean number of pauses for
writing in Chinese (5.94) and English (6.5) was small, indicating that subjects engaged
in rescanning in similar degrees for the two languages.

8.5 Pausing to Express Personal Feelings

During the writing, some subjects paused and articulated their feelings. Typical
comments such as were "I don’t want to write", "I am very tired ", "Can I go to the
toilet?" and “I want a drink" were placed in this category. The following is an
illustration from a subject writing in Chinese:
(in Chinese)

RE —AgAR R, AR KB S W) 123 (P,
(Suddenly, it was captured by a very, very big net (P).) (Subject 3A1C)

During the pause, she said, "My hands arc sweating, I want to take a rest.” (Subject
3AIC0)

Table 8.13: Summary of pauses for expression of feelings

50% of the subjects (9 out of 18) paused to express their feelings when they were
writing in Chinese. From Table 8.13 it caﬁ be seen that the average number of pauses
for this activity was small (0.78). P4 subjects paused more than the other two
groups. Individual differences were not great, with Subject 4B5C pausing 3 times but

294



9 subjects making no pauses to express their personal feelings. 39% of the subjects
(7 out of 18) paused to express their feelings when writing English. From Table 8.13
one can see that the average number of pauses for this activity was small (0.72).
Differences between the groups were also very small (P3, 0.83 per text; P4, 1.67; PS,
0.5). Subject 3A1E made the most pauses here (3 times).

8.6 Miscellaneous Pauses

Eight subjects paused to count the words written when they were writing in Chinese
and one subject paused to count the words in the English text. One subject (3A1C)
paused to think about the person who would be reading her work. When she was
writing the story in Chinese, she paused at the end of the first paragraph, and said that
during fhe pause she pictured how the reader might react.

8.7 Summary of Results

Pausing is a subprocess of the composing process, irrespective of whether Chinese or
English is the medium, and the young subjects in the present study paused whilst
writing for a variety of reasons (see Figure 8.1). They sometimes paused to retrieve
information from long-term memory, with more subjects pausing to retrieve such
information when writing in Chinese (94%) than in English (28%). Having retrieved
such information, the subjects sometimes then needed to pause to select information
they considered most useful. 94% of the subjects paused to select information when
writing in Chinese but only 33% did so when writing in English. These figures
clearly reflect the total numbers of pauses made during writing in the two languages.
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As they wrote, some subjects paused to think about immediate planning, of the
type described by Schumacher et al., (1984). However, in the present research, they
made no pauses for global planning as they had already gone through this stage during
the composing aloud procedure. More subjects paused for immediate planning when
they were writing in Chinese (89%) than in English (33%), these figures reflecting the
actual amount of writing produced. For example, 72% of the subjects wrote more
than 1 paragraph when they wrote in Chinese but only 33% did so when composing
in English. Flower and Hayes (1981b) claim that planning activities are a special and
important part of the writing process, but the results of the present study suggest that
the beginning writers of this study, having composed aloud, engaged in little further
planning. Nevertheless, they did pause to reflect on logical problems, especially when
writing in Chinese (72% of the subjects).

Although the average number of pauses to think of logical problems was small
(1.76), individual subjects displayed behaviour which was very revealing. Subject
5A1C made 8 such pauses, was an outstanding writer and her writing in Chinese was
better than all the others. On the other hand, she only paused once for this purpose
when she writing in English. Only two P5 subjects paused to consider logical issues
when writing in English, again reflecting the actual amount written. Thus, for
instance, there were more of these pauses when subjects were writing in Chinese than
in English, but the differences were quite small. Having articulated their writing

during the composing aloud stage, predictably there were few pauses to consider the
logic of what was being written.

The most frequently displayed pauses associated with cognition were in
connection with retrieving and selecting information. This finding reflects the findings
reported in the previous chapter: that subjects transform ideas, especially adding and
deleting many ideas, during the process of writing. However, the overall picture is
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that, on the experimental tasks in the present study, the young subjects in the present
study paused relatively infrequently as a result of cognitive factors. The evidence and
follow-up interviews revealed that the subjects had more practice in writing in Chinese
and that their competence in writing in Chinese was better than in English, their L2.

However, these effects were masked partially by the composing aloud experience.

On the other hand, subjects did need to pause to consider linguistic issues.
When writing in Chinese, there were more pauses undertaken by the subjects to select
appropriate words (Chinese 72% vs English 28%). Besides writing more, the subjects
had a wider range of vocabulary (lexicon) to choose from, and were more sensitive
to the meanings of words. Thus, when pausing to look for words to represent the
meanings they had in mind, only 22% of the subjects paused to look for words in
Chinese. Significantly, they paused most frequently in search of words which they
knew in their spoken language (Cantonese) but not in MSWC. All 18 subjects had
to pause to look for words when writing English. Again this is partly an effect of the
experimental design in that the subjects composed aloud in Cantonese but wrote in
English. Thus they could express themselves in Cantonese, but often could not find
the appropriate English words to represent their meaning. In contrast, thinking in
Cantonese and writing in MSWC reduced this problem somewhat. Nevertheless,
having a smaller English than Chinese lexicon must have had an effect, reflected in
the relatively large average number of pauses per subject (18.83). There was a trend

for the problem to be most apparent with the P3 (mean = 35.2) children, compared to
the P4 (mean = 14.8) and P5 (mean = 6.5) groups.

A problem prompting pauses was apparent in terms of the efforts by the
sample to construct correct sentences syntactically and semantically, especially when
they wrote in English. In the case of writing in Chinese, fewer subjects (Chinese 33%
vs English 83%) reported that they paused to think about matters of grammar. On the
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other hand, since all the subjects were Cantonese speakers, when they were writing
in Chinese, 94% paused to think about transforming Cantonese to MSWC. All were
sensitive to the strictly enforced school rule that they should never write Cantonese
in their compositions. This made them write with uncertainty in Chinese, but the
group as a whole were not worried about their knowledge of grammar in MSWC. In
contrast, they all paused to think of grammatical issues when writing in English. The
children had received extensive training on English grammar in school from their
teachers, and sometimes at home from their parents. Even so, 50% of the subjects
paused to think of tenses; 56% paused to think of verb forms; 56% paused to think
about conjunctions; 50% paused to think about singular or plural nouns, with PS5
pupils more aware of plurality in grammar; 39% paused to consider the use of subjects
and pronouns; and 33% paused to think about prepositions and articles. It was found
that the 6 subjects who paused more than 10 times to think about grammar had done

numerous exercises on grammar and were very aware of grammatical rules.

Most subjects paused the most over mechanical aspects of writing, the spelling
of English words and the writing of strokes of Chinese characters. The mean number
of pauses for the 18 subjects to think about Chinese strokes was 10.44, and there was
a downward trend here with increasing age, with subjects in higher classes pausing
less to think about strokes in Chinese characters. On the other hand, when writing in
English, all subjects paused to think over the spelling of words (mean = 7.94 per
subject). The number of pauses related to this activity was second only to the
category of ‘looking for words’, with the younger subjects making more pauses than
the older subjects. The subjects paused slightly more with Chinese characters, for the
mean number for pauses for the sample (18 subjects) for thinking of strokes of
Chinese characters was higher than for spelling English words (Chinese 10.44 vs
English 7.94). Generally, all subjects struggled hard to write Chinese characters and
to spell English words. Perhaps this reflects the obsession of Hong Kong primary
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teachers with marking every single error in pupils’ writing (HKED, 1989).

The subjects paused to consider punctuation when writing in Chinese and
English, with slightly more pauses for Chinese (72%) than for English (56%). The
average number of pauses of the two languages (Chinese 2 vs English 2.06) were
similar. Rose (1984) points out that beginning writers frequently believe they should
monitor the mechanics and punctuation during the act of writing, often with the result
that blocking occurs. To a great extent, the pausal activities reflected the focus of
thinking of the subjects, and they appeared at times to be ‘surface’ writers as they
mainly processed words and ideas at the sentence level when writing (c.f. Biggs,
1988). The subjects also paused much more over items of language than over
cognitive problems. Biggs points out that writers when producing text have essentially
two major concerns: content, referring to the semantic meaning of the text (what to

say), and language use, referring to the formal rules goveming spelling, grammar and

so on (how to say it).

In the present research, the subjects seemed concerned more over language
items when writing in English than in Chinese. Shaughnessy (1977) points out that
basic writers are preoccupied with local problems and have a fear of producing errors,
are reluctant to play with ideas or return to central points, and are less concerned
about the flow of words and sentences. Opposing this view, some scholars contend
that lack of competence in writing in English results more from a lack of composing
competence than linguistic competence (Jones, 1982; Zamel, 1982; Raimes, 1985a).
Certainly, when all of the subjects in the present study were writing, they paused to
rescan their writing in Chinese and in English, reading over the text both for its sense
and accuracy. Interestingly, 8 subjects paused to count the words written when they
were writing in Chinese. As the number of characters is often an important

requirement for assignments and compositions, subjects are conscious about the
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number of words written. However, there was only one subject who paused to count
the words when writing in English, reflecting the fact that on average they wrote far
less in this language. Only one subject paused to think of the target reader, suggesting

that few of the subjects had any strong sense of audience when writing.

As implied above, the research technique influenced the nature and pattern of
the data to an extent. For example, having the children compose aloud in Cantonese
might advantage the writing of Chinese. Although it may seem a little odd that the
children were allowed by the researcher to speak in Cantonese (rather than in English)
during the ‘compose aloud’ stage of writing in English, this in fact is a valid reflection
of what actually happens in real life as the children write in English. In other words,
they think in Cantonese even when writing in the L2. The techniques used in the
research to study the pausal activities were carefully applied and they did not interfere
with or interrupt the ongoing nature of the composing process. The observation record
forms and videotape enabled the subjects to recall their pausal activities with a high
degree of certainty. Hence, a fair measure of validity too is claimed for the data.

8.8 Implications

In Hong Kong, studying to pass examinations is usual and the teaching of writing is
very examination orientated. Almost all compositions are done in the classroom and,
in many respects, are considered tests. In most primary schools, the marks for all the
compositions written are included in the final year examination results. Composition
lessons are mostly treated as test periods, and the composition session is usually
conducted as if a test is being given. Thus, language teachers give a topic, set a time
limit and the number of words to be written. Some teachers brief students on how to
write and strict rules are laid down. Sometimes, in Hong Kong schools, discipline is
considered to be more important than teaching and the teacher must not allow students
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to disturb other classes. Students must finish the assignment within a set time limit
and are discouraged from writing at home because the teachers do not want the

students to get help from family members. This would make the results of the

composition written test profile unreliable.

From the research, it is clear that pausing is an integral subprocess of
composing. This being so, teachers should help learners use these pauses to good
effect, giving pupils sufficient time for pausing. However, under the present system,
even primary pupils write under time constraints and examination pressure and hence
have little time for pausing, The fieldwork showed that the subjects paused most
frequently over linguistic matters. They have difficulties in selecting the right words
to use, the right sentence structures, the right Chinese characters and the correct
spelling. It would be very helpful here if the teacher was available to help them.
However, Hong Kong teachers feel it is not possible for the teacher to answer all
questions from students, since they feel the class size (about 40 students per class) is
too large to manage. The teacher cannot give individual attention to students and, in
any case, when writing is a form of testing it is unfair to help one child and not the
rest. The situation would improve, of course, if writing was not considered primarily
as a means of testing. At the same time, compositions could be written at home and

family members could help students deal with language problems.

Research has shown that, when English teachers who have not been trained as
raters are asked to rate compositions, they tend to focus attention on and base their
rating on ‘correctness’ rather than content, logic and other features of writing
(Diederich, 1964; Hillocks, 1986). The teachers in Hong Kong also focus on language
elements, especially mistakes and errors made by the students in their writing. After
correcting the compositions of the students, some teachers do try to analyze the errors
made by the students. However, this analysis is addressed to deciding which common
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grammatical and mechanical errors need whole-class remediation. The teachers ignore

the significance of cognitive aspects and style and, consequently, the students too tend

not to focus on these either.

Scardamalia (1981) points out that writers have to remember a large number
of things to do, as well as what they are going to say and have said when composing.
The present research confirms that the research subjects also have to attend to a wide
range of cognitive, linguistic, review, evaluation and mechanical decisions when
writing. Accomplished authors will often plan for hours, days and even years for an
intended piece of writing. And as they write, they will pause to check how the next
words to be written cohere within the overall plan. Before putting pen to paper, they
need to hold these decisions in mind, working memory limitations severely restricting
the amount of information which can be held in conscious memory. They thus make
notes to assist memory, quickly scribble down draft versions of ideas, and work at
their own pace and in the comfort of their preferred writing environment. All these
clements are usually unacceptable to Hong Kong primary school teachers. Their target
is to get their pupils to write a piece of writing on a topic assigned by the panel
chairman. The pupils are expected write well organized text in fluent, error-free
Chinese or English and to show some imagination. Furthermore, this is usually ‘one-
shot writing’, in the sense that there is only time to write one version. Add to this the
restriction of aiming to hit a specified word length target, and one can appreciate that
attractive, personalised and expressive writing is beyond the ability of most Hong
Kong pupils at primary level.

As Flower and Hayes (1980b) have pointed out, one of the most damaging
habits for novice writers is to focus on text structure constraints and to allow these to
restrict or influence ideas manipulation. These experiences accumulate so that young

writers are soon unable to express what is in mind, believe that this is their own fault,
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and self-impose a restricted vision of the scope and purpose of their writing (Collins
and Gentner, 1980).

Graves (1984) found that children who have difficulty with spelling and who
draft, change their spellings from draft to draft until more accurate spellings are
reached in the final draft form. He supports teachers who encourage emphasis on
content in early drafts, with surface features polished up in the final draft. Graves
also suggests that clements of linguistic competence need separate and focused
weatment. Teachers should allow students to focus on content when composing,
ignoring spellings, word choice and grammar, for these can be dealt with subsequently
(Biggs, 1988a). However, there must be a well designed curriculum and writing
syllabus to guide the teacher; 100% cooperation between staff and school
management; pupils and their parents should be informed of the strategy; and the child
must not be expected to produce perfection in writing every time. All these points are
foreign to the Hong Kong context and are all areas for fruitful research. The official
syllabi for primary and secondary schools of Chinese language (CDC 1990) are, in
fact, most commendable. However, when schools are allowed to write their own
syllabus (HKED, 1989), there is a narrowing of educational objectives. Teachers in
Hong Kong need a professionally planned, flexible syllabus which all schools should
take account of, and they should be given clear educational objectives to address.

In the present research, the subjects paused a lot to ponder over strokes of
Chinese characters and the spelling of English words. Having to try to master two
languages (three if one counts the Pinyin version of Putonghua) simultaneously, is a
considerable burden for the young Hong Kong learner. Cross-linguistic interference
does not case matters; the contrasting approaches used by teachers to teach Chinese
and English have negative transfer effects; and the restricted opportunities outside the
classroom to brush up and develop English in Hong Kong narrow the kinds of
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activities teachers can select.

After studying the teaching methods of the Chinese and English language
teachers of the pupils and the text books used, the present researcher found that the
teaching of writing in their schools is quite limited in scope, and the principal
instructional objective is to pass a test. Students in Hong Kong are given dictations
from text books once or twice weekly, and are asked to prepare by learning the
meaning of all the words. This form of rote learning is considered by students to be
boring, and their parents spend hours revising the passages with their children.

In fact, there are other methods to extend the children’s lexicon. In Mainland
China, children are provided with intensive instruction in Chinese vocabulary. By
mcans ;).f the ‘Pinyin’ system, character structure analyses, and the ‘word chain’
approach, or combinations of the three methods, pupils are taught to master 2500
commonly used words within the first two years of schooling. In Taiwan, in some
schools, pupils of lower primary levels are helped to acquire 3,000 commonly used
words through reading basic readers (Siu et al,, 1986). This approach could be
considered for the Hong Kong context.
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Chapter Nine

Revising

During the process of writing itself or when reviewing what has been written so far,
writers may revise their output. Similarly, the subjects in the present study would
geem to alter tactic as they revised their strategies and plans in an attempt to ensure
that their writing said what they wanted to say. This chapter looks at the types of
revisions made by the subjects, tallying their incidence and studying the way the
students appeared to detect and correct mistakes. An attempt is made to explain why
the mistakes arose, based on the subjects’ own accounts of the matter. The strategies

used to revise the spelling of English words and writing of Chinese characters are also
described.

9.1 Introduction

Revision is an important subprocess of the composing process. Graves (1983)
suggests that there is a major breakthrough in children’s writing when they see
"the words as temporary, the information as manipulable...Until the children
see information as primary and the details as essential to good communication,

they are unable to see information, words or syntax as manipulable!' (p.159)

Urzua (1987) found that children seemed to develop a sense of the power of language
through the revision of writing, recognising that language can be manipulated and
rearranged, and that sections of a composition can be deleted or added.

Hayes et al. (1987) define revising as the writer’s attempt to improve a plan
or text, while Sudol (1982) states that revising is the exercise of critical thinking to

306



induce fresh discovery, a dynamic and recursive action. Bereiter and Scardamalia
(1987) regard revising as a problem-solving cognitive process. During the course of
writing a composition, two distinct main classes of mental representations are built up
and stored in long-term memory: representations of the text written so far; and a
representation of the text intended, which includes the whole text, not just parts
already written. Revision involves the perception of some mismatch between these
two representations, the decisions taken about how to make desired changes, and,
finally, actually making the desired changes.

In the present research, the changes made on the written paper and obvious
correction marks are considered to be evidence of revision. Of course, besides such
revision, there is also the kind of revision in the head which may not always or even
be reflected in the written text (Bereiter and Scardamalia, 1987, p.297). At the same
time, before writers put down any words they may sometimes need to modify their
intentions and, as a result, the actual text in the head will differ from the text on the
paper. This is usually considered a type of transformation, a subprocess discussed in
Chapters Six and Seven. This type of revising will not be discussed in detail in this
chapter. Instead, the focus is on types of revisions, the amount of revising, causes of
mistakes and the strategies employed to revise English words and Chinese characters.

The writer looked in particular at the types of revisions made by the subjects during
writing and in the final review subprocess.

9.2 Types of Revisions

Most writers make revisions at different points in their writing: before pen meets
paper, during writing and after the first draft. They also make different types of
revisions. Kamler (1980) found that the revisions of the seven-year-old are mainly
addition, and Bereiter and Scardamalia (1987) report that, under “ordinary

circumstances”, the "Compare, Diagnose, Operate” revising process is not often
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applied by children (p.282). In similar vein, Bracewell et al. (1978) report that 4th
graders hardly revise at all; 8th graders’ revisions harm more than they help; and the
12th graders’ helpful revisions narrowly outnumber their harmful ones. These findings
would suggest that the younger the children, the less eager they are to make revisions

or the less it occurs to them to do so, or that they are not very proficient at doing so.

Students in senior secondary classes do seem to make more revisions of their
compositions, and various studies report the kinds of revision they make. Emig
(1971) found that 12th graders "engage in no reformulating” (p.97); Stallard (1974)
found that only 2.5% of 12th graders’ revisions were focused above the word and
sentence level; whilst Bridwell (1980) found that only 11% of revisions made by 12th
graders were above the sentence level. Research evidence about revising by college
students is not always very revealing. The five writers in Perl’s (1979) research
averaged nearly thirty-one revisions per paper, but few if any of those revisions
appeared to be beyond the level of individual words and sentences. Pianko (1979)
claims that first-year college students made no "major reformulations" (p.10), her data

indicating an average of only two to four revisions per paper. Sommers (1980)
studied first-year college students and found that the greatest numbers of revisions
were at the word and phrase levels, with lexical deletions and substitutions the most
frequent operations. Hayes et al. (1987) also found that, during revision, freshmen

tend to focus on changing individual words and sentences within the text.

Of course, much of the above research begs the question of how seriously the
writers were committed to enSuring that the end product really matched the intentions.
Serious authors and writers of technical papers might agonize for hours over a single
word or phrase, and a paper being prepared for publication may need to be revised
repeatedly to meet a word-length regulation. In contrast, students in school may see
the pm-pose‘of the writing as merely being to satisfy the teacher’s demands, not their

own personal ones, and may thus invest less effort. No matter, it has been found
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generally that students as writers are notorious for their avoidance of revision (The
National Assessment of Educational Progress, 1977). Many researchers have found
that inexperienced writers, like student writers, typically treat revision as a local task,
confined to changing words and sentences rather than modifying goals and the
organization of the text (Wallace and Hayes, 1991). These points were kept in mind
throughout the present research. Thus, whilst no attempt was made to induce the

young students in the present study to behave uncharacteristically, a careful watch was

made during the writing to detect revisions.
9.2.1 Correction of Misspelt English Words and Strokes of Chinese Characters

Whilst writing, or in the final reviewing subprocess, subjects often tried to correct
misspelt English words or wrong Chinese characters. Below are examples (the
underlined word was crossed out by the child):

(in Chinese)
RERKTEE
(I then put down my school bag.) (Subject 3B6C)

(in English)
"One day, the frce fire i3 was broke out." (Subject SA1E)

Table 9.1: Summary of revisions correcting misspelt English words and wrong
Chinese characters

As can be seen from Table 9.1, when the subjects wrote in Chinese, 95% of them (17

out of 18) tried to correct wrong Chinese characters. It can also be seen that the mean
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number of revisions for this activity (18 subjects) was quite large (6.5 characters, s.d.
5.32). The difference between the mean for P4 (4.5 characters) and P5 (5.33
characters) was small, but the mean score for P3 was twice the scores for P4 and P5
(9.67 vs 4.5 vs. 5.33). The trend was for the P3 subjects in the present study to make
much more revision to Chinese characters than their counterparts in higher classes.
Subject 3A1C revised 24 Chinese characters; 5 subjects revised more than eight
characters; and 2 subjects less than two. As can be seen from the relatively large

s.d.s, individual differences within the groups were rather large.

Turning to writing in English, 89% of the subjects (16 out 18) revised spellings
of English words (mean = 4.83 words). The differences between the three groups P3
(mean = 6.5), P4 (mean = §) and PS (mean = 3) were not great. However, there is
some evidence of a decreasing trend for subjects to revise spelling with age. Perhaps
the higher the class of the subjects, the more confident they am at spelling and the
fewer revisions made: perhaps they are simply better at spelling in the first place.
Three subjects revised more than eight words to try to correct spelling errors, and 3
subjects revised less than two words. Individual differences were rather large (s.d. =
4.08).

Generally speaking, the subjects tried to correct Chinese characters (95%) and
English words (89%) which they thought were wrongly written. The mean number

of revisions of English spellings (4.83) is slightly smaller than for revision of Chinese
characters (6.5) (‘t’ value not significant, see Appendix 9.4).

9.2.2 Revision of Words

During writing, subjects occasionally revised words (in this Section, ‘word’ means

‘character’ in the case of the Chinese text). There are five types of revision of words:
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replacing words by more appropriate ones, modifying words, changing Cantonese
words to MSWC, deleting words and adding words. These are discussed below.

9.22.1 Replacing Words by More Appropriate Ones

During writing or in final reviewing, some subjects decided to replace words with
more appropriate ones. The examples below illustrate this kind of revision.
(in Chinese)
B -1 4z % 9918 105 K@ B Bk
(A kind old man took me back to school.) (Subject SA1C)

(in English)

"But the queen was dead very fast young." (Subject 3A1E)

Thirty-nine per cent of the subjects (7 out of 18) replaced Chinese words with more
appropriate ones; 17% of the subjects (3 out of 18) did so for English. On the whole,
the mean scores for the 18 subjects for replacing words by more appropriate ones
were quite small, both for Chinese (0.79) and English (0.17) (‘t’ value = 2.09, p.<.05,
see Appendix 9.4).

9.2.2.2 Modifying Words by Adding Adjectives or Adverbs or Changing Tense

The subjects sometimes modified words when revising their scripts by adding

adjectives to nouns or adverbs to verbs or adjusting the tense. Below are examples
which illustrate this kind of revision.
(in Chinese)
3
R & werh B H B o M

Y3
(It was because all her classmates had gone went to school. (Subject 5A2C)
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(in English)

"Once upon a time had a beautiful queen." (Subject 3A1E)

A greater proportion of the subjects modified words when writing in Chinese than in
English (Chinese 28% vs. English 5.5%). However, generally speaking, the mean

incidence for this kind of revision among the 18 subjects when writing in Chinese

(mean = 0.56) and in English (mean = 0.06) was small.
9.2.2.3 Changing Cantonese Words to MSWC )

As reported in earlier chapters, as the research subjects are all Hong Kong Cantonese,
they have been repeatedly ordered in school not to write Cantonese in their

compositions. When they were writing, they thus tried to revise any Cantonese words

included. The following is an example:
(in Chinese)

K - 1% B.7E By &7 AT 3L
(He has a kind face.) (Subject 4B4C)

Subject 4B4C put down *> * and revised it to ‘A%, He said later that he thought
the word ‘<Jp ’ was Cantonese so he replaced it with a MSWC equivalent. In fact,
both words are acceptable in MSWC. Only 22% (4 out of 18) attempted to revise
Cantonese words. The mean for the 18 subjects overall was quite small (0.28),

indicating that the subjects were unable to convert Cantonese words into MSWC.

9.2.2.4 Deleting Words

During the writing, some subjects deleted words, as can be seen below:
(in Chinese)
&L % & o517 B 47 o8 F vio

(Will the school mates laugh at me?) (Subject SAIC)
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(in English)

"And The third little pig do not let the wolf came in and the wolf blew and blew the
house X." (Subject 4B4E)

Thirty-three per cent of the subjects (6 out of 18) deleted Chinese and English words
respectively, but again the mean difference between the performance for this activity

for the two languages was quite small (Chinese 0.57 vs. English 0.33).

9.2.2.5 Addition of Words

When subjects are writing or reviewing, they might sometimes add words to their
script. Below are examples of this activity:
(in Chinese) -
RgE A KX Bl A M 55k 5 ap
(This made passerby me uncomfortable while I was walking.) (Subject SA1C)

(in English)

"She say goodbye to the dwarfs." (Subject 4B4C)

Thirty-nine per cent of the subjects added words to the text when writing in Chinese,
and 11% of the subjects (2 out of 18) when writing in English. Again, the mean

difference for the two languages here was quite small (Chinese, mean = 0.56 vs
English, mean = 0.11.)

Table 9.2: Summary of revision of words written in Chinese and in English (18
subjects)

s.d. 084 225 | 098 | 098 082 | 4.84 0.84 3.36
No. 6 6 6 6 6 6




Table 9.2 summarizes revisions of words by the subjects writing in English and in
Chinese. Sixty-seven per cent (12 out of 18) of the subjects revised words when
writing in Chinese. From the table it can also be seen that the mean for the 18
subjects was 2.33 (s.d = 3.36). The differences between the means for the three
groups, P3 (mean = 1.67), P4 (mean = 0.83) and P5 (mean = 4.5), were small. PS5
subjects made more revisions on this activity than the other two groups and individual
differences were rather large. Subject SA3C and Subject SA3C made more than 9

revisions each, while 6 subjects made no revision whatever to the Chinese words.

Fifty per cent of the subjects (9 out of 18) made revisions to words written in
English, but the mean number for the 18 subjects was small (0.84). The differences
between P3, P4 and PS5 groups (mean 0.5 vs. 0.83 vs 0.67) were very small.
Individual differences were not great (s.d. = 0.84), and the highest count for any one

subject was only two.

On the whole, more subjects made revisions to words when writing in Chinese
(67%) than in English (50%), and the mean number of words revised by the 18
subjects writing in Chinese (mean = 2.33) was higher than in English (mean = 0.67),
evidence that the subjects ‘revised more words when writing in Chinese than in English
(‘t’ value = 2.1, p.<.05, see Appendix 9.4).

9.2.3 Revision of Phrases

As the subjects were writing or when finally reviewing, some made revisions to

phrases, replacing some with more appropriate ones, deleting and inserting phrases.
These are discussed below.
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9.2.3.1 Replacing Phrases by More Appropriate Ones

Some subjects clearly attempted to replace phrases with more appropriate ones. The

following are illustrations:
(in Chinese) _& £ ]
Wa] T a0 EREN.

(After three years, the mouse grew (was grown up)). (Subject 3A1C)

(in English)
"It found a jar (a bottle of water)." (Subject 4A2E)

Three subjects (out of 18) tried to replace phrases with more appropriate ones when

writing in Chinese and English respectively (mean for the 18 subjects: Chinese = 0.28
vs English = 0.11.)

9.2.3.2 Deletion of Phrases

During the writing and reviewing stages, some subjects deleted phrases as can been

in the following illustrations:

(in Chinese)

(Being very unhappy, she began to cry.) (Subject 5A2C)

(in English)

"Once X a time, in the village, there were (lived) a farmer, a cat and a dog." (Subject
5A1E)

Subject SA1E said that her teacher had told her not to use too many commas, so she
deleted the phrase.
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Five subjects (out of 18) deleted phrases when writing in Chinese, and 3
subjects when writing in English. The mean for all 18 subjects was 0.39 for Chinese

and 0.17 for English (difference not statistically significant, see Appendix 9.4).

90.2.3.3 Inserting Phrases

B L A B e B Wik i oz,
As the subjects were writing, some inserted phrases as can be seen in the following

examples:

(in Chinese)

(Because of emotional disturbance, she tore her beloved doll.) (Subject 5A2C)

(in English)

"It went to drink the water in the mountain, it could not because the neck of the bottle
is too X." (Subject 4A2E)

Twenty-eight per cent of the subjects inserted phrases when writing in Chinese and
22% when writing in English. The means for the 18 subjects for this activity were

the same (0.22) when writing in Chinese and in English.

Table 9.3: Summary of revision of phrases in English and in Chinese for the 18

subjects
P3E | P3C | PAE | P4C | PSE | PSC | P3-5E | P3-5C
Mean 033 | 117 ] 05| 017 | 067 | 117]| 05 | 083 |
s.d. 052 | 142 {084 041 | 103 | 16| 078 | 13 |
No. 6 | 6 | 6| 6 | 6| 6| 18| 18

As can be seen from Table 9.3, 44% (8 out of 18) of the subjects made revisions of

phrases while they were writing or reviewing in Chinese. From Table 9.3, it can be
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seen that the mean for the 18 subjects was 0.83. There were insufficient data reliably
to check for between-group differences across P3 (mean = 1.17), P4 (mean = 0.17)
and PS5 (mean = 1.17). When they wrote in English, 33% (6 out of 18) of the subjects
made revisions of phrases. The mean for the 18 subjects was 0.5 counts, and

differences between the mean of the three groups P3 (0.33), P4 (0.5) and P5 (0.67)
were minimal statistically.

On the whole, slightly more subjects made revisions to phrases when writing
in Chinese (44%) than in English (33%). The mean count for the 18 subjects for this
activity was also slightly higher in Chinese (0.83) than in English (0.5). However, in
general, the subjects did not make many revisions at the phrase level.

9.2.4 Revision of Clauses and Sentences
When writing, some of the subjects inserted and some deleted clauses and sentences.

9.2.4.1 Inserting Clauses/Sentences to Present More Information

Examples of subjects revising their scripts by inserting new sentences can be seen in

the following illustrations:
(in Chinese)

KR, B <2 BRGRE.

in --- Pri School.) (Subject 3B6C)

(in English)

"Mummy and daddy come back and we have our lunch." (Subject 3B6E)
Twenty-two per cent of the subjects revised clauses and sentences when writing in
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Chinese and in English respectively, a relatively small number. The mean for the 18
subjects for this activity for Chinese was 0.22, and for English it was 0.17.

9.2.4.2 Deleting Clauses/Sentences

In the course of writing, some subjects deleted clauses and sentences, as can be seen

in the following examples:

(in Chinese)

HCAIY 7 7 = o
(But_my mother insist me to take a rain coat, I do not understand her.) ( Subject
5A1C)
A
(in English)

"The cow walk in woman mouth to the dog and play.” (Subject SB6E)

Only 2 subjects deleted clauses and sentences when writing in Chinese and in English.

The mean for the 18 subjects for this activity for each language was 0.17 in each case.

Table 9.4: Summary of revisions of clauses and sentences in English and in
Chinese for the 18 subjects

Mean 05 | 0.67 0 0 0.5 05| 033 0.39

s.d. 0.84 1.2 0 0 084 | 0.84 | 0.69 0.85
No.

Twenty-two per cent (4 out of 18) of the subjects revised clauses and sentences when

writing or reviewing in Chinese. From Table 9.4, one can see that the mean for this

activity for the Chinese compositions was 0.39. The differences between the means
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of the three groups, P3 (0.67), P4 (0), P5 (0.5), were small, and, in fact the P4
subjects made no revisions of this type. Twenty-two per cent of the subjects revised
cléuses and sentences during writing and reviewing in English. The mean for the 18

subjects was small (0.33), and differences between the three groups, P3 (0.5), P4 (0)
and P5 (0.5) were minimal.

On the whole, few subjects made revisions to clauses and sentences in either
language. The mean for the 18 subjects for this activity was 0.39 in Chinese and 0.33
in English, quite a small and statistically non-significant difference.

9.2.5 Punctuation

Punctuation is an important element in the structuring of writing. Bereiter and
Scardamalia (1987) suggest that the overall influence of seeking to make writing
mechanically correct, in the sense of being punctuated properly, appears to be a factor
which affects the quality of the text produced, not the quantity. The subjects in the
present study made several revisions to punctuation. The following are examples:
(in Chinese)

e Ry RUh1R T2

(I have full confidence on my family _._,) (Subject 4B4C)

(In English)
"Then the first little pig made a house of sticks _, . (Subject 4A3E)

Table 9.5: Summary of revisions of punctuation for the 18 subjects




Fifty per cent of the subjects revised punctuation when writing in Chinese. From
Table 9.5, one can see that the mean for the 18 subjects for this activity was 1.11
revisions per subject. There were differences between the three groups, P3 (mean =
2.17), P4 (mean = 0.5) and P5 (mean = 0.67) (one-way analysis of variance, f-ratio
value = 3.86, p.<.0.05 level, see Appendix 9.5). Individual variability was relatively
large (s.d. = 1.32). Fifty per cent of the subjects also revised punctuation when
writing in English. The mean for the 18 subjects for this activity was 1.39. The mean
for the three groups was 2.5 for P3, 1 for P4 and 0.67 for PS5, a slender downward
trend associated with the age of the subjects. Subjects 3A1E and 3A3E each made
more than 5 revisions of this type, while 9 subjects made no revisions at all.

Individual variability was relatively large (s.d. = 1.95).

Whilst it appeared that the younger subjects seemed slightly more sensitive to
mistakes in punctuation and revised them accordingly, one would not wish to interpret
this as a natural trend associated with the composing process for it might equally well
be associated with the kind of instruction presented in schools. Equal numbers of
subjects revised their punctuation when writing in Chinese and English, with slightly
more revisions to the English than Chinese scripts.

9.2.6 Grammar

When the subjects wrote in Chinese, they made few revisions to the grammar in the
scripts, only 2 subjects revising pronouns and 2 subjects conjunctions. The subjects
reponed little direct teaching of formal Chinese grammar taught in their schools.
However, they did make revisions to grammar when writing in English, the L2, trying
to correct grammatical mistakes or to make the meaning clearer. Below are examples

in their English writing:
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(i) Revision to verb forms:

"Then the wolf said, 'Let me come in ,or I will blew blow your house in." (Subject

4A3E)
(ii) Revision to possessive cases:

“Then he came to the third little pigs pig’s house.” (Subject 4A3E)

(iii) Revision to the tense used:

"It is look looking for water." (Subject 4A2E)

(iv) Revision to conjunctions:

“The clever bird pick up some stones and throw it into the water." (Subject 4A2E)

(v) Revisions to pronouns:

"But you (they) must not let the wolf to catch you (them)." (Subject 4A3E)

Table 9.6 Summary of revisions to the grammar of the English scripts
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Sixty-one per cent of the subjects (11 out of 18) revised the grammar when writing
in English. From Table 9.6, it can be seen that the mean tally for the 18 subjects of
this activity was 4.33 each. There was little difference between the three groups, with
P3 having a mean of 4.33, P4 a mean of 4.5 and P5 a mean of 4.17. Individual
differences were quite large (s.d. = 5.34). Seven subjects made no revisions of
grammar while Subject 3A1E made 19 revisions and Subject 4A3E made 16. In the
retrospective interviews, these 2 subjects said that their teachers provided them with
lots of exercises on grammar, so they were very conscious about the importance of

grammar.
9.2.7 Revising Paragraphs

Subjects 3A1E, 336C and 4A3C revised their work by making new paragraphs,
crossing out the last word at the end of a piece of writing and starting a new
paragraph. However, they only did this in Chinese, and no such revision was made
by any subject writing in English. This suggests that these subjects had not globally
planned their script from the start. The three subjects above said later that they had

suddenly realized that they should have started a new paragraph at the points where
they made the revision.

9.2.8 Correcting Careless Mistakes

Whilst writing, most people can make a careless mistake because of a slip of the pen
or a momentary lapse of attention. Such errors are usually signs of inattentiveness or
a lack of application, rather than being symptomatic of errors reflecting a faulty

strategy or lack of knowledge. Below are examples of careless mistakes made by the
subjects.
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(in Chinese)
4E5® a2 HER TE.

(But I cannot find one.) (Subject SA1C)

(in English)
"We played games, be toys." (Subject SB4E)

9.2.9 Summary of Revisions

Table 9.7: Summary of revising concerned with correcting careless mistakes in
English and in Chinese

Eighty-nine per cent of the subjects (16 out of 18) revised their work to correct
careless mistakes in their Chinese. From Table 9.7, it can be seen that the mean
number of careless mistake rectifications made by the 18 subjects was 2.22, the
relatively large s.d (2.1) suggesting considerable variability among the subjects. The
differences between the means for P3 (2.33), P4 (2.17) and P5 (2.17) were small. The
highest counts for this activity were 7 (Subjects SA3C and 3A1C), and the lowest was
0. Seventy-eight per cent of the subjects (14 out of 18) corrected careless mistakes
in their English. From Table 9.7, it can also be seen that the mean for the 18 subjects
was 1.94, the differences between the means for the P3, P4 and P5 groups (2.33 vs
2.17 vs 1.33) being rather small and statistically non-significant (see Appendix 9.5).

Again, the relatively large s.d. for careless mistake correction in English (2.1) suggests
considerable variability.
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On the whole, the number of subjects revising their work by correcting careless
mistakes in Chinese was only slightly larger than in English (English 78% vs. Chinese
89%). The difference between the mean number of careless errors corrected for the
two languages was small (Chinese, 2.22 vs. English, 1.94). It seems that the number
of careless errors made reflected the length of script produced rather than any

significant trend associated with writing in the L1 versus writing in the L2,

Table 9.8: Summary of types of revision in English and in Chinese.

Types of revising

[Misspelt wards and wrong 4.83 35 6.5 45

characters

I words 067 | 49 | 233 | 163
Phrases 05 36 | 083 | 29
Clauses and sentences 033 | 24 | o039 | 27 |
Punctuation 139 | 10 | 1 | s3
Grammar 4.33 3.1

| Carcless mistakes 1.94 4 | 222 | 167

{ Touwl 13.89 14.28

From Table 9.8, summarising the types of revision made, one can see that the

revisions made by the subjects in the present study were mostly correcting misspelt
words and wrong characters and careless mistakes (see Figure 9.1), which together
make up about half of the total revisions (English 49 % vs Chinese 61.7%). The other
revisions were of punctuation, words, phrases and clauses. Paragraph level and text
level changes appeared to be practically non-existent. The subjects appeared to
approach the task of revision at a local level, responding to particulars rather than to

overall global text features. This type of revision is in line with findings reported by

324



Bereiter and Scardamalia (1987), who claim that the knowledge-telling strategy of
beginning writers takes account of semantic and structural constraints, but does not
involve operating upon representations of goals for the text. This therefore leads
beginning writers to reduce writing to a routine, their primary concerns being ‘what
to say next’ and how to put it into appropriate language. The focus is on fairly local
considerations that allow the writer to deal with problems, singly or in small units,
rather than needing to work out the implications of multiple constraints

simultaneously.

325



9Te

1°6 amS1y

Fig. 9.1
TYPES OF REVISIONS
Counts (18 Subjects)

7 |Bn¢menn 3 Chin mean '

\_\_\\.\>\_‘\\\\\\\\\\\\\\\\

/. d
R ] | | T ¥ 1§ !

1 ] | {1
0 Correction of Uords Phrases Sentences Punctuation Grammetical bareless
mistakes

misspel t vords m1stakes
or Chin.characters

Types




9.3 The Overall Incidence of Revising

In this section, the incidence of revising during the final reviewing subprocess is
reported, together with a comparison of such revision against the revisions carried out

overall. The overall incidence of revising is then considered.
9.3.1 Revising in the Final Review Stage

After writing the first draft, some subjects looked over their script, some simply
browsing quickly over their work and making no attempt to revise, whereas others

made specific amendments to the script.

Table 9.9: Summary of revisions made by the subjects in the final reviewing

After the subjects had written the first draft in Chinese, 72% (13 out of 18) made
revisions. From Table 9.9 it can be seen that the mean number of revisions for the
18 subjects at this stage was 2.11 each. Differences between the three age groups
were present (P3 mean = 3.5, P4 mean = 0.5, and PS5 mean = 2.33) but the analysis
of variance revealed no statistically significant outcome (see Appendix 9.5). Subject
3A2C produced the highest number of final revisions (9) and 5 subjects made no
revisions at all. Thus, the individual variability was large (s.d. = 2.98). From

Appendix 4.6, it can be seen that the subjects spent on average only a short time on

the final revision, a period of only 1.83 minutes. Ten of the subjects (56%) spent only
about 1 minute on the final revision.

327



Turning to the English compositions, 44% (8 out of 18) of the subjects made
revisions in the final review stage. From Table 9.9, it can be seen that the mean for
the 18 subjects for this activity was 1.11, and variability across the three primary age
groups was small (P3 mean = 1.5; P4 mean = 0.68; P5 mean = 1.17). Individual
differences overall were comparatively larger (s.d. = 1.53). From Appendix 4.6, it can

be seen that 11 subjects spent about 1 minute in the final revision stage and the mean

duration spent on revision for the entire group was 1.56 minutes.

Returning to a point made earlier, due largely to the fact that the subjects wrote
more when writing in the mother tongue, more revisions were made on average when
the subjects wrote in Chinese (72%) than in English (44%). The mean number of
revisions for the Chinese scripts was 2.11 and it was 1.11 for the English texts.
However, regardless of how much text had been produced, the subjects were not
prepared to spend a long time looking over their final draft. -

Comparatively speaking, when writing in Chinese, out of the mean number of
revisions by the 18 subjects, 12.17, an average of 2.11 were produced at the review
stage. In other words, most were made whilst the subject’s mind was addressing the
process of putting pen to paper. The same applied to writing in English, where, out
of the mean number of total revisions made during writing, 12.78, only 1.11 were
made at the final review stage. These facts would seem to support the view expressed
by Bereiter and Scardamalia (1987) that young writers make most of their revisions
during writing, and they seldom evaluate and revise what they have written as a
whole. Daiute (1981, 1984) argues that short-term memory limits affect writers as
they compose, and that revisions occur most as the writing is being produced. It is
only when the mature writer looks over the final product, that glaring omissions and
errors are apparent, and the writer decides whether what has been written reflects what

the writer wanted to say. At this stage the mature writer may make drastic or
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wholesale changes. Writers in a formative stage of development in terms of
composing, in contrast, make most of their revisions during composing. Their prime
concemn seems to be whether what they are writing reflects what is immediately in the
mind, the actual, not whether what has been produced might have been expressed
better, the possible. Furthermore, writing in an L1 or L2 did not seem to influence

this strategy in any significantly noticeable way.
9.3.2 The Overall Incidence of Revising

All the revisions were tallied and are summarized in Table 9.10, from which it can be
seen the mean number of revisions made by the 18 subjects was 14.28 when they

were writing in Chinese and 13.98 when writing in English.

Table 9.10:  Summary of total number of revisions made by the subjects in
English and in Chinese.

From Table 9.10 it can be seen that, for writing in Chinese, the differences between
the three groups in terms of total mean number of revisions made are not great (P3
mean = 18.67; P4 mean = 9.67; PS5 mean = 14.5) and the analysis of variance was not
statistically significant (see Appendix 9.5). It is thus unwise to try to read trends into
the data, especially when the sample is so small. However, P3 students made more
revisions than the other two groups. There was considerable variability among the
students, with Subject 3A1C making 45 revisions and Subject SA3C 33 revisions. In

contrast, Subject SA4C made only 2 revisions and Subject 4B5C made only 4. The
high s.d. of 10.36 is evidence of the overall variability.
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When the subjects wrote in English, the mean incidence of revisions per child
was 13.89. The mean number of revisions for the P3 group was 17.33; 14 for P4; and
10.33 for P5. It is tempting to claim that the trend is for the higher the grade, the
lesser the number of revisions and to claim that older subjects make less revisions, but
a larger sample and more extensive evidence would be needed to justify this
conclusion. There was great variability, s.d. = 11.4, with 2 subjects making many
revisions, Subject 3A1E 37 revisions and Subject 4A3E 33. To again sound a warning
about the interpretation, one needs to point out that these two subjects made more
revisions, but they also wrote longer scripts than the other subjects. Much less
speculative is the fact that the subjects made pretty much the same number of
revisions when writing in Chinese (14.28) as they did when writing in English (13.89),
and one might presume that the children’s habitual stance vis a vis revising is more

pervasive than any influences associated with writing in the L1 or L2.

9.4 Mistakes Detected but not Corrected

Detecting problems and correcting problems are two stages in revising and they appear
to be separate mental subsystems. Bartlette (1982) pointed out that
"Success in correcting a text problem depends on adequate detection and
identification processes. However, good detection and identification need not
necessarily lead to an appropiate correction.” (p355)
Bartlett (1981) found that primary school children revising their own texts were able
to identify 56% of the missing subjects or predicates, but only 10% of faulty
expressions. She concludes that young children have difficulty detecting such faults
in their own text. In her studies of 6th and 7th graders, she found that the children
were able to solve only about half of the problems they detected and they seemed to
be limited in their ability to deal with problems, even when they recognised that the
script was unclear or ambiguous. Similarly, Scardamalia and Bereiter (1987) have
also suggested that 6th to 8th graders’ ability to revise is limited much more by their
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ability to solve problems than by their ability to detect them. Hayes et al. (1987)
conclude that the ability to detect problems and to solve them once detected seem to

be separate mental subsystems, each developing at a different rate.

In the present study, from the in-context observations and post-session
interviews, it was apparent that some subjects in the present study also detected
mistakes they were unable to correct. They thus crossed out some words but were
unable to make suitable corrections. When they had such problems, some children
made marks to show that they were unable to revise the script at that point, even
though they thought something was wrong. These were tallied to make up this
category of data. Below are examples.

(in Chinese)
A B R AR & A
(Once upon a time, there is a dwarf.)( Subject 3A2C)

(in English)
"The dog was X." (Subject SA1E)

9.11: Summary of the mistakes detected by the subjects which they were unable to

sd. 4771 1 907 | 242 ] 152 | 3.19 | 1.27 ] 3028 | 6.15
No. 6 6 6 6 6 6 18 18 “

When writing in Chinese, 72% of the subjects (13 out of 18) appeared to be aware of

mistakes and problems but were unable to make suitable icvisions to rectify matters.
- From Table 9.11, it can be seen that the mean for the 18 subjects for this activity was

3.67. There were great differences between the mean of the three groups: P3 mean
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= 8.5), P4 mean = 1.5, P5 mean = 1. (one-way analysis of variance significant at the
<.05 level, see Appendix 9.5). The trend may be evidence of a threshold, after which
young subjects are better able to operate on the mistakes and problems of expression
they detect. On the other hand, it may simply reflect the instruction received in
school at this stage of education. One subject, Subject 3A3C, seemed exceptional in
that she said that she had no experience of writing long compositions. When she
wrote, she then identified 26 mistakes that she was unable to correct. The picture
does seem unclear for, although the s.d. overall is 6.15, indicating considerable
variability, 5 subjects apparently had no such difficulties.

When they wrote in English, 83% of the sample (15 out of 18) were able to
detect mistakes they were unable to correct. The mean for the 18 subjects for this
activity was 13.94, for P3 it was 35.33, for P4 it was 2.33, and for PS5 it was 4.17.
Individual variations here were quite large (overall s.d. = 30.28) but the analysis of
variance yielded a statistically non-significant outcome, see Appendix 9.5). Again, as
in the case in writing Chinese, subjects in P3 had the highest counts, the figures
boosted by two exceptional cases. Subject 3B4E had 125 counts and Subject 3A2E
had 50 counts. Post-session interviews revealed that these subjects knew the intended

meaning in Cantonese but could not express themselves in English.

On the whole, there were more subjects who had this problem when writing
in English (83%) than in Chinese (72%), the mean for writing in English (13.94, s.d
= 30.28) was much higher than for writing in Chinese (3.67, s.d. = 6.15), but the
between-group testing yielded a statistically non-significant ‘t’ value (see Appendix
9.4). As is typical in research looking at a small sample and trying to include both
quantitative and qualitative analyses, the data from individual exceptional subjects can
skew the figures. Nevertheless, there does seem to be evidence that the younger

children in the sample seemed more prone to being unable to correct some mistakes
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they had detected. Fitzgerald and Stamm (1990) analyzed the underlying causes of

the lack of revisions by student writers and concluded:
"When viewed from the perspective of the cognitive problem-solving model
of revision, several factors may account for writers’ (especially young writers)
lack of revision. They may not clearly establish goals or intentions for their
texts to begin with; they may not read their own problem spots: they may be
aware of problems, but have difficulty knowing how to make desired changed;
and/or the mental executive control needed to coordinate the entire process of

revision may not be well developed.” (p.98)

9.5 Causes of Mistakes

After the subjects had written the compositions, they were asked why they made the
mistakes they had detected or tried to correct. Many of the children frankly admitted
they were "not clear" why a mistake had been made or detected, or they simply said,
"] cannot remember.” However, some of the children could recall the causes of

making mistakes and their comments are reported in this section.

As reported in earlier sections of this chapter, students were generally alert to
wrong spellings and improperly written Chinese characters. Chinese characters are
arranged by radicles in traditional dictionaries, and primary school pupils are often
taught to identify radicles before they learn how to use Chinese dictionaries properly.
Subject 3A2C tried to correct the character f(_ * (rabbit). In the post-session
interview, she said that her teacher had told the class about radicles. Whenever she
wrote the radicle * /) * or * 77°, she hence looked to see if it needed to be revised
because she was often confused by radicles which were so similar. The similar shapes

of some radicles might clearly cause confusion to other children when revising.
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Previous experience seemed also to have influenced the subjects when revising.
Subject SB6C said she had a bad habit. Whenever she wanted to write the word
* K’ she wrote * K * (big) instead, so she often checked these two characters.

Subject 3A2C had written the word ‘ % * (proud of), which she wrote correctly.

She said she had crossed it out because she had once written the word wrongly in a

dictation. Whenever she wrote the word, she had no confidence in herself and would

often change it.

Some subjects reported that when they were writing some words, they
experienced interference from other words. Subject 3A3C described such an incident.
She wanted to write the phrase ¢ /£ & ' (long long ago) but wrote the word
“#,° for * 4%.". She said when she thought of the word * 4/¢.°, the word ‘&Y *
immediately appeared in her mind. Another subject (4B6C) reported that, whenever
she wrote * % ® ° (school bus), she often wrote * F3342’ (school). These examples
are evidence that the association between common words can cause interference in
writing. In the same vein, Chinese characters of similar shape and sound are
sometimes confused. Subject SBSC said he wanted to write the character ‘AKX °
(bed), but he wrote the word ‘4%’ (strong) instead, and said he often made such
mistakes. Subject 3B4C told the researcher that she wanted to write the word ‘X%?
(lamp), but she could only think of the word ‘4%’ (orange), evidence that Chinese
characters of similar shape and sound might be confused.

'Ci’ (4] ) is a Chinese language unit which is made up of two or three or
four characters, two being the most common. Subject 4B4C reported that when he
wanted to write the ci ¢ $ % ° (hard working), he had written the second character
before the first. He said this was common practice for him when he was writing
Chinese. This interesting perception is evidence of the point that some Chinese
writers think faster than they can write, and the hand cannot keep up with the brain.
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Another subject (SA2E) said he wanted to write two characters ci ‘2§ % * (pretty).
He had written the first character * —‘/% ’ but when he wrote the second character, the
first character was still in his mind, so he wrote the radicle of the character again.
Then he discovered that he had written the radicle ¢ 5/ ° (water) and realized he had
made a mistake. He crossed out the word and revised the second character * 5% "
This phenomenon is an interesting area for further research. On the other hand,
Subject 4A2C simply said that, whilst writing, he would sometimes suddenly change
his mind and, as he had already written part of the phrase or sentence, he had to make

revisions.

Associating one word with another word may lead writers to make mistakes.
Subject 5B4E said that, when he wanted to write the word ‘toy’, he immediately
thought of ‘Barbie’, a doll. He wrote down ‘ba’ and later revised it to ‘toy’. Subject
4A4C reported that, when he wanted to write the word 22| °, a similar word, ‘¢g’,
appeared in his mind. Gregory (1982), writing about this phenomenon , suggests that:

"When we read over our own work ... we realize that unconscious material is

present as well, most visibly in the form of one type of the Freudian

parapraxes, the slip of the pen ... the slip is not the appearance of abnormality

but the collision of two normal expressions, one consciously intended and one

unconsciously intended.” (p.127)

9.6 Strategies for Revising Spellings of English Words and Chinese Characters

Revision is initiated by the discovery of dissonance between intention and execution

(Bridwell, 1980; Sommer, 1980; Scardamalia and Bereiter, 1983b). Hayes et al.
(1987) suggest that revisers may engage in evaluation of three kinds. First, they may

cvaluate the text against general criteria for texts, such as standards of spelling,

grammar and clarity. Second, revisers may evaluate the text against their original
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intention. Third, they may evaluate the plan against criteria which they consider plans

should meet.

Daiute (1986) points out that young children have trouble decentring and taking
an objective point of view about themselves, their thinking and their writing. The
writer of this study tried to discover phenomena which prompted revisions by the
subjects, and all the children were asked how they set about trying to detect mistakes.
In general, the subjects were not usually objectively analytical in their reflections.
Subject 3AIE scemed to voice a general strategy, when she said she would read
through the sentence, and if it did not sound right to her ear, she would look to see
if there might be a mistake. Fourteen of the subjects said they used this or a similar
strategy to detect mistakes. The researcher watched the playback of the video tapes
of the subjects and found that, when they were writing, their mouths were often
moving and sometimes their voices were clearly audible. It appeared that when the
students were reading through what they had written, they listened to the message
being articulated and, on detecting a feeling of dissonance, would immediately stop
and reflect. When they thought they had recognized an incongruity between intention
and execution, they would seek to revise the writing. For example, Subject 5A1C said
she tried to read the sentences and, if they were not euphonic ‘& § ' to her ear,

she would try to make revisions. This sort of revision is also reported by Sommer
(1980, p.385).

Although the sﬁbjects were on the whole rather vague about strategies for

revision, some of them were able to report exactly how they had gone about the
revision process. After they had completed their compositions, the researcher asked

them how one should look over a script to spot mistakes, and how they themselves

set about revising. Most of the responses given were connected with revising words

and phrases whilst actually writing, rather than condisering the text as a whole or what
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‘had been written’ against what ‘might have been written’ after the script had been
produced.

When the subjects were actually writing, they would usilally seek to use words
they had used before. When they wanted to use a word they were unsure about, they
would try to remember situations or places where they had seen the word used before.
For example, Subject 3A1E said she did not know how to spell the word ‘beautiful’,
so she tried to think of places where she had seen the word before. Eventually, she
remembered a mirror with the words ‘I am beautiful’ at the back, and took the
spelling of the word from here. Subject 3A1E said she did not know how to write the
word ‘ﬁ%&’ (hungry). She tried to think of the word and she could see in her mind
the image of the cover of a book with this word on it she had seen in a bookshop.

She said this was a strategy she often used to look for words which she had learnt
before.

Some subjects were able to check on Chinese characters with reference to the
special features of Chinese. Chinese characters are ideographs and some of the
subjects said they tried to recall the image of the thing the word stood for, or a
character with a similar sound. This sometimes reminded them of the shape of the
Chinese characters. Subject 3A1E said she sometimes tried to think of a word of a
similar shape, for example * 7% * (old) and ‘ £ '’ (run). Subject SA3C wanted to
write the word * £ ° (gun), but had forgotten the strokes of the character. She tried
to think of a character of similar sound * &  *(seize), and on finding part of the

radicle of the character, gained useful clues. She thought this was quite an effective
strategy.

Some subjects had knowledge of the structure of Chinese characters. Subject
3B6C forgot the Chinese word * 47K’ (rest), but was later able to recall it. She said
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that her father often explained to her the structure of Chinese characters, and that he
had said that the character was about "a person at rest on a bed of wood". Thinking
about this helped her to recall the character. Subject 4B6C wanted to write the
character ;i% (debate) but wrote another character ‘?w; *(deal with). She said she
tried to analyze the structure of the character and worked out that debating must

involve ‘speak’ ( *F; ). She could then recall the strokes of the characters.

Chinese is a language where, generally speaking, if one has not been shown
a character, one does not know how to write it. One may have a good idea, but one

can never be absolutely sure about one’s guess. In contrast, English is a phonic
language and it is usual for readers of English to be able to attempt to write words
they know how to say, even if they do not know how to <pell them. Subject 3A3E
was able to make use of this strategy when she wanted to write the word ‘falls’ in her
script. She did not know the spelling but worked it out by building it up letter by
letter, blending the letters into phonemes and eventually into the morpheme ‘falls’.
She said she had learned this strategy in the kindergarten and used it regularly. Some
subjects said they were not always certain about a word and its spelling but, once they
had seen it written down, could recognise if it was correct. Thus, Subject 3A1E did
not know the spelling of the word ‘likes’, so wrote it on the rough work sheet in two
versions. She said this helped her to find the right word.

Research on procedural facilitation by Bereiter and Scardamalia (1982) has
indicated that developing writers are not always aware of the rationale of the strategies
they use when revising, and the above case seems to be a good example of this. On
the other hand, there was clear evidence that the subjects’ behaviour reflected
instructional input from their teachers. For example, on reading through her script,
Subject 3BSE saw that she had used the word ‘got’. Later she changed this to
‘obtained’, as she had been asked to do so many times before by her class teacher.
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9.7 Summary of Results

As the subjects revised théir scripts, 95% corrected strokes in Chinese characters and
85% corrected the spelling of English words. The older subjects seemed to have less
need to correct this type of error. During the writing and in final reviewing, some
subjects revised words, replacing words with more appropriate ones, modifying words,
changing Cantonese words to MSWC, deleting words and adding words. However,
the actual incidence of such revisions was small, with slightly more subjects revising
words when writing in Chinese than in English, with an average of 2.33 word
revisions per subject for the L1 and 0.67 for the L2. Subjects also made revisions of
phrases, replacing, deleting and inserting phrases where necessary. Again, the
incidence of such revisions was low, with slightly more revisions to the Chinese than
English scripts. A few subjects attempted to insert clauses and sentences to amplify
their scripts and some deleted clauses and sentences to make the meaning more clear,
both in the L1 and the L2. Only three subjects made paragraph revisions, and then
only in the case of Chinese. Thus, in summary, it appeared that, as the subjects wrote
and looked back over their work, their attention was directed at improving the text at
a surface rather than structural level (see Figure 9.1).

The almost total absence of fundamental structural revisions is in line with the
findings of previous research with L1 subjects. The in-depth study of five college
smdénts by Perl (1979) reports that, although many revisions were made, most of
these were at the individual word or sentence revision level. Kamler (1980), Bereiter
and Scardamalia (1983) and Bracewell et al. (1978) report that children of primary
school age do not make many fundamental revisions, and that when they do so they
are not very proficient at it. In fact, even with older children, Emig found little

evidence of fundamental reformulation, a view supported by Stallard (1974) and
Bridwell (1980).
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Most teachers of writing emphasize the importance of punctuation for adding
sense to script. Half of the subjects accordingly made punctuation alterations to the
text when writing in Chinese, and the same proportion changed the punctuation of
their English compositions. Irrespective of the language involved, punctuation
revisions needed to be made the most by the younger children and the older children
seemed much more assured at this aspect of writing. In terms of other grammatical
phenomena, over half of the subjects made revisions of such grammatical errors as
incorrect tenses and verb forms when writing in English. In contrast, hardly any of
the children needed to make revisions of grammar when writing in Chinese. As
mentioned in previous chapters, teachers rarely mention grammar when teaching

Chinese in primary schools, but often mention grammar when teaching English.

Revisions made by the subjects were mostly to correct misspelt English words
(35%) and wrong Chinese characters (45%). Whilst writing, 9 out of 10 subjects
corrected careless mistakes because of slips of the pen when writing in Chinese, and
8 out of 10 when writing in English. In terms of making revisions after the first draft
had been completed, whereas 7 out of 10 subjects amended the Chinese text, only 4
out of 10 did the same to the English scripts. Although many of the above errors
spotted during revision reflect the fact that the children produced longer scripts in
Chinese than in English, the children spent very little more time on average revising
the longer Chinese scripts than they did the shorter English scripts.

The in-context observation and post session interviews suggested that, once a
script had been written, the children were more concemned with eliminating minor
errors than checking whether it needed drastic revision. And the work carried out
principally focused on the word and phrase level. Very many more errors were
corrected during the initial writing stage than the final review stage. For every six
errors detected and attended to in the Chinese writing, only one was detected at the
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final review stage. In contrast, ten times as many errors were noticed whilst the
English text was being produced than the errors corrected afterwards. Of course, it
could be that the subjects had been able to think out their writing more when
composing in Chinese. In the same vein, perhaps the subjects could more quickly
express themselves accurately in Chinese. On the other hand, it seems that the
children needed to make on-going amendments when writing in English, but that once
they had completed their first draft, they were either reluctant or unable to improve

on their efforts.

On the whole, however, the total number of revisions on average per subject
was 14.28 for Chinese, and 13.89 for English, despite the fact that most children wrote
more words for the Chinese than the English scripts they produced. When writing in
Chinese, the P3 subjects made many more revisions than subjects in the other two
groups, both in English and Chinese. These younger subjects also seemed to have
more problems with words they thought were wrong, but did not know how to make
correct. On the whole, the phenomenon of being able to detect but not correct errors
appeared both for English (83%) and Chinese (72%).

Some subjects were able to report that the similarity of shapes of some Chinese
radicles confused them, and previous experience led some to be confused over certain
words. Some reported that Chinese characters of similar shapes and sound might
cause interference in writing. Writing "Ci’, Chinese language units, was a problem
for two subjects, and two subjects reported that they often wrote the second character
before the first. On the other hand, the sample as a whole were not very good at
reflecting on the reasons why they made mistakes and how they had spotted that they
needed to make amendments. The most commonly used strategy by the subject was

to sub-vocalise the text to themselves as they read it back and even whilst writing.

On the basis of how its sounded, they were prepared to say whether it was probably
incorrect.
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At a micro-text level, most subjects tried to avoid words which they either did
not know or were unsure about. When they felt they had no alternative but to use a
word about which they were not certain, they used visual imagery to mentally picture
Chinese words as ideographs. Some made use of their knowledge of the features of
some characters to guess at new words, and some tried to guess at a word by thinking
about Chinese characters of similar sound and form. Phonic analysis was used by the
subjects to guess at the spelling of English words. Both for Chinese and English, a

few subjects would write down alternative versions of the words under scrutiny in an

effort to see if their visual memory would be jogged and they would recognise the one
most likely to be correct.

9.8 Implications

The present rescarch has revealed that the capability of a sample of Hong Kong
primary school children to revise their writing, as an on-going and post first-draft
process, was fairly limited. Furthermore, this was found to apply when tOhe subjects
were writing both in their L1 and L2. Clearly, on common sense grounds alone, this
implies either poor teaching or poor processing or both. An inspection of the Primary
Syllabus for Chinese (CDC, 1990a) and Primary Syllabus for English (CDC, 1981),
reveals that the advice given to teachers in this respect is rather vague. The Chinese
Syllabus go little further than giving advice about the stage at which to commence
teaching narrative, expository, descriptive and argumentative writing and the number
of words expected or required. The learning objectives are not identified, nor the
processes. As there are no clear targets or landmarks for mastery of writing, there are
no such targets for teaching writing and no advice offered about what teachers should
aim at in terms of teaching pupils to review and revise their written work. The
English Syllabus lists an inventory of communicative functions and language items for

cach year group. However, without more concrete advice, few primary school English
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teachers know how to integrate these into their teaching. Instead, most English
teachers find clearer direction in the school-based rather than official syllabus, and

they focus on the surface features of written English when teaching composition.

Young children learning to write a language they are simultaneously learning
to read are in many respects similar in many places in the world. Successful writing

for them is primarily the act of putting inner thoughts in the head onto paper in such

a form that what is written accurately corresponds to what is in the mind. Teachers
will frequently give young children practice in retelling stories, writing simple
narrative tales and accurately describing transactional tasks. For the child, the task
appears to be one of delivering onto the page that which is in the mind in a logical
and readable form. In other words, young children are not usually asked to engage
in the kind of drafting and redrafting which an academic paper written by a mature
writer might demand. In the United Kingdom, Clegg (1964) was amongst the first to
recommend that children will naturally turn to more advanced revising if they are
encouraged to write communicatively for an audience, free from the restrictions
imposed by traditional approaches to the teaching of writing. In other words, children
can be taught to map out a composition, make a first sketchy draft then more complete
drafts until they are personally satisfied with what they have written. Furthermore,
given the freedom and practice to evaluate their writing, children can be taught to

attend to macro- rather than micro-aspects of their own writing.

Equally true, given less enlightened teaching, students can easily be persuaded
to write in a prosaic style, restraining imagination and creativity and drawing upon a
limited set of language items which they know from past experience can be put down
on paper in a form which will not attract the critical comment of the teacher. This
latter approach exactly describes the teaching and learning of writing in Hong Kong.
The teaching of writing is generally considered a thankless task by language teachers,
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especially Chinese language teachers. It involves giving structured assignments
intended to expose children to examples of ‘good’ writing. Through repeated
exposure to such ‘good’ writing, it is hoped that the children will absorb the features
of such writing and make them their own. In other words, their writing will become
like that of the ‘masters’. Individuality and originality of style are suppressed and
compliance to an idealised format is praised and valued. For students, learning to
write is a very monotonous task and they are expected to learn from their mistakes,
doing corrections and eliminating errors until they can write ‘perfectly’. ‘Perfection’

here means error-free script.

Teachers thus give highly structured ‘writing-by-numbers’ instructions, then
spend hours marking compositions carefully and meticulously. The way they mark
is a form of assessment, not just of the student, but of themselves as well. The
Principal of the school, the Panel Head, Education Department Inspectors and parents
will all check the composition scripts of students to check that language teachers have
done their duty ‘properly’. Every single mistake must be signalled and corrected for
it is the task and duty of the language teachers to seek directly to eradicate errors from
children’s writing. As all compositions are assessed and the results usually included
in the examination profile, students are concerned about the grades given by the
teacher. High grades are awarded for accurate writing featuring long words and
correct forms, whether or not the piece of writing is inspirational or enjoyable to read.
Children know this, so they confine their efforts to anticipating what teachers want to

read, not what they themselves want to say about particular topics.

For the Hong Kong teacher, revision is usually perceived as the process of
thinking very carefully about what one is to write down prior to writing, then writing
this down very carcfully and accurately. Reviewing is the process of reading through

what has been written to ensure that no careless errors have inadvertently been
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included. Thus extensive crossing out and ‘fast-writing’ are banned, and a child
would be accused of carelessness and losing concentration if he or she was to express
the wish to completely restructure a piece of writing because it did not accurately
reflect his or her intentions. Peer group consultations and group writing and editing
are not allowed, and, as compositions are considered as assessments, pupils soon learn
how to avoid low marks. They soon acquire the narrow views of writing held by
most of their teachers and fail to envisage the act of writing as an act of discovery
(Hodges, 1982). Instead of motivating students toward effective revising, creative
thinking and thinking in the manner described by Sudol (1982), teachers place students

in a ‘straight-jacket’ which completely restricts their freedom to write.

Language teacherS in Hong Kong are required to mark each composition
meticulously and highlight all mistakes, regardless of the stage of the learner or the
effort invested. There is an implied assumption that the most hard-working and
responsible teachers are those who put down the most red marks on composition
scripts. As writing a composition is an assessment, teachers often follow school-
produced marking schemes which give low marks for work containing errors of any
type. In fact, it is quite difficult to gain a high mark with many teachers. Thus,
students gain little pleasure from writing, and some have had the painful experience
of having to copy out again and again their entire composition once it has been
marked by the teacher, and to keep on doing so until not a single error is present.
Calkins (1980b), Daiute (1984, 1986) and Levin et al. (1985) all attest to the fact that
recopying discourages students from writing. Their observations and interviews with
writers indicate that recopying is so tedious and unproductive, that, far from
encouraging students to monitor and revise their writing in future, it leads many

children to dislike writing and to give up trying.

Thus, if the children’s on-task behaviour is set against such a background, the

reluctance or even inability of the subjects in the present study to revise their writing
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can perhaps be understood by the reader. Hong Kong is a Chinese society and it is
traditional for language teachers to instruct children to write in such a way that
meaning is expressed without error in a straight-forward and ‘culturally acceptable’
way. This, in fact, means that the revising of children’s compositions is mostly the
teacher’s work. Students do review their efforts, but this consists mainly of checking
to see that no obvious errors are present. They are also expected to concentrate hard
when writing and to avoid all occasions where mistakes might conceivably be made.
This rule applies to all writing, whether in the L1 or the L2. In the L1, the children’s
task is complicated by having to writt MSWC when they think in Cantonese; for the
L2, the target language is so different from the L1, that it is a daunting task to write
it freely.

Thus, the subjects in the present research, inexperienced writers, seemed to
regard revision as a micro-text activity concerned with eliminating misspelt words and
changing words and phrases which were inappropriate or written incorrectly. It was
not addressed to modifying the goals or organization of the text to meet the criteria
of the rhetorical situation. The results of a series of studies by members of the
Toronto Writing Research group (Bereiter and Scardamalia, 1987) suggest that the
lack of an executive procedure for reprocessing is a contributory factor in young
writers’ problems with revision. The Canadian group recommend that teachers help
students master these executive procedures rather than limit revising to the correction
of surface mistakes. The post-session interviews with the subjects in the present study
did, in fact, reveal that some subjects had utilised revision strategies when correcting
Chinese characters and English spelling and that these certainly helped them in their
writing. Hong Kong teachers should introduce or offer these strategies to all students
more systematically. Graves (1983b) found that the revisions that children make as

a result of conferring with a neighbour in class or with the teacher can be at a much

higher level than those made when the child is working and reading alone. Shum
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(1990) showed how the peer checklist evaluation method can help students to revise

their composition globally and develop executive procedures in revising.

Until language teachers in Hong Kong concern themselves with fostering
writing growth within the student at a personal level with the same vigour with which
they concentrate on the written product, little real progress will be made. It is natural
for writers in a formative and early stage of development to direct their attention
chiefly to the production of error-free writing which is congruent with the intended
message they hold in the mind. It is also natural for children of primary school age
to be more comfortable intellectually with mental phenomena which they have
experienced before or can imagine, and to be less sure about abstractions. Thus, they
can be taught to engage in concrete routines which lead them to review and revise
tasks more globally. In fact, experience elsewhere suggests that students can be
encouraged to revise in this way. It was found that, with certain kinds of external
support, children in primary grades could make substantial revisions of their
compositions (Calkins, 1979; Graves, 1978). Graves suggests that the task of the
teacher in providing this support is to try to imagine "what the kid is about, what he
has in mind", and help the young writer to clarify mental intentions and messages
until they are clear. This is best brought about, not by telling children what to say,
but by asking questions, a view shared by Brandt (1982).

Bernhardt (1988) studied the changes basic writers made to an essay produced
in class when the essays were taken home and revised. The students’ revisions
showed significant improvements at all levels, from such micro-level features of
punctuation and spelling to such macro-level features as organization and
development. Bernhardt is convinced that beginning writers naturally possess the
ingredients for quite sophisticated revising, but that these will not develop with
insensitive assessment on the part of the teacher. Teaching input and feedback

directed at leading students to develop global revision and giving opportunities to
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demonstrate and develop revision techniques can be most helpful. It is absolutely
essential that young writers have the opportunity, not simply to sub-vocalise as they
write, but to read out their writing to others. This act can give the feedback which

allows them instantly to assess whether what they have written corresponds with what

they wanted to say.

Facing the problem of doing this with the large average class size in Hong
Kong, teachers should recruit the parents of students to help in this task. Parents
might then appreciate the problems their children have and take a hand in helping
them, rather than destructively criticising teachers if an unmarked error is detected.
However, this will not occur until Hong Kong teachers allow students to compose at
home. At present, corﬁpositions are usually considered tests which should be
invigilated by teachers and should be completed quite unaided.

Language teachers in Hong Kong work very hard but their efforts seem not
always to be productive and to be beneficial for the students. Insensitive and
indiscriminate marking of children’s writing will discourage students from expressing
themselves and, in fact, encourage the use of strategies directed simply at avoiding
errors (Tse and Law, 1992). This means that teachers should carefully note all errors
and decide (a) whether they need to be drawn to the attention of the wfiter and (b) the
best way to do this. Hendrickson (1984) suggests that teachers should study writers’
errors and their frequency, find out the stage development of each student in their
care, prepare a master error chart which can help them diagnose the weaknesses of
students and design appropriate prescriptive teaching. Hendrickson suggests that
teachers need the chance to refer to clear hierarchies of learning targets for writing
and to lists of developmental errors which students can be expected to make at various
stages of writing growth. The hope is that students will eventually leam how to
correct their own mistakes and errors and accept the responsibility of ensuring that

their writing satisfies the communicative objectives they have in mind.
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Chapter Eleven

General Conclusions

The results of the study have been presented and discussed in detail in the previous
chapters. In this chapter, the major findings of the study are recapitulated and drawn
together to provide an overview, and conclusions are offered about the composing
process of primary school pupils in Hong Kong. Special reference is made to the four
key subprocesses: generating, transforming, pausing and revising, using evidence
yielded in the on-task behaviour of the 18 primary school pupils. The implications
of the findings and suggestions for curriculum development, writing instruction and

further research have been discussed in previous chapters, but are also summarized

here.
11.1 Summary of Major Findings

The following conclusions are based upon data collected whilst the subjects were
composing and on interviews held with them to explicate their decisions and
intentions. The inferences presented apply principally to the particular pupils
participating in the present research, and no claims are made that the findings can be
generalized to all pupils in Hong Kong or to L2 learners in general. The outcomes
of the present study are capable only of reflecting and suggesting the nature of the
composing processes of this particular group of Hong Kong primary school pupils
writing English and Chinese. They also give pointers to further research. The major
outcomes are presented below under headings roughly corresponding to the research
questions that guided the study.
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11.1.1 The Composing Process

It was found that, both in English and Chinese writing, the subjects went through the
same four subprocesses, generating, transforming, pausing and revising, with variations
in the dimensions and magnitude of these elements. The four subprocesses seem
clearly interrelated, reflecting the notion that writing knowledge transfers across
languages, with subjects using L1 strategies and knowledge to aid and facilitate their

L2 writing. There is also general support for the structure of the hypothetical model
proposed in earlier chapters.

11.1.1.1 Generating

When the subjects were given topics to write about, before writing a word they
engaged in the generation of ideas. A major strategy widely used here was to delve
into the mind and retrieve information from store in the form of ‘picture images’.
Acconding to the descriptions given by the subjects, some images were in colour and
some in black and white; some were moving and some were stationary. Sometimes

sound accompanied the images and associated emotions were also felt simultaneously.

The subjects said that, on being given the writing topic, ideas and images
instantly sprang into mind consisting of scenes of past events, television programmes,
words, pictures, illustrations and titles of books, Chinese characters and so on. With
the help of such imagery, the subjects were able to retrieve information to serve as
content, recall the spelling of English words and strokes of Chinese characters.
According to the reports given by the subjects, it would appear that such mental

imagery is an important characteristic of the composing process of the primary school
pupils sampled.
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The subjects also reported on the inspiration for the material and information
included in the composition. When asked to write stories, most of them retold or
rewrote stories based on ones they already knew from their leisure reading, school
readers, audio and visual material, school course books or stories told to them by
adults. When they wrote stories in Chinese, eight out of nine subjects reported that
they selected information from a wide range of Chinese sources, implying that their
reservoir of L1 information was larger than the corresponding L2 pool, and that the
two sources did not readily overlap. When writing stories in English, the subjects
used ‘model’ stories from English course books and readers familiar to them, with
every indication that these were perceived as important sources of ideas. In writing
in expository fashion in both the L1 and L2 about a familiar topic, they drew upon
familiar background knowledge and included a wider range of personally inspired
ideas.

After the subjects had generated information which they might possibly write
upon, they then had to select information. In selecting the information to write about,
the subjects seemed to take different considerations into account when considering
writing in English and writing in Chinese. When writing in Chinese, the criteria for
selection were interest and content (familiarity), the subjects seeming deliberately to
avoid unfamiliar topics. When they wrote their composition in English, the main
criterion for selection was choosing a topic studied in detail in class before so that
they were confident about their knowledge of the relevant vocabulary and language

involved. Stories and ideas with unfamiliar vocabulary or complicated English
language would be avoided or rejected.

It seemed that confidence in using English and whether the requisite language
was known were their most important criteria for choosing what to write about in

English; content familiarity and interest were more important criteria when choosing
what to write about in Chinese.
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11.1.1.2 Transforming

Whilst writing in both the L1 and L2, the subjects sometimes altered their original
intentions ‘in the head’ to accommodate the on-going demands of the writing. These
were reflected in the discrepancies between what they said they were going to write

and the actual text produced. This readjustment constitutes an important subprocess

of writing, transformation.

11.1.1.2.a The Influence of Cantonese on MSWC

It was apparent that the subjects had transformed Cantonese-framed thoughts to
MSWC written output. In schools, pupils are forbidden to write in Cantonese when
composing and required to writt MSWC only (CDC, 1990a, 1990b). By examining
the sentence patterns in the verbal protocols of the composing aloud process and those
in the written text, the researcher found that the subjects used 22 distinct sentence
patterns. In fact, the differences between the sentence patterns of Cantonese and
MSWC are not great. SVO, VO, SP and SV were the most commonly used patterns,
both in Cantonese and MSWC. The subjects were able to use the ‘ba’ sentence
(MSWC sentence pattern) without difficulty. It seemed that grammatical adjustment
was not considered the most difficult aspect by the subjects when writing MSWC.

Transformation of lexicons was also found, and here there was some confusion
of Cantonese, MSWC and classical Chinese lexicons. The influence of the Cantonese
lexicon on the MSWC lexicon was clear and the subjects themselves seemed sensitive
to this problem. They were clearly aware of the fact that they were not allowed to
write down Cantonese utterances, but often admitted to not knowing the appropriate
MSWC equivalent words. Consequently, they had less confidence in expressing
themselves in MSWC than in spoken Cantonese. In fact, making adjustments to
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accommodate the words in the various lexicons seemed most difficult for the subjects

writing in MSWC.

The subjects used two sets of particles, Cantonese particles for composing
aloud and MSWC particles for writing, using a greater number of particles in their
utterances than in their writing. Particles are important for indicating mood, tone of
voice and meaning. There was evidence that subjects had difficulty in expressing

themselves fully since they only knew a limited number of MSWC particles.

It was very evident that the subjects were aware that they should avoid using

Cantonese when composing. However, the interviews revealed that the subjects had

received no formal advice in school on how to transform Cantonese into MSWC.

11.1.1.2.b Transformation in General

Transformation applied to ideas, the organization of ideas and writing strategies. It
was found that more ideas were generated when composing aloud than when writing,
both in the L1 and L2. This reflects the fact that the subjects’ spoken competence
in Cantonese is higher than their written competence, both in MSWC and in English.
The subjects were able to express 75% of their output in idea units in the composing
aloud stage in Chinese. It was found that when writing in English, only 53% of the
ideas generated when composing aloud in Cantonese appeared on paper. More
semantic simplification was apparent when writing in Eng}ish than when writing in
Chinese. This also reflects the rather obvious fact that the subjects’ competence in
MSWC was much higher than their competence in English.
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During the transformational process, the subjects often added and deleted idea
units, adding and deleting more of these when writing in Chinese than in English. In
other words, more transformations occurred when writing in Chinese than in English,
clearly reflecting the fact that their reservoir of Chinese was much greater than their

pool of English. Consequently, there were many more adjustments to content when

the subjects wrote in Chinese.

There were also transformations of groups of idea units in both languages.
However, more fragmented group idea units were completed during the process of
writing in Chinese than in English. There were more instances of transformation of

complete ideas into fragmented ideas, in English writing than in Chinese writing.

The subjects also transformed the organization of ideas, with more subjects
able to improve the organization of their ideas in Chinese than in English. They made
improvements generally in the organization of the final product in Chinese, but not in
English. In the majority of the composing aloud protocols, it was found that the
subjects were able to present their ideas sequentially when composing aloud in
Cantonese. This suggests that, at this stage, the subjects were familiar with relevant
procedures for presenting knowledge coherently when speaking and writing. However,
in their English writing, few subjects made any improvements in their written version
compared with their spoken effort, and some produced quite disorganized final
products in English. There was every indication, both from the product and the on-
task behaviour, that the subjects were struggling hard both at the whole-text and

sentence level when writing.

The subjects used different approaches to transform ideas generated in the
composing aloud stage to the form in which they appeared in the written text. These

approaches or communication strategies included topic avoidance, abandoning
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messages, replacements, generalizations and topic changes. All of these phenomena
were apparent both in MSWC and the written English. Transfer effects from
Cantonese to MSWC and from Cantonese and MSWC to English were detected in the

subjects’ written English.

Topic avoidance and message abandoning were found in the subjects’ writing
in both languages. The incidence of topic avoidance when writing Chinese was
relatively less common than in English, reflecting the idea that subjects were more
confident operating in their L1. It was found that 31% of the ideas generated in
Cantonese were avoided when writing in English, a reflection of the numerous
problems the subjects had in writing in English. Although the sample is t00 small and
unrepresentative for a generalizable analysis, there is slender evidence that there was
a decrease of topic avoidance from P3 to PS, possibly reflecting improvements in L2

competence. /

Avoidance featured much more commonly when writing in English than in
Chinese, suggesting subjects used the reduction strategy more in English than in
Chinese. The avoidance of ideas, the deletion of idea units and the fragmenting of
ideas are good illustrations of semantic and linguistic simplifications in producing
written English.

The subject; used replacements and overgeneralization and topic changes in
the transformation processes in both languages. The incidence of these
transformations in the present sample seems artificially low, however, which is a
reflection of the researcher’s decision to allow subjects to leave a space to stand for
words they could not produce. This is an acknowledged weakness in the study, but

was one of the prices to pay for seeking to stimulate fluency and sustained writing.
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When writing in English, the subjects regularly used a literal translation
approach. Some 15% of the total idea units in writing English were literally translated
from Cantonese. Some subjects did not have the linguistic ability to carry out literal

translation and only managed to write broken sentences.

The subjects’ L1 played a significant part in their L2 production, cross-
linguistic influences being clearly apparent in the subjects’ English scripts. The L1
is a knowledge resource which leamners use both consciously and subconsciously to
help them sift through L2 data, and to perform as well as they can in the L2. The
subjects in the present study displayed evidence of transferring elements of syntax and
concepts from Cantonese and MSWC to English. Tenses, plurals, conjunctions,
prepositions, verb forms, possessives and articles in the written English of the subjects
were affected to an extent by Cantonese and MSWC. Tenses and plurals were
particularly affected by transfers from Cantonese.

The use of transformation is not specific to writing in the L2 and it also

featured, but on a lesser scale, when the subjects were writing in MSWC. What
distinguished the writing in Chinese from the writing in English was the frequency
with which the same approaches were called upon. This suggests that writing
techniques transfer across languages, with subjects using L1 strategies and knowledge
to aid their L2 writing. The subjects in the present study showed some evidence of
exploring their thinking during the composing process and of regarding writing as a
form of problem solving. The transformations which operated allowed the product of
the thinking to be displayed in written form.

11.1.1.3 Pausing
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Pauses are moments of physical inactivity during writing, and pausing is a key
subprocess of composing. One of the chief advantages of the rescarch technique of
having video-playback to prompt recall was the ability to ask the subjects to elaborate
on why they had paused whilst writing, as normally researchers have to speculate on
the thinking behind such pauses. The subjects in the present study paused whilst
writing in English and in Chinese for a variety of reasons. They sometimes paused
to retrieve information from long-term memory, with more subjects pausing to retrieve
such information when writing in Chinese than in English. Having retrieved such
information, they then needed to pause to select information they considered most

useful. More subjects paused to select information when writing in Chinese than in

English.

As they wrote, some subjects paused to think about immediate planning.
However, it was not apparent that the subjects in the present study paused often for
global planning as they had probably already gone through this stage during the
composing aloud procedure. More subjects paused for immediate planning when they
were writing in Chinese than in English. They also paused to reflect on logical
problems, especially when writing in Chinese.

When they were writing in Chinese, the most frequently displayed pauses
associated with cognition were in connection with retrieving and selecting information.
However, in English writing, pauses of this nature were relatively infrequent. It was
found that there seemed to be more pauses for cognitive activities when they were
writing in Chinese. The evidence and foliow-up interviews revealed that the subjects
had more practice in writing in Chinese and that their competence in writing in

Chinese was vastly better than in English, their L2,
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On the other hand, subjects did need to pause to consider linguistic issues.
When writing in Chinese, there were more pauses undertaken by the subjects
associated with selecting appropriate words. Besides writing more, the subjects had
a wider range of vocabulary (lexicon) to choose from, and were more sensitive to the
meanings of words. Thus, when pausing to look for words to represent the meanings
they had in mind, only a small number of the subjects paused to look for words in
Chinese. These subjects paused in search of words which they knew in their spoken
language (Cantonese) but not in MSWC. All 18 subjects had to pause often to search
for words when writing English. The subjects were clearly able to compose aloud in
Cantonese, but often could not find the appropriate English words to represent their
meaning when writing in the L2. In contrast, they found it easier to think in
Cantonese and write in MSWC, a reflection of the bigger size of their Chinese
lexicons compared with their English lexicon. There was a clear downward trend in
the number of pauses to look for words when writing English from the P3 to PS5

groups, reflecting the fact subjects who had been learning English longer had to pause
less to think of words.

One aspect of composing prompting pauses was apparent in terms of the efforts
by the subjects to construct correct sentences, syntactically and semantically,
especially in English. In the case of writing in Chinese, fewer subjects reported that
they paused to think about matters of grammar. On the other hand, since all the
subjects were Cantonese speakers, when they were writing in Chinese, most of them
paused occasionally to think about transforming Cantonese to MSWC. All were
sensitive to the strictly enforced school rule that they should never write Cantonese
in their compositions. This caused them to write with a degree of uncertainty in
Chinese, but the group as a whole were not actually worried about aspects of grammar
in MSWC. In contrast, they all paused to think of grammatical issues when writing

in English. Extensive training on English grammar is given in school by their teachers
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and sometimes at home by their parents. About half of the subjects paused to think
of tenses, verb forms, conjunctions and singular or plural nouns. A smaller number
of subjects paused to consider the use of subjects and pronouns, and to think about
prepositions and articles. It was found that the six subjects who paused more than 10
times to think about grammar, had done many exercises on grammar and were very
conscious of grammatical rules. The subjects seemed generally much more concerned

over language items when writing in English than in Chinese.

Most subjects paused regularly over mechanical aspects of writing, for instance
the spelling of English words and the writing of strokes in Chinese characters. There
appeared to be evidence of a downward trend with increasing age in pausing to think
about the strokes of characters. On the other hand, when writing in English, all of the
subjects paused to think over the spelling of words. The number of pauses associated
with this activity was second only to the category of ‘looking for words’, with the
younger subjects making more pauses than the older subjects. All 18 subjects paused
more to think about the strokes of Chinese characters than the spelling of English
words. Generally, all subjects struggled hard to write Chinese characters and to spell
English words, possibly reflecting the intense stress by Hong Kong primary schools
teachers on correcting every single error (HKED, 1989).

The subjects paused to consider punctuation both when writing in Chinese and
in English, with slightly more pauses for Chinese than for English. The subjects
generally paid a lot of attention to mechanical aspects of writing and to punctuation
whilst writing. To a great extent, the pausal activities reflect the focus of thinking of
the subjects, and their attention seemed directed at ‘surface’ features of the writing,
at the word and sentence level of writing rather than the deeper gist structural element.
The subjects also paused much more over items of language than over logical issues.

They did not seem to pause much to rearrange or develop the content of the
composition.

384



‘When subjects were writing, they all paused to rescan their writing in Chinese
and in English, reading over the text both for its sense and accuracy. When writing
in Chinese, they were very conscious about the number of words written. However
there was only one subject who paused to count the words when writing in English,
possibly due to the fact that they are required to write far fewer words in English

composition in school and that compositions are controlled rather than freely written.
In addition, they seldom paused to think of the intended audience. Sadly, the

interviews revealed that few subjects had any strong sense of audience when writing,
both in English and in Chinese.

11.1.1.4 Revising

During writing or in the final reviewing, the subjects revised their compositions,
changing words or making corrections to the written text. Revision is an important
subprocess of composing, a dynamic, recursive and cognitive problem-solving activity.
Most of the subjects mad;corrections to the strokes of Chinese characters and revised
the spelling of English words. The largest amount of revisions were of this type, with
only a slight difference between the amounts of correction of words in the two
languages. This reflects that, in the mind of the subjects, producing error-free
compositions is a key objective in both languages. It was found that there was

evidence of a trend for older subjects to revise spellings and characters slightly less.

Whilst writing and in the final reviewing, the subjects made five types of
revision of words: replacing words by more appropriate ones, modifying words,
changing Cantonese words to MSWC, deleting words and adding words. The amount

of revising on each of these five types was small and revision of Cantonese words was
confined to writing in Chinese. In general, more subjects revised words when writing
in Chinese than in English. Besides revising individual words, they also revised

phrases, replacing phrases by more appropriate ones, deleting some and inserting

385



others. Although it must be stressed that the incidence of each of these activities was
very small, more subjects made revisions of phrases in Chinese than in English, with
slightly fewer revisions of English than Chinese.

Very few subjects attempted to insert clauses and sentences to add more
information, or to delete clauses and sentences during writing. The amount of revising
connected with this activity was minimal for either written language. Only three
subjects tried to make revisions at the paragraph level when writing the first draft in
Chinese, the incidence of paragraph revision being very small indeed. However, 50%
of the subjects in the present study made revisions to punctuation when writing in
English and Chinese. The amount of revision was about the same for both the L1 and
L2. In English writing, there was evidence of a slight downward trend in the
incidence of such revision associated with increasing age. The fact that the subjects

in lower classes made more revisions to the punctuation may indicate that subjects in

higher classes were more confident over matters of punctuation.

When the subjects wrote in English, 61% made revisions to grammatical
mistakes including verb forms, tense formation, conjunctions and pronouns. When
they wrote in Chinese, they made very few revisions of grammar, possibly indicating
a surer grasp of Chinese grammar. This might also be due to the fact that there is
little formal grammar taught in Chinese language lessons in primary schools.
However, 89% of the subjects made carcless mistakes because of slips of the pen in

Chinese and 78% in English. About 16% of the revisions in Chinese and 14% in
English involved rectifying careless mistakes.

Generally speaking, the subjects’ revisions were addressed to minor errors,
such as correcting misspelt words, wrong characters and careless mistakes. These

made up about half of the total revisions. They also made revisions to punctuation,
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words, phrases, clauses and sentences. Revision at the paragraph level was limited to

three counts. This could due to the fact that the subjects had not yet acquired the skill
necessary for handling global text problems.

The subjects also made revisions during final reviewing, with more subjects
making final revisions of the Chinese than the English text. They spent a very short
time on final reviewing, both in Chinese and in English. Possibly due to the
experimental conditions and procedures, it was found that the major revising
completed by subjects had been done during the writing itself rather than in the final
reviewing stage, both in English and in Chinese. On the other hand, it might very
well be that the small amount of revising in the final reviewing stage is an indication

that the subjects have the habit of avoiding such revisions at this point.

On the whole, the revisions carried out by the 18 subjects when writing
Chinese and English were on roughly the same scale. Perhaps the quantity of
revisions is about the same, irrespective of whether the subjects are writing in Chinese
or in English. When they were writing in Chinese, P3 subjects made many more
revisions than subjects in the older groups. When writing in English, there was a
downward trend in terms of total number of revisions made by subjects associated
with age. On the other hand, it was found that not all the mistakes detected by the
subjects could be corrected by them, and more subjects seemed to have this problem
when writing in English than in Chinese. This suggests that the subjects have less
difficulty in amending the L1 than the L2. It was also found that subjects in the

higher classes had more experience and success in correcting their problems,
especially in Chinese.

Some subjects were able to repon the reasons why they had made mistakes
when writing in Chinese. The similarity of shapes of some Chinese radicles seemed
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to have caused some confusion. When writing Chinese words, some subjects also
reported that Chinese characters of similar shape and sound were likely to be
confused. Two subjects reported that, when they wrote a Ci, a Chinese language unit,
they often wrote the second character before the first. This area is clearly a field for
further rescarch. It was apparent that most of the subjects were prompted to make
revisions by reading the text aloud or by sub-vocalising the text to themselves.

Subjects reported that they were able to sense that something was wrong from reading
the text in this way.

Some subjects were able to describe how they revised Chinese characters and
English words, some referring to words they had seen before. As Chinese characters
are ideographs, some subjects were able to resort to visual imagery to help them revise
characters. Some tried to analyze the structure of Chinese characters or looked for the
radicles of the characters, and some tried to recall the global shape and the sound of
English words and Chinese characters to help them when revising.

From the above, it was found that the main criteria used by the subjects for
selecting ideas for story writing in English appeared to be known language. During
pausing, they also focused on linguistic aspects, concentrating on correcting spelling
and mistakes at the word level. The subjects were clearly conscious of vocabulary
and grammatical structures and, in the transformation subprocess, topic avoidance was
a commonly used strategy to avoid making errors. The subject’s on-task behaviour
and follow-up interviews suggest that they had little confidence in expressing
themselves freely in English. When writers are apprehensive about expressing
themselves, the reduction strategy is likely to be adopted, and the subjects in the
present sample might have been motivated by avoidance or might have chosen to
apply both formal and functional reduction. If they opt for functional reduction, their
writing is liable to appear disorganized; if they choose formal reduction, their
sentences are likely to appear to be broken; if they opt for both, then their writing
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normally will be poor (Faerch and Kasper 1983a).

Even when writing in Chinese, their mother tongue, the subjects were also very
cautious, only opting to write on topics with which they were very familiar. Although
the subjects had generated a range of ideas and images during the generation stage,
they did not always write about the most prominent or vivid of these images, or even
to write about the most outstanding points known about the topic. Instead, they
seemed more anxious to produce writing they knew to be correct and they were
clearly reluctant to expcriment. Even though Cantonese and MSWC share many
similar features, the subjects were still inclined to put themselves in positions where
mistakes would not be made. They paused most over mechanical aspects of writing,
particularly the wntmg of Chinese characters. In their revising, most subjects were
quite concerned to correct such details as punctuation and strokes of characters. They

seemed not to have been encouraged in school to express themselves freely and to

attempt uncertain forms of expression.

In the follow-up interviews, none of the subjects said they enjoyed writing
compositions in school. It seems that the instructional methods favoured by their

language teachers had a negative effect on the subject’s willingness and ability to
manipulate ideas during writing.

Turning specifically to cross-linguistic aspects of language use, English
teachers in Hong Kong traditionally have emphasized the need for pupils to think and
write as completely as possible in English. They believe that if the learners resort to
their L1, this will inhibit acquisition of the L2 and will bring a danger of errors
associated with L1 transfer effects. To an extent, some English teachers in primary
schools try to maintain the practice of using English only and remind pupils not to use

"Chinglish”, a mixture of Chinese and English. However, it is now apparent that far
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too few English lessons in primary schools are conducted in English, and that when

children transfer to English-medium secondary schools only 30% can cope with a
curriculum delivered in English (HKED, 1989).

Edelsky (1982) has demonstrated how writing knowledge transfers across
languages, with composers using L1 strategies and knowledge to aid their L2 efforts.
She found that the writers’ failure to use efficient L2 strategies was often based on
their failure to use such strategies in their L1. In other words, as Jones and Tetroe
(1987) argue, strategics which have not been acquired in the L1 cannot be transferred.
Of course, writers should be encouraged to use their L1 while composing initial
drafts, and the subjects in the present study indeed showed plenty of evidence of being
able to generate more ideas when working in their L1, especially on a Chinese topic.
In Hong Kong, however, few English teachers strategically use Cantonese as an
important resource to assist children’s writing in English.

11.1.2 Research Techniques: Advantages and Disadvantages

As with others who have engaged in studying the composing process, the present
researcher was faced with the alternatives of (a) assigning the task, leaving the
subjects alone and inspecting their product subsequently, in which case a large sample
could have been studied; (b) involving a smaller number of subjects, allowing them
to write entirely privately from start to finish whilst being recorded on video-tape,
interviewing them only after the writing was handed in then extrapolating from the
subjects’ reflections on what had motivated them; or (c) encouraging a small number
of subjects to compose in such a way that the key stages were explicitly overt, making
detailed recordings and using these as memory aids to help the subject recollect what
had prompted them to behave in certain ways. The writer chose the last one, taking
great care to establish rapport with the subjects in order to ensure they would be open
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and forthcoming about their thinking during the composing process.

However, it has to be faced that the technique employed to allow the
researcher to observe and monitor the subjects’ writing clearly had an influence on the
nature and pattern of the subjects’ output. For example, having the children compose
aloud in Cantonese might unfairly advantage their writing of Chinese over their
writing in English. The subjects were allowed by the researcher to speak in Cantonese
(rather than in English) during the ‘compose aloud’ stage of writing in English
because this is the most effective medium through which the subjects could express
their intended mental representation of their writing. This in fact is also a valid
reflection of what actually happens as Hong Kong children write in English. In other
words, they think in Cantonese even when writing in the L2, At the same time, the
serial stages in Hong Kong primary school children’s writing in English is not (i)
thinking in Cantonese, (ii) composing mentally in MSWC, then (iii) translating from
this into English. The evidence is that the intermediate stage is usually missed out,
or considered only briefly when it seems appropriate.

The precautions taken to allow the researcher to access the intended
representations of the child writers were very successful in that, for example, the
playing back of the video-tape helped subjects precisely to recall their writing
activities and the processing in their mind at particular stages. The data collected
were carefully double checked by the writer’s research assistants and the levels of
agreement indicate acceptable reliability. The verbal protocols of the Cantonese
utterances and inspection of the written scripts helped the subjects to recall most of
their ransformational activities completed whilst writing. The techniques used in the
research to study the pausal activities were carefully applied and did not seem to
interfere with or interrupt the ongoing nature of the composing process. The

observation record forms and videotape enabled the subjects to recall their pausal
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activities with a high degree of certainty. Hence, the data gathered are also valid. In
short, the use of multiple sources of evidence increases the validity of the data, even
though, the writer cannot claim that the composing observed is an ecologically perfect

representation of natural writing in all its possible settings.
11.2 Summary of Implications

One of the values of basic research lies in its generative capacity. The writer
investigated a relatively unexplored area and it would probably be over-ambitious and
involve a great deal of speculative hypothesising to attempt to discuss all the areas
addressed in one way or another during the research. Similarly, one would not wish
to speculate strongly on far-reaching educational implications on the basis of what in
effect was an exploratory study. Thus the following discussion is confined to three
major areas only: the implications for curriculum development, for writing instruction

and suggestions for further research.

11.2.1 Implications for Curriculum Development

From the evidence yielded by the fieldwork, there would appear to be a clear
mismatch between the composing processes of the subjects and the teaching methods
employed by their teachers. In Hong Kong, Chinese language teachers of writing in
primary schools refer to the Syllabus for Primary Schools for Teaching Chinese
Language (CDC, 1990a). If one examines the previous edition of the Syllabus (CDC,
1975) and the present Syllabus, one finds little change in the section on writing. The
present Syllabus seems very product- rather than process-oriented. The aim in

teaching writing is to enable students to write coherently on topics given by the

teacher, and to be able to produce narrative, expository, descriptive and argumentative
texts.
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There are several orthodoxies, some prescribed in the Syllabus for Primary

schools (CDC, 1990a), and the Syllabus for Secondary Schools (CDC 1990b), and

some enshrined in tradition, which imprison the pupils’ leamning to write and the

teachers’ approaches to teaching writing. The following are some of these traditional
orthodoxies:

L.

There are rigid requirements in terms of the number of words for different
levels of writing (CDC, 1990a, p.25).

Most composition scripts are given marks which are included in the school’s
examination profile (CDC, 1990a, p.50).

Correcting the writing of strokes in Chinese characters, the structure of
sentences and punctuation is considered supremely important. The ultimate
composition is error-free (CDC, 1990a, p.50).

Students are expected to write well organized text in fluent Chinese (CDC,
1990a, p.23).

All marked composition scripts should be recopied (CDC, 1990a, p.50).
Cantonese is not tolerated in students’ writing (CDC, 1990a, p.51).

Pupils are usually not encouraged to write on their own choice of topics
(CDC, 1990b, p.24).

Language teaching should reflect moral and ethical teaching (CDC, 1990a,
p.13).

Failure in composition will always result in rewriting (CDC, 1990b, p.25),
regarded as a form of discipline by teachers.

These traditional orthodoxies have been discussed in detail in the previous chapters,

and some of the above requirements are clearly beyond primary school pupils in Hong

Kong. The general tone of the requirements is regulatory and negative, emphasising

what children should not do rather than what they should do. The overall effect is to

impose a sort of ‘mental set’ about what is expected by the teacher (Rose, 1984), and

pupils are strongly discouraged from expressing spontaneously what might be in the
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mind. For most pupils, the objective of writing is to do assignments which earn high

marks. And to do this, one must comply with what is expected.

The official Syllabus itself allows principals and Panel Chairpersons to
interpret it in ways which suit their particular intake of pupils. This licence is abused,
and teachers tend to interpret matters entirely in ways which suit themselves and to
erect a school-based version of the Syllabus, which invariably is product-based and
outdated. There is no strict central enforcement of official policy and, so long as

pupils are passing school-based examinations, teachers are allowed to interpret the
Syllabus as they think fit.

In many English-speaking countries, the ‘process approach’ to writing
movement has been responsible for a new vitality, both in writing and in education
(Graves, 1984). It is nme that Hong Kong joined this movement with enthusiasm.
To make the teaching of writing more effective, a clearly stated objective must be to
help pupils appreciate writing as a key source of human expression, allowing them
creatively to explore their own ideas and convey their deliberations to others in ways
which are mutually satisfying both to the writer and the reader. Teachers should help
pupils master the processes of writing, especially the processes and writing strategies
used by good writers of the age group in question. In addition, instead of focusing~
feedback on telling students how not to make mistakes in their future writing, or just
correcting mistakes for them, it is better for teachers to help pupils learn the strategies
of revising and making their meanings clearer (Bereiter and Scardamalia, 1983b; Perl,
1978). It is also insufficient for teachers simply to tell pupils not to write Cantonese.
All pupils know this regulation. Instead, teachers should find ways to train children
into routines for finding MSWC alternatives for Cantonese expressions. This is such
an urgent matter that there should be some central authority to deal with the whole

problem and who might produce a handbook of Cantonese words and the equivalents
in MSWC. This could be made available both to students and their teachers.
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When one studies the official Syllabi, one finds that in fact the section on
Chinese language writing is rather vague. It goes little further than stating the stages
for starting to write narrative, expository, descriptive and argumentative types of
composition and the number of words required. The Chinese Syllabus lists a lot of
regulations and problems which should be considered by teachers. But it does not tell
teachers how to teach effectively and how to overcome the problems identified. The
aims and objectives of learning writing are set out in some detail, but advice is not
given about teaching and assessment being interrelated responsibilities of each teacher.

As there are no precisely specified objectives for learning or teaching writing, neither
is there any specific advice offered on the elements of the composing process covered
in this dissertation. In fact, the teaching of writing is often ineffective and neither the
students nor their teachers regard composition lessons as occasions for fun and
satisfaction. The introduction of the Target and Target Related Assessment (1992b)
does not improve the situation, as the part on writing is similar to the Syllabus (CDC,
1990a). The targets are still quite vague and not hierarchial.

The present research showed very clearly that the subjects had no confidence
in writing in English. Faced with the slightest chance of failing, their instinctive
reaction was to avoid particular items of language, and even entire topics. If one

looks at the English Syllabus for Primary Schools (CDC, 1981), one finds that it does

not encourage free communication in writing from the start:

"When the pupils are at the early stages of writing, it is advisable to limit what
they write to items which they know well from their oral work and reading.
At these stages, all written work should be done in class under the close
supervision of the teacher who may walk around the class and correct any

errors on the spot! (p.63)
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The Syllabus is explicitly advising teachers to limit the children’s expression instead
of helping them to explore written expression as an art form in itself. It is almost
impossible for teachers to know the background knowledge of each pupil when there
 are 42 pupils on average in cach class, or for a teacher to give individual attention and

to correct all errors on the spot with classes of this size in small classrooms.

The Primary English Syllabus (CDC, 1981) also emphasises controlled and
guided writing:

"The word ‘control’ here means that the choices which the learners have to
make in producing a continuous piece of writing in English are limited to
those which they are capable of making successfully at a very early stage of
their learning, in other words, exercises which are designed to ensure that few

errors are likely to occur” (p.67)

Too much guidance and emphasis on language correctness may discourage pupils from
freely expressing themselves and may even induce a degree of dependency and even
apprehension about writing. In the present research, the subjects had little confidence
about expressing themselves freely in English and, in order not to make mistakes, all
of them used the avoidance strategy. Teachers should reflect hard on the reasons for
this avoidance and look at their own teaching strategies to see whether they are in fact
contributing to its spread. The English Syllabi clearly recommend the communicative
approach to language teaching and learning, but certain contradictions within it seem
to discourage free communication. It would seem that curriculum designers need to
reconsider the Syllabi and to take into consideration the cognitive processing involved
in writing. In fact, the process approach to teaching writing in English as an L2 can
be successfully introduced in Hong Kong (Stewart, 1989).
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The present study found that writing knowledge and strategies seem to transfer
across languages, with subjects using L1 strategies and knowledge to aid their L2
effonts. Pupils should not be discouraged from using their knowledge of writing in
Chinese when writing in English for there is no evidence from the stdy that the
model of the composing process presented in earlier chapters differs at a fundamental
structural level when applied to L1 and L2 writing. Teachers should seek ways to
induce pupils to draw upon L1 strategies to facilitate L2 writing and overcome
linguistic barriers. Clearly, it is a mistake to ignore the fact that most Hong Kong
children can all write in Chinese before they can write in English, and the English
Syllabus should take account of this. Many L2 teachers suggest that pupils think in
English as much as possible when writing in English, otherwise interference from the
L1 will harm their L2 efforts. This seems unrealistically demanding. Most Chinese
pupils in the primary school, where the medium of instruction is Cantonese,
instinctively think in the L1 when writing, and this state of affairs should be accepted.

It is time for the Curriculum Development Council to revise both the English
and Chinese syllabi. There should be an effort to marry research, the best of
classroom practice, the aims of society and a knowledge of child development.
Teachers need to refer to clear hierarchies of learning objectives when teaching
writing and to be familiar with the sequence of developmental errors which pupils
make at various stages of writing growth. Such information should be made public,

for writing in English and in Chinese.
11.2.2 Implications for the Teaching of Writing

Methods of teaching writing directly affect the way it is learnt by pupils. According
to the Primary Syllabus for Chinese (CDC, 1990a), the foci of instruction are drilling

of sentence patterns, constructing sentences, writing paragraphs and studying model
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compositions to identfy features of good writing. The Syllabus for English (CDC,
1981) does not stress the teaching of grammar in isolation (p.85). However, as
pointed out several times in this dissertation, in many primary schools the official
Syllabus is ignored and the foci of instruction for English are grammar, mechanics and
guided writing. It seems that teachers believe that ‘What is good enough for teaching
Chinese is also good enough for teaching English!' Chinese and English language
teachers both accept without question that all errors must be corrected, regardless of
whether any notice is taken by pupils of the effort invested or whether the correction
is having any impact on future efforts. In fact, teachers regard correcting students’
writing as one of the most important elements of their work. However, this

investment is not very successful, otherwise standards would be rising and pupils’

written work would be error-free in a short time.

The mode of instruction of most of Chinese language teachers is of the
‘transmission’ or ‘presentation’ type (Hillocks, 1986). Lessons are dominated by
teacher-talk, lectures and diatribes about the features of good writing. Teachers also
use this traditional mode in teaching writing and apply intense drilling methods to
guide writing. All such methods are product-oriented and do not build up pupils’
confidence to express themselves freely and independently. Simply focusing on the
product of writing is insufficient: the cognitive aspects of writing, especially the
composing processes and composing strategies, should also play a very important role
in writing instruction.

The evidence from the present research would suggest that pupils engage in
a common composing process when writing about narrative and transactional prose,
both in the L1 and L2, with variations in the dimensions of the subprocesses and the

magnitude of their involvement, depending on the nature of the task. Teachers need
to study the composing process and the writing strategies used by good writers in

398



order to help pupils master effective composing. At the same time, when pupils have
difficulties in writing, teachers should be able to diagnose these difficulties with
reference to models of the type offered in this thesis to help pinpoint where
composing is cither breaking down or failing to develop.

At least three modes of instruction are related to the ‘process approach’ to
writing instruction. The first is the natural mode of instruction, in which teachers take
the role of facilitators helping pupils to find their own meanings and the means
through which to express them. Here, pupils write according to their own interests.
Peer group feedback is encouraged and students are given plenty of opportunities to
revise or redraft their work. The second is an environmental mode of instruction,
characterized by clear and specific objectives. Teachers organize peer-group activities
which involve highly structured problem-solving tasks which involve students in
manipulating specific strategies, parallel to those they will encounter in writing
(Hillock, 1986, p.194). The third is a composing process mode of instruction. As in
the present research, writing is envisaged as largely a cognitive activity with most of
the composing process taking place in the writer’s head. Here, writing activities
should be designed to develop the mental processes and thinking strategies that lead
to good writing. The activities should seek to foster thinking, require students to use
their mind in the ways that good writers do, and to solve the problems that good
writers manage to solve (Scardamalia et al., 1981; Stewart, 1989).

In the present research it was found that the subjects did not enjoy writing.
They reported that the writing they did in school is usually ‘one-shot writing’ in the
sense that there is time to write one version only. In addition, the pupils must meet
a specific word length target. Most language teachers seem to treat writing as a form
of testing, so primary pupils are usually set to write under time constraints and

examination pressure. They have insufficient time for pausing and revising, crossing
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out and redrafting is discouraged, and making alterations late in the composing stage
is inviting trouble. The subjects in the present research had all experienced this form
of training. The whole purpose of writing, they said, is to get high marks, and
achieving high marks is only possible through producing work which contains no
errors. The pupils are not engaged in purposeful, real-life and relevant writing tasks
and the class teacher is the only audience. Furthermore, he or she is regarded as an
examiner not a mentor. The pupils are not encouraged to write compositions at home

in case help is given and the marks profile becomes unreliable.

In fact, writing in school should be regarded as using one language subsystem
in conjunction with others for the purpose of learning and self-expression. Students
should be given opportunities and positive reinforcement to learn and to use their own
thinking as an ideas resource. In contrast, the subjects in the present study said they
were discouraged from letting their imagination ‘run away’, only rarely were they
encouraged to write about information read during their leisure, and their attention
was rigidly focused on the sequence of instruction presented in the English textbook.
In fact, since compositions are written as a form of test, pupils are not encouraged to

read just before writing.

As there has been little research into the relationship between spoken
Cantonese and MSWC, few scholars and teachers have any clear picture of the
influence of Cantonese on MSWC in the primary school stage and of the implications
for children’s learning. Many Chinese language teachers emphasize the enormous
difference between Cantonese and MSWC. The findings of this study would suggest
that the emphasis they give is too narrowly focused on the differences between the
sentence patterns in the two languages. Teachers should help pupils to see where
there is overlap between the lexicons of Cantonese and MSWC and to appreciate the

differences. In order to encourage fluency and early confidence in writing, teachers
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should allow primary school pupils in lower forms to write using a blend of Cantonese

and MSWC, gradually weaning them off Cantonese as they grow older or are capable
of appreciating the differences between the two.

In order to encourage children to give free rein to their expression, particularly
when generating content, the children should be allowed to use Cantonese in their
wrmng in the very ecarly stages. Although there is a strong case that children should
not be encouraged to learn one system only to try to lose the habit later, it is probably
counter-productive for Chinese language teachers to insist that pupils write in pure and
standard MSWC from the first day of writing. The effects of constantly reminding
pupils not to use Cantonese can lead them into adopting avoidance strategies in order
not to make mistakes. It is better for teachers to allow pupils to express themselves
first in Cantonese, then to help them refine their efforts into producing MSWC. In
fact, in view of the approach of 1997, some Chinese teachers advocate that primary
pupils should learn more Putonghua and ‘pin-yin’ (the phonetic symbols of Putonghua)
to reduce even further the influence of Cantonese on MSWC. However, this
suggestion is rather unrealistic as few teachers in Hong Kong are fluent in Putonghua.
Furthermore, it would be very burdensome to expect primary school children to master
three spoken languages (Cantonese, Putonghua and English) and three written
languages (MSWC, English, and pin-yin) at the same time.

The present research confirmed that pausing is an integral subprocess of
composing. Teachers should help learners use these pauses to good effect, giving
pupils sufficient time for pausing. The fieldwork showed that the subjects paused
most frequently over linguistic matters. They had difficulties in selecting the right
words to use, the right sentence structures, the right characters and the correct spelling,
It would be very helpful here if the teacher was available to help them. However,
Hong Kong teachers say this is too difficult since they feel the average class size is
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too large and consequently unwieldy. This seems a weak excuse for not trying the
procedure on any scale whatever. The teacher could quite easily allow pupils to draw
pictures to represent their ideas, or to write down the appropriate Chinese character,
or to make a mark to indicate the location of their problems. These are the areas on

which feedback from the teacher should focus, not the indiscriminate error correction
so commonly applied. None of these practices are permitted or encouraged at present.
Perhaps teachers are too rigid in their teaching and resistant to innovation. Whatever
the reason, the fact remains that the interests and needs of the pupils are usually
ignored, in defiance of the official Syllabus (CDC, 1981).

The present research also indicated that the ability of the research sample to
revise their writing was fairly limited. Thcy_ seemed to regard revision as a local task,
confining it to checking spellings and characters, and slightly changing words and
phrases rather than modifying the goals or fundamental organization of the text to
meet the criteria of the rhetorical situation. They were also very reluctant to review
and radically revise their written work. This may be the result of the teaching style
favoured by language teachers in Hong Kong, who take upon themselves the task of
marking each composition meticulously and highlighting all ‘mistakes’, which include
the pupils’ own crossings out and revisions. They disregard the ability of the learner
and the effort invested, and put a lot of red marks on scripts to show that they have
‘properly corrected’ the pupils’ work. In fact, revision of the pupils’ compositions is
thus mostly the teacher’s work, with pupils required to copy out corrected
compositions carefully. Sadly, many pupils are not even told why they have been
requested to rewrite their work.

Clearly it would be much better and more effective if teachers were to help
pupils detect and correct their own mistakes. In other words, revision should be an
acceptable part of writing. It is very important that teachers help young writers clarify
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their mental intentions and messages until they clearly and unambiguously express
their intended ideas in the target language. Bereiter and Scardamalia (1987) suggest

that teachers should help pupils to master executive procedures for revising, rather

than confining their corrections to surface mistakes only.

The present research suggests a number of innovations which can be introduced
to the teaching of writing. It has shown that the subjects were able spontaneously to
use imagery to help them to generate ideas, inspiring them to write, If pupils in
school are encouraged to look for material to write about using mental imagery as a
source of inspiration and to use these to select interesting episodes to write on, their
writing is likely to be more interesting and diverse. At present, the methods used for
teaching writing in Hong Kong primary schools are too mechanical and teacher reliant.
If pupils can make use of such imagery when unrestrained from the school context,
as they most certainly can, then the writer feels sure that such prowess can profitably
be used by pupils in the classroom as the inspirational force behind the generation of

ideas, creativity and the production of the content of text.

The research methodology used in this study has proved very useful for
diagnosing the problems in writing experienced by pupils. The composing aloud
process gives particularly useful insights into the ways students plan their mental
representations and aspirations for the text, and whether execution was as intended.
The discrepancies between what was intended and what is actually produced can often
indicate the problems experienced by the writer, including reduction phenomena,
reduction strategies and transformational strategies. The diagnostic procedures are
casy to operate and only a cassette recorder is needed as the research instrument. In
fact, most students in Hong Kong own a cassette recorder and, before they write, can
be asked to compose aloud, then write their composition. The teacher can then listen

to the taped composition, inspect the students’ intentions and help them revise their
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written work. In view of the present grouﬁ of subjects’ difficulties in writing English,
it may be wise for teachers to encourage students to emphasise content in early drafts,
then to polish up surface features in the final draft, all the time checking to ensure that
the text as a whole represents the message intended. Graves (1978) suggests that

elements of linguistic competence identified as being in need of attention can then be

given focused treatment.

However, many of the above suggestions cannot be implemented without some

retraining of serving primary schools language teachers. The Fifth Education
Commission Report (ECRS, 1992) notes that:

"Our primary schools face major challenges: to implement TTRAs; improve
language teaching; tackle behaviourial problems; reform school management;

extend the Activity Approach to more classes; and in general lay a firmer

foundation for the later stages of education. To meet these challenges
successfully, they need instructional and managerial skills of a higher order

than they have been able to provide up to now" (p.43).

In-service courses should urgently be provided for language teachers to improve their
approaches to and methods of teaching writing.

11.2.3 Suggestions for Further Research

Whilst the findings of the present research have limited generality for children of the

same age as the subjects used in the present study, the subjects' behaviour suggests

questions and areas for further research. As Siu (1983) asserts:



"Progress in the study of the Chinese language has been slow in Hong Kong
and the knowledge accumulated in this respect has been scarce. The
deficiency of research data about Chinese language precludes a clear
understanding of the language phenomenon and thus retards the process of

Chinese acquisition and instruction, especially at the elementary level (p.85).

Research into composing in English in Hong Kong as the L2 in the primary school
suffers from the same need for clarity and elaboration. There needs to be much more
research into ways to lead Chinese-speakers to write freely, with expression and from
the heart. Otherwise, traditional orthodoxies will continue to dominate the entire

scene.

The composing process has proved to be a fertile field for inquiry in Western
countries. In Hong Kong, research into the composing process is in its infancy. The
present research has focused in an exploratory fashion on four sub-processes only.
There are other sub-processes like planning, starting, reviewing, ending, thinking about
audience, solving problems, monitoring and so on which need in-depth study as well.
More detailed investigations into the various behaviours and strategies pupils use, or
ought to use, are needed to assemble a more complete picture of the composing
process. In particular, studies need to be conducted to examine the composing
strategies of proficient and inefficient student writers. The differences in writing

strategies between these two groups of writers may throw light on areas in need of
attention.

Longitudinal case studies of a given sample of pupils would be an interesting
approach, with investigators monitoring subjects from the time they begin to write, the
progress they make through the primary school stage, the impact of secondary

education and whether what has been learnt is effective in tertiary or further education
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sectors. Such an approach would permit investigators to observe directly and
objectively the route taken by learners in their progression toward skilled writing and

allow developmental dimensions of writing to be mapped.

Another topic for further research is the extent to v)hich it is possible to
capture and dissect the transfer process and translation process of L2 writers of
varying L1 and L2 proficiency. It is also interesting to compare and contrast the
composing processes of writers when they think and write in their mother tongue and
when they think and write in an L2. It may also be worthwhile studying the
composing processes of language teachers themselves, to check whether their own

behaviour is serving as a model, and whether their own deficiencies are being passed

on to the leamners in their care.

The possibilities for future research seem endless. Replication studies with

students of varying ages, from varying types of school, and from various districts of
Hong Kong and China would also be of value. From a study of the scale of the

present one, there arc many limitations affecting the reliability, validity and
generalizability of the data. Readers are advised to interpret the present study with
caution, but not to shrink from going down the same path and exploring in an open
and enquiring way the composing process of children, both in their mother-tongue and
second or foreign languages. Only when teachers are better informed can they then

take the appropriate action for improving the teaching and leaming of writing.
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Appendix 4.1

Questionnaire For Investigating Writing Behaviour of the Research Subjects

Introduction

This questionnaire was designed by the researcher to gather information from the
subjects during the stimulated recall and retrospective recall interviews. The order of
the questions was determined with reference to the responses of each subject to meet
the objectives of the research. Not all the questions listed below were asked and some
were repeated if necessary. One aim was to assist the subjects to think aloud.

1. Writing Environment

1.1 Are you fecling comfortable here?

1.2 How do you feel writing in the presence of me or in front of a video
camera?

2. Reaction on the title

2.1 Do you like this title?

2.2 Before writing, were you aware of the scope of the topic, the length of the
composition and time limit?

2.3 When you read the title, did you think about whom should be your reader?

24 Why did you write this composition?

3. Information retrieval

3.1  Imagery and Sound

3.1.1 Could you see anything in your mind when you saw the title?
3.12 Did you see any pictures in your mind?

313 Have you seen these pictures before?

3.14 If yes, what was the colour of the pictures?

3.15 Were the pictures static or moving?

3.16 Could you see yourself ‘inside’ the pictures?

3.1.7 Could you describe the pictures?

3.1.8 Could you hear anything in your mind when the pictures appeared in your
mind?
3.19 If yes, please describe the sounds.

3.2  Sources and Selection of Information

321 How do you get the ideas for your writing?

322 Did your information come from your own imagination or were they part
of your own previous experience?
323 (for those who wrote stories)

3.23.1  Before writing, how many stories appeared in your mind?
3.23.2 What were the sources of these stories?
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3.233
3.234
3.34
3.34.1
3.3.4.2
3.343
4.

4.1

4.2

4.3
4.4
4.5
4.6
4.7
4.8

5.1
5.2

53
54

6.1

7.1
72

7.3
7.4
1.5
7.6

1.7

Why did you choose to write this particular story?

Why did you give up the others?

(for those who wrote ‘My Family’ or ‘My School’)

Before writing, what was the information that appeared in your mind?
How did you select the information? What rules did your selection you
follow?

Why did you give up some of the information retrieved?

Planning

Did you make drafts? Why?

How did you make drafts? (Did you make drafts mentally or in written
form? Did you write a detailed draft or just the main points of each
paragraph? Did you just jot down some important words?)

Did you decide on the length of the essay?

Did you decide on the genre of the essay?

Did you decide on which kind of figurative language to use?

How many paragraphs did you plan to write?

Did you plan while writing?

What was the difference between planning at school and at home?

The Writing on Paper

How did you write your first sentence? Have you written this sentence
before?

Did your teacher teach you how to begin the first sentence?
Did you find it very difficult to write the first sentence?
Did you read the title once again before you started writing?

Anticipation

How did you develop your next sentence or next paragraph?

Transformation

In the verbal protocols, this idea has certain detailed information. You have
simplified the detailed information in your mind when you wrote. Why?

In the verbal protocols, this idea unit is very simple. You have developed

the simple idea unit in your mind and have made it more complicated.
Why?

This idea units are present in the verbal protocols. You have deleted some
of them when you wrote. Why?

When you wrote, you added some new ideas that did not appear in the
verbal protocols. Why?

When you wrote this point, you transformed some of the
ideas/words in your mind, why?

What you wrote these idea units, they did not match your original ideas.
Why?

Can you tell me where you got the original idea of this English sentence?
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7.8
7.9
7.10
7.11
7.12

7.13

7.14

8.

8.1
8.2
8.3
8.4
8.5

9.

9.1
9.2
9.3
9.4
9.5
9.6
9.7
9.8
9.9

10.
10.1
10.2
10.3
11.

11.1
11.2

113
114
11.5

Do you know what is style?

What is good writing?

Do your Chinese language teachers permit you to use Cantonese in writing?
Do you speak Putonghua?

In this composition, are there any words or sentences which you cannot
express in written language?

Can you tell me some Cantonese words and sentences which should not be
used in written Chinese? )

In your verbal protocols, some of the words like ° o’ "?t? ’, '*% ’,
'ogﬁ > (Cantonese particles) etc... cannot be found in your writing, why?

Pausing

Why did you pause here?

What did you think when you paused?

You paused for quite a long period here. Why?

Why did you do this when you paused?

When you paused here, you rescanned these sentences. Why?

Revising During Writing

Why did you make a mark here? What does it stand for?
You left some spaces here. What does this mean?

What did you intend to write? Why didn’t you put it down?
Why did you make this amendment here?

How did you know that there was a mistake?

How did you amend the mistake?

How did you correct the wrong word?

Did you know the reason for making this mistake?

You found a mistake here, why did you make a correction?

Problem Solving

How did you feel while you were writing?
Did you find anything difficult during the writing process?
How did you solve this/these difficulties?

Final Rescanning and Final Revising/Editing

What did you do immediately after writing?

Why did/didn’t you rescan the whole passage? If you rescanned your
essay, how many times did you rescan?

Do you have the habit of revising your compositions?

Why did you make such revisions here?

How did you know that you needed revisions here?
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12.
12.1

12.2

13.

13.1
13.2

133

Monitoring

Has your teacher pointed out any mistakes that you usually made in writing
composition? What are these mistakes?

Did you know what rules to follow in writing? What are the rules that you
could not break?

Stopping

How did you decide to stop?

Did you hand in your essay before packing up your things? Did you rescan
your essay?

How did you feel when you handed in your essay?
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Appendix 4.1a

Questionnaire For Investigating Writing Behaviour of the Research Subjects (in

Chinese)
BT BHARSE
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1.3 REFESRESXENBRSE ?
1.4 REEREFRHE?
1.6 REMERECHIXRARR?

(12) XRERFEERRE
(2.1 FRULATRAE - ZMEREHTIXERFERELHNE
7
2.2 RiER - RERAERRARAT ?
HERRRARA TR ?

(13) g%
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3.3 XXE - FEIRIER ?
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Appendix 4.2

Background Interview Guide

1.

1.1

1.2

1.3

14

1.5
1.6
1.7

1.8

1.9

1.10

1.11

2.1
2.2
2.3

24

Learning background

When did you begin to learn sentence construction?
When did you learn composition writing?

How many Chinese teachers have taught you before?

How do your teachers teach you to write?
(Do they give you detailed instructions? Do they just explain the title

briefly? Do they provide sample essays? Do they set a regular writing
formats?)

How do these teaching methods affect you? Do you like these teaching
methods?

Do your teachers require you to finish your essay at school?

How many marks do you normally get?
Do the results of your composition exert any pressure on you?

Do you write some topics to please your teachers in order to get high marks
for your composition?

Do your teachers give you comments? Do you read the comments of your

teachers thoroughly after you have received back your composition? How
do you usually feel when you are reading them?

What is your opinion on doing composition correction by copying the

whole passage? Does this practice affect the number of words you want to
write?

Will good compositions be shown to the class by your teachers? Do you
admire those classmates who can write well?

Influence of family

Do your family members have the habit of writing and reading?

Do your parents encourage you to write?
Do your parents help you to revise your essays?

Did your parents read stories to you when you were small?

449



25

31

32

3.3

34

35

3.6

4.1

4.2

4.3

44

4.5

4.6

4.7

4.8

Do you often write letters to your relatives?

Sources of writing experience

Do your parents buy you a lot of books? What kind of books do they buy?
Do you read those books?

Do you borrow books from the library? Do you buy your own books? What
kind of book do you like reading?

Can you name the magazines and newspaper/s that you like to read? What
are your favourite articles?

Do you like pop-songs? Do you understand the contents of these songs?

Do you watch TV programmes? How much time do you spend on
watching TV every day? What are your favourite programmes?

Which of the following affect your writing most?
a) books at home

b) books that you borrow

¢) magazines and newspapers

d) pop-songs

e¢) TV programmes and films

f) radio programmes

g) others (please specify)

Writing habits and Writing attitude

Do you like writing? Why?

Do you have the habit of writing? Are you self-motivated to write? What
kind of essays do you write? How many times per month?

What contents do you like to write most? What genre do you like to write
most? Give reasons.

Referring to 4.3, do you think your interest changes with age?

Do you write for practical reasons, e.g. writing letters, dairy, memos or
jotting down ideas as they come to you? How often do you do these?

Do you prefer writing on a topic of your own or a topic assigned by your
teacher?

To whom do you like to write? To yourself or to others?

Do you write on your own or on a group basis?
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4.9

4.10

4.11

4.12
4.13

4.14

How much time do you spend on writing at school and at home for a piece
of writing? (If there is a difference,) why?

How much time do you spend on planning to write a piece of writing at
school / at home?

What do you think is a perfect writing environment? Where? With what
facilities? With whom?

How do you feel after you have finished your writing?

How do you feel when you hand in your essay?

Do you like to participate in open competition which is related to writing?
eg. drama, writing competition?
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Appendix 4.2a

Background Interview Guide (in Chinese)
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Appendix 4.3
Verbal Protocols of Subject 3B6C
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Appendix 4.4

The Written Text of Subject 3B6C
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Appendix 4.7

COMPARISON OF TIMING FOR THE SUBPROCESES OF COMPOSING IN ENGLISH
AND IN CHINESE (18 SUBJECTS)

sT.value of the difference between E-mean (English) and C-mean (Chinese)



Appendix 4.8

| COMPARISON OF TIMING OF THE SUB-PROCESSES OF COMPOSING IN ENGLISH
AND IN CHINESE FOR P3, P4 AND PS5 SUBJECTS

|

\
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No. of Retrivals
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TRANSFORMATION: THE RELATIONSHIP BETWEEN THE INCIDENCE OF
CANTONESE & MSWC SENTENCE PATTERNS (18 SUBJECTS)

SENTENCE MBEAN | sTD.DBV. | T-TEST PROB.
PATTERN
sVo 8.89 7.00 . 0.10
) 5.28 5.03 . 0.09
MSWC 3.28 2.76
sP CAN .11 268 0.80 0.44 0.6
MSWC 272 214
sV CAN 22 3.06 1.07 030 0.40
MSWC 1.5 1.86
svC CAN 1.39 1.72 132 021 0.24
MSWC 0.83 1.04
t s VOVO CAN 1.39 172 224 0.04 040
MSWC 0.56 0.86
7 svov CAN 1.28 1.64 1.10 0.29 041
MSWC 08 .| o8
8 SVOvVO CAN 117 143 0.49 0.63 0.74
MSWC 1.06 L1
9 vC CAN 1.00 1.50 151 0.15 0.68 “
MSWC 0.61 1.04
10 vov CAN 0.67 119 1.10 029 0.44
MSWC 0.39 0.61
1 svoc CAN 0.44 0.7 0.52 0.61 0.16
MSWC 0.33 0.69
12 voc CAN 0.44 0.86 1.00 033 013 |}
MSWC 0.17 0.7
13 SVOVOVO CAN 0.2 0.43 0.00 1.00 036
MSWC 0.2 0.43 4
14 VOVO CAN 0.17 0.51 0.00 1.00 011 |
MSWC 0.17 0.51
15 VOVOV CAN 0.17 0.38 0.57 0.58 032
MSWC 0.11 0.32
16 svovov CAN 0.1 0.32 0.00 1.00 -0.13
MSWC 0.11 0.32 u
17 | svovovov CAN 0.1 0.32 1.00 0.33 069 i
MSWC 0.06 0.24
18 VOVOVO CAN 0.11 0.32 146 0.16 0.00 J
MSWC 0.00 0.00
19 ‘BA’ CAN 0.06 0.24 -320 0.01 0.06 1
MSWC 0.78 0.94
20 | svovovovo CAN 0.06 0.24 1.00 033 0.00
MSWC 0.00 0.00
21 svovc CAN 0.00 0.00 -1.00 0.33 000 |
MSWC 0.06 0.24
2 $V00 CAN 0.00 0.00 -1.00 0.33 0.00
MSWC 0.06 0.24
TOTAL CAN 2828 19.96 212 0.049 0.711
TOTAL MSWC 2133 13.07




Appendix 6.2

TRANSFORMATION: COMPARISION OF THE CANTONESE & OF THE MSWC
SENTENCE PATTERNS FOR P3, P4 AND PS5 SUBJECTS

SENTENCE PATTERN F-VALUE PROB.
) CAN 0.78 0.48
MSWC 0.57 0.58
2 ) CAN 3.48 0.06
MSWC 0.64 0.54
3 SP CAN 163 023
MSWC 0.49 0.62
4 sV CAN 117 0.34
MSWC 136 0.29
s sVC CAN 3.76 0.05
MSWC 145 0.27
6 VOVO CAN 0.02 0.98
MSWC 0.50 0.62
7 svov CAN 0.55 0.59
MSWC 0.53 0.60
| 8 SVOVO CAN 0.22 0.80
F MSWC 0.56 0.59 A
9 Ve CAN 027 0.77
MSWC 0.64 0.54
10 VoV CAN 044 0.65
MSWC 2.96 0.08
1 SVOC CAN 9.77 0.00 |
MSWC 1.07 037 i
12 voC CAN 0.50 0.62
MSWC 1.00 0.39 *“
13 SVOVOVO CAN 028 0.76 i
MSWC 2.50 0.12
14 VOVO CAN 0.60 0.56 4‘
MSWC 2.14 0.15
15 VOVOV CAN 115 0.34 4
MSWC 2.50 0.12 ]|
16 SVOVOV CAN 0.50 0.62 |
MSWC 0.50 0.62 |
17 SVOVOVOV CAN 2.50 0.12 |
MSWC 1.00 0.39 |
18 VOVOVO CAN 0.50 0.62 |
MSWC
19 ‘BA’ CAN 1.00 0.39
MSWC 122 0.32
20 SVOVOVOVO CAN 1.00 0.39
MSWC
21 SVOVO CAN
Mswc 1.00 0.39
2 $V00 CAN
MSWC 1.00 0.39
TOTAL CAN 201 0.168
MsSwC
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Appendix 6.3

COMPARISON OF CASES WHERE P3, P4 AND PS5 SUBJECTS FAILED TO TRANSFORM
THEIR CANTONESE LEXICON TO ITS MSWC EQUIVALENT

F-VALUE PROB.

Cantonese words in the written text 7.44 0.006




TYPES
Ides units in composing aloud 18] 571 15] 20 32j107] 29) S1]| 18} 13] 26|77
2.  Idea umits in writing 65| 79 31 171 29 61 1| 24 S| 15] 17} 30
3.  New ides units added in writing 19| 40 0 1 0 1 0] 14] O 3 1] 6
| 4.  Idea umits deleted in writing 391 21 of 6| O 32} 0| 35} 3| 3| 4|58
| S.  Uncompleted idea units in composing o] sf{ of 1] of of 0o} 1] o] o} o 0“
‘ aloud but completed in writing
| 6. idea units incomposing aloud | 10| 1} 15] o] 5| 3] 14 o} 2] o} 3] 1
but incompletely expressed in writing
| 7. Idea units avoided dus to linguistic 21 1) 12] 3) 8] 1]28) 1}y 74 of s] o
incompetence
8.  Idea units replaced by another idea in 3 0] o o] O 0 0 0 01 o 21 0
writing due to linguistic incompetence
I9. Over generalization (in no. of times) 6 1 0 0 2 0 0 1 1 1 2 2"
10. Changing topics 1 1] 0 1 1 2 0 2 2 1 3 2“
lll. Transfer “
11.1 Idea umits (in Eng.) literally translated 7] of 1] of 2] o} o] o} 1] o] 2 0“
from Chinese
11.2 Tense/aspect (in no. of times) 301 0O 4 0] 7 0 1 0 1 0 2 OI
1.3 Verb forms s] 0} of o]l o] of o] of ol o} 1] 0
114 Phmnl 6 0 3 0] 4 0 1 0y 2| 0 0] 0
Possible adjectives 2! of ol o} ol of of ol of of ol o
Voics 11 o} of o] 2] o] o] o] o] of of o
Conjunction 31 0} o) o] 5] o} o] of 1] o] 3 Oi
Preposition 7] 0] oy of 2] o] o] o] of o] 2§ 0
Article 2 0 1 0 1 ol o of of © 0
11.10 Negative 0 ol oj oy of o of 0] O
0 0| 21 0 o] 2| 0] 3
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Appendix 7.2

| TYPES NUMBERS
1. Idea units in composing aloud so| 32| 14] 30| | 33§ 32| 12| 11} 10§ 17]20
2. Ides units in writing 23} 16| 12) 24] 37] 30§ 9] 12| 71 19] 16|22
ls. New idea units added in writing of s{ 2! 3] 1f{ of 1} 1§ 1|t 1{12
4. Idea units deleted in writing 3] 191 o] 10] o] 3] 8] 1| 6} 2| o]10
S.  Uncompleted idea units in composing of 1{ of 1] o] of o] 1| o] 2{ o} o
aloud but completed in writing
Completed ides units in composingaloud | 161 1] 1] 1] 6] o] 3} o] 3] o] 1] 1
but inoompletely exprossed in writing
1des units avoided dus to linguistic 26| 3| s| 1] 14f ol 11] o| 4] o] 2] o
incompetence
| 8.  Idea units replaced by another ides in 1] o} 2|1 1] s1 o o7 of o] oy 1}l 0
writing due to linguistic incompetence
Over generalization (in no. of times) 1] 1} of 1] 1} 1] 2| of 1| o 2] o
Changing topics 4) 2] 1] 1] 2] 1} 1] 1] 21 2| 3|1
Transfer
Idea units (in Bng.) literally translated 4| of 3} o] s| ol 1] of 1] o] 3] o
i from Chinese
112 Tense/aspect (in no. of times) 6 ol ol 2 q
{ 113 Verb forms 1 ol ol 1] o
114 Pl 3 1] o] 3 iﬂ
| 11.5 Possible adjoctives 0 o] o] o
| 11.6 Voice 2 o] o
0 ol o
0 o 2
1 ol o
2 0] o
2 o} 2
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Appendix 7.3

TYPES OF TRANSFORMATIONS FOR PRIMARY 5 SUBJECTS '

|
|
|

TYPES
Idea wnits in composing aloud 2| 2] 21] 47| 29| 93] o) 11] 20| 24| 3
1 Ides units in writing 1] 24} 19] 7)1 21| 2| 7| 1] 8} 25| 14 zvll
New idea units added in writing 4| 191 o] 4| o 7] o] of 2| 18} of 3
Idea units deleted in writing 12] s| 1] 0] 1] 13f of of 7] 17] o z||
Uncompleted idea units in composing ol 2| ol 2| o o o} o of 2] of 1}
aloud but completed in writing
Completed ides units in composingaloud | 2| o) 2| 1| 8| of 1| o] 3| o] 4} o
bat incomplotely expressed in writing
Idea units avoided due to linguistic s| ol 4] ol s} o]l 4| o]l s| o} 10] o
incompetence i
Idea units replaced by another ides in 4| v} 2| 1} 3] 2] 1] 1| 1} 1] o] o
k writing due to linguistic incompetence
9.  Over genenlization (in no. of times) 2] of 1| 1] 4] 1] 2f of 1| 1| 2|1
h Changing topics 1] o} o 1} 3] 3] 1] 1| 2 2| 1 1“
Transfer
11.1 Ides units (in Eng.) literally translated 2] of s|] o} 3| o]l o] o] 2| o] 4] o
: from Chiness ~
§ 112 Tense/aspect (in no. of times) 3l o 21| o ol 1| ol 1] o0 \
§ 113 Verb forms o] o 0 0 0 o
{ 11.4_Plonl 1] 0 0 0 0 o||
1 Possible adjectives o} o 0 0 0 o“
| Voice 0| o 0 0 0 0
| 11.7 Conjunction 1] o 0 0 0 (]
§ 11.8 Preposition ol 0 0 0 0 ol
119 Aricle 01 0O 0 0 0 0
11.10 Negative 0] o 0 0 0 0
] 11.11 Others 1] o 0 0 0 0
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Appendix 7.4

COMPARISON OF TYPES OF TRANSFORMATIONS FOR WRITING IN ENGLISH AND
IN CHINESE (18 SUBJECTS)

TYPES EMEAN | BSTD. | cMBAN | csTD. | TTEST | PROB.
1. Idea units in composing aloud 3194 | 2663 | 3811 | 2878 | o717 | 045
2 Ides units in writing 1689 | 15a8 | 2861 | 1786 | <478 | 000
3. New idea units added in writing 1.78 443 822 996 4.18 0.00
4 ldes vnits deleted in writing s17 | o924 | 1312 | 1509 | 200 | oos
s.  Uncompleted idea units in composing 000 | oo0o | 106 | 126 | 356 | oo00
aloud but completed in writing
6. Completed idea units in composingaloud - | 550 | s00 | oes | o078 | 427 | o000 “
but incompletely expressed in writing
7. Ldes s avoided due to inguisti 994 | 71 | ose | o9s | sss | oo “
incompetence
8.  Idea units replaced by another idea in 139 15¢ | o3 | o6t | 300 | o000 “
writing due to linguistic incompetence
9.  Over genenalization (in no. of times) 1.67 14s | o067 | oo | 27 | oos |
10. Changing topics 16 11 144 | o062 | o012 | ous
11. Transfer
111 Ldea units (in Bng) lierlly trmnslated | 256 | 1.87
from Chinese
11.2 Tense/aspect (in no. of times) 5.39 1.74 |
113 Verb forms 0.78 1.58
114 Pl 322 | 463 <“
115 Possible adjectives 061 1.09 |
116 Voice 0.1 11
| 117 Conjunction 122 | 15
: 11.8 Preposition L1l 174
119 Anicke o2 | os |
11.10 Negative 033 | os4 i
| 11.11 Othens 194 | 100 |
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Appendix 7.5

Ides units in composing aloud

|

Ideas units in writing

New idea units added in writing

Ldea units deleted in writing

Uncompleted idea units in composing
aloud but completed in writing

Completed ides units in composing aloud
but incompletely expressed in writing

Idea units avoided due to linguistic
incompetence

Ides units replaced by another ides in
ting due to Hnguistic i

Over genenalization (in no. of times)

Changing topics

Transfer

Ides units (in Bng.) literally translated
from Chinese

Tense/aspect (in no. of times)

113

Verb forms

11.4

Plural

11.5

Possible adjectives

11.6

Voice

11.7

Coniuncti

118

Preposition

119

Article

11.10 Negative

11.11 Others
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Appendix 8.3

TYPES OF PAUSING DURING WRITING FOR PRIMARY § SUBJECTS

SUBJECTS SA1|SA1|5A2| SA2|5A3 ] 5A3 ) 5B4| 5B4 | 5BS | 5BS | 5B6 | SB6
BlciB|lc]E|lc|B|Cc|]E|C]|EB|C
TYPES NUMBER OF TIMES
1. Retrieving of information 1| 3] ol 4| ol 6| 2} 21 1| 2] o} 1
“z Selecting information ol a4l 1] 2] o| 3] 1| 1| of 1] o] 2
3. Planning while writing o] 2] of 2} of 2] 1} o} 1| 3] o] 3}
H4. Thinking of logical problems 1{ 8] o] 1] 1| 2] ol o o} 2} of 2
S. Words ;
|S.l Selecting sppropriate words 1 41 o 3 1 5 0 1 o} © of 4
5.2 Looking for words 8] of s| 1| 1] o]l 4| o] 4] of 7] o
[6. Constructing and rearranging sentences of o] 4] 1{ 3} o] o] of 2| o] 3 o“
7. Trnsforming Cantonese to Standard 2 2 3 1 3 3
Written Chinese
8. Thinking about grammar
8.1 Basic tense formation s] o] 21 o] 1] of o] o] o] of o o“
82 Verb fom s| ol 2] ol 2] o of o 1] of 1 o“
8.3 Singular or plural 2] o] 1] o]l 1] of o] o]l 1| of 1] 0
8.4 Conjunction ol of o] of 3} 1] 2] of o] 1| 1 oﬂ
8.5 Subject / pronoun ol o] 2] o 1| o] o} o] o] o] of o
9. Spalling / recalling strokes in Chinese s| el ] s8] 10]21f 4| 1] s| 4] 12] s
characters
10. Punctuations / capitalization 1} 2] 4] 1} ol 6] o] 1| 1} of o 1“
11. Rescanning 8| 6] 6 9 4
12. Personal feelings 2] o] o 0 0
13. Others of o o 0
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-‘ COMPARISON OF TYPES OF PAUSING FOR WRITING IN ENGLISH AND IN CHINESE
(18 SUBJECTS)

1 Retrieving of information

0.33

0.59 217 1.34 -531 0.00
2.Selecting information 033 0.49 2.06 121 -5.95 0.00 ||
3. Planning while writing 0.78 1.55 1.80 1.18 296 | 00088 |
4. Thinking of logical problems 0.11 032 1.56 1.46 4.19 0.00
5. Words
5.1Selecting appropriate words 0.33 0.59 211 197 497 | 0.0001
5.2Looking for words 18.83 3178 033 0.68 2.48 0.02
6. Constructing and rearranging sentences 322 4.66 0.44 0.78 2.48 0.02

| 7. Transforming Cantonsse to Standard 1.83 1.04 ’

‘ Written Chinese
8. Thinking about grammar

| 8.1 Basic tense formation 1.33 197

| 82 Verb form 15 197

83 Singular or plural 0.78 0.88 h

| 84 Conjunction 1.50 2.09 022 0.43 2.51 0.02 |

i 8.5 Subject / pronoun 0.72 1.02
9. Spelling / recalling strokes in Chinese 794 5M 10.44 7.70 -1.75 0.10 |
10. Punctuations / capitalization 2.06 3.15 2.00 197 0.07 095 |
11. Rescanning 65 333 5.89 439 0.63 0.54 \‘

i 12. Personal feelings 0.67 0.96 078 094 037 072 i
13, Others 028 0.46 028 0.58 0.00 100 |
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Appendix 8.5

|

TYPES

' \
COMPARISON OF TYPES OF PAUSES FOR P3, P4 AND PS SUBJECTS DURING
‘ WRITING

ENGLISH ENGLISH CHINESE CHINESE
F-VALUE PROB. F-VALUE PROB. ||
1. Retrieving of information 2.14 0.15 223 0.14
2. Selecting information 0.00 1.00 046 0.64
3. Planning while writing 0.34 0.78 0.11 0.89 \
4. Thinking of logical problems 2.50 0.12 1.51 0.25 \
§ 5. Words
} 5.1 Selecting spproprists words 0.00 1.00 0.59 0.57 ‘
| 52 Looking for words 1.34 0.29 0.33 0.72 |
| 6. Constructing and rearranging sentences 2.04 0.02 272 0.09 1
7. Transforming Cantonese to Standard 1.08 0364 |
Written Chinese ‘
| 8. Thinking about grammar !
1 8.1 Basic tense formation 036 o7 '
| 82 Verb form 0.48 0.62 '
8.3 Singular or plunal 0.26 0.77 i
1 8.4 Conjunction 0.31 074 1.25 032
§ 8.5 Subject / pronoun 0.19 0.83 |
§ 9. Spelling / recalling strokes in Chinese 0.48 0.63 131 00 |
|  charscters i
10. Punctustions / capitalization 1.1 036 1.39 028 ‘
‘ 11. Rescanning 0.18 0.34 0.76 0.485 1
| 12. Persanal feelings 0.16 0385 1.94 018 |
j 13. Otbers 0.24 0.79 121 033 .t
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3A1|3a1| 32| 3a2]3a3| 33| 3B4 | 384 | 3Bs | 385 | 386 |3B6
BElc|EB|c|EB|c|EB|lc|EB|Cc|B]|C
TYPES NUMBER OF TIMES
1. Cosrection of misspelz words /wrong | 8) [24@)| 0 |96 14 [10m| 3 |e@ [2a)] e fr2e| sy
Chinese characters
2. Vocabulary / lexical items (sub-total) 2 NIERE 0 0 o1
2.1 Replacing words with more sppropeiate | 1 ol1]o oo oo
ones
2.2 Modifying words (adjectives /adverbs) | 0 | 0 {0 | 2 lolotololojolo]o
23 Changing Cantonese words to writen 0 1 0 0 0
Chiness
24 Delating words oJoJoloJofololoalofjololo
25 Addition of words 1tJoJofJofi1]ololoflolo]o]1
3. Phrases (sub-total) tleloli]ofrlofl1l1]of]o]ol
31 Repacing phraes by mors speopin ol2fofloloflofloli1fofolofo ll
32 Deleting phrases oli1fofoflolololo o oo ]ol
3.3 Inserting phrases a0l 1 o fiwfofi1fololiwlololol
| 4. Seosences (sub-sotal) ofoloJofla]siJoflofJoJol1]s l
| 4.1 Inserting clauses / sensences olofofloli1lo]olo]o]o inylsm
| 42 Deloting a sentance /sentmncesoaveid | 0 |0 f oo f 1|1 [ojo|lo[o ool
| 5. Punctuation slalolum]s]z2]afaw] o] o] o 2]
| 6. Grammar (sub-toul) wlilolarlaliJolz2]sflolsl1]
6.1 Basic sgreement 1tfoJojJolr1|l1ftolofofoli1]o 1,
62 Basic tense formation slolofunlolo]o]olam| o hay|o t
| 63 Verb form 3lolojoloJoJojoJoJofolo]
6.4 Pronoun / subjects oJoJoJoJoJoJoflolofo]o]ol]
| 65 Conjunctions s{ofoJoJoJoJof2fi1]olun]]
| 6.6 Articles 6|1 JoJoJofoJofolofJo]o]o i
| 7. Comecting careless mistakes ol7l2lolol2a]i]sl ] ] |
8. Others 2]o]ofofolofofololo]ol1}
| 9.1 Final revision 1t {2]o00o0lolilolslsftls]|s]
| 9.2 Total revising alasl2afw]ls]vr]sls]7]s[i7]s]
10. Mistakes detocted but unsbletomaks | 27 | 2 |s0| 8 | 8 |26 [12s) 6 { o [ 1 [ 3 [ 7 |
corrections F
Key: 5(3)] S = First revision + final revision

SUBJECTS

(3) = Final revision for three times
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Appendix 9.2

i

" TYPES OF REVISIONS FOR PRIMARY 4 SUBJECTS }

| SUBJECTS aa1]4a1 | aa2] an2|an3 ] 4a3| s | 4B4 | 4Bs| 485 | 46 | 4B6|
E|lc|{B|lc|Blc|E|c|B|c]E]|C
| TYPES NUMBER OF TIMES
1. Correction of misspelt words / wrong slalswjom|unls|{slalslza]2]s
| Chinese characters
| 2 Vocabulary /lexical items (sub-total 0 2 1o 2 0 3
{ 2.1 Replacing words with more sppropeists | 0 of{1]o oo 1
. ones
| 22 Modifying words (sdjectives /adverbs) | 0 | 0 | 0 oJojJo]i1Jofjo]ojo
‘ 23 Changing Cinonsss words 0 wrnen 0 0 0 1 0 0
[ 24 Deleting words o1 l1f2]ofol2a]t1]olofol1
| 2.5 Addition of words olinfofim]ololofl1[ofo]o]1
3. Phrases (sub-sotal) oJol2]1]1JofJolo]Jofoflo]o
| 3.1 Replacing phrases by moreapproprise | 0 [ 0] 1 [o [o [ o[ o[o[o[o o]0
i ones
3.2 Deleting phrases 0 0 0 1 1 0 0 0 0 0 0 0
3.3 Inserting phrases ojojJunjojojojojojojojoljo
4. Seotences (sib-otal) olofloJoloJoJoflofofofolo
| 4.1 Tasering clasos  semtinces oloJofoflolo|lo]o]olo]o]o |
4.2 Deleting a sentence /sentmcestoavoid | 0 J 0 J o jojojojojojo}jojol]olf
redundancy E
| 5. Puncustion oJols]ofls]olofz]ol1]o]ol
| 6. Grammar (sub-total) 1t li1l7]olwlojoJoli]olz]ol
[ 6.1 Basic agroament olofoJolofJojolojololofof
62 Basic tense formation oJofalolsfofofofloJo]o]o]
63 Verb form olol2]o]z2lololofJolo]o]o ;
64 Pronoan / subjects ol 1Jolslololofolo]2]olf
6.5 Conjunctions olofiy|o[sJofJo]o|li1]ofolfo
6.6 Articles 1t{ojololz2]ofofololo]o]o
| 7. Comrecting carsless misakes 2l lalz2lal2alsloli]2]2
| 5. Oten oJololofolilol1]lo]1]o]o
9.1 Pinal rovision t]1]3fz2]o0]lolojolofolo]o
92 Total revision ol 7| w]s]ss] s ulis[e]lals]s
10. Mistakes detooted butunsbleomaks  [6)| 2 [o o [ 1 [ 1 ]3| 2]a o]0«
corrections
Key: 5(3)| S = First revision + final revision
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SUBJECTS

TYPES NUMBER OF TIMES
1. Correction of misspelt words / wrong s 8 2 1 6 |19(3){ © 0 4 [93)| 1 }5Q)
; Chinese characters
2. Vocabulary / lexical items (sub-total) 2 3 1 910141270 1 01 2 1}]o

i 2.1 Replacing words with more appropriste 0l21]012{02l0}{o01]oO 1 010
ones

MMWM(MWIM) 1 0 0 §153)] 0 ju] 0 1 010 0

0
1 2.3 Changing Cantonese words to written 0 1 2 0 0 0
‘ Chinese
2.4 Deleting words tjijinf 1 Jjofsjojojolo]i}o
§ 2.5 Addition of words oj]oj{ofolojae]o]lololtirilo]o
| 3. Phrases (subiotl) 2}j1}joj4]2]2]o]lojojojol]o
| 3.1 Replacing phrases by more appropriste tjojol1jo]jtrt]ojolojo]ol]o
ones
| 32 Deleting phrases t{1]Jol2]1]l1]ololofo]lolo
| 3.3 Inserting phrases ojJojJojr1]1|lo]lo]lo]Jolo]lolo
| 4. Semtences (sub-toua) oj2]ofjojJi1jolo]ololo]|2]1
| 4.1 Inserting clauses / sentences ojojolojimvjololofjojol 1 jin
sentences for more information

: 4.2 Deleting a sentence / sentences to svoid
redundancy

o
~
o
o
o
o
o
o
o
o
—
o

S.Pmdnn

tlo]tfofol2]1li]1]ofo]

| 6. Grammar (sub-total) sfoflelol2)li1l1lols]olr]o
6.1 Basic agroament ololololofololololofofo
62 Basic tense formation sJoli]ofiwlololofuyfololo

63 Vesb form 2]olo]oflolofofo|smofolo
6.4 Pronoun / subjects olofam]olofilofloflo]o]o]o

| 6.5 Conjunctions ofi1loJoli1folaijoliJoJojo

| 6.6 Anicles ololi1lolololoflofo]loJolfo

{ 7. Comcting carcloss misakes ot ]z2]slz2l7]olo]l1]1]s]1

| 5. owen olololofoloflofolo]o|o]o t
9.1 Final revision o f1lslsfzlalololz2]alols]

{ 92 Toul revision 6lisfwlo{ulslsfzinl]les]s]
10. Mistakes detectod but unsble to maks 2 s|l2le6lofrlofl1]of{7]s]

Key: 5(3)| S = First revision + final revision

(3) = Final revision for three times
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Appendix 9.4

|
|
I
|
i
|
|

E. MEAN| E. STD

c. MEAN| c. STD | T-TesT | PRrOB.
1. Comection of misspelt words / wrong chinese | 483 | 408 | 650 | s31 | .30 | o2

t characters

‘j 2. Vocabalary / lexical items (sub-total) 067 | o084 | 233 | 336 | 21 | oom

{ 2.1 Replacing words with more sppropristecnes | 017 | 038 | 078 | 131 | 200 | oo0s2
2.2 Modifying words (adjectives adverbs) 006 | 024 | o0s6 | 125 | -164 | 0.2

[ 23 Changing Cantonese words to written Chinese 028 | oss

| 2.4 Deleting words 033 | 05 | o056 | 086 | -107 | 030

| 2.5 Addition of words 011 | 03 | os6 | o098 | 72 | o0

§ 3. Phrases (subiotal) os | o1 | os3 | 13 | 106 | 03

| 3.1 Replacing phrases by more appropristeones | 011 | 032 | 028 | oss | -100 | o33
32 Deleting phrases 017 | 038 | 03 | os1 | -146 | o0u6

[ 33 lnserting phrases 022 | 043 | 022 | o4s | 037 | om
4. Semtences (sub-total) 033 | o069 | 039 | o085 | 029 | o7
4.1 Inserting clauses / sentences 0.17 038 022 073 0.44 0.67

{ 4.2 Deloting clauses / sentances o1 | o032 | 028 | 067 | 09 | o038

| s, Puncoastion 139 | 19¢ | 111 | 132 | 070 | o

| 6. Grammar (sub-total) 433 534

| 6.1 Basic agrooment 011 | o032

1‘ 6.2 Basic tense formation 1.11 1.45
63 Ve form 067 | 114

| 6.4 Pronoun / subjects 044 | 092

| 6.5 Conjunctions 094 | 158

| 6.6 Anticles 056 | 146

| 7. Comecting careless mistakes 196 | 216 | 222 | 210 | 060 [ o050
8. Owbens 011 | 047 J o2 | 03 | 07 | o0s0
0.1 Final revision 11 | 1ss | 211 | 230 | 180 | o009

{ 9.2 Total revision 1389 | 1140 | 1428 | 1036 | 017 | os7
10. Mistakes detoctad but unabls 1o make 1394 | 3028 | 367 | 615 | 146 | o016

cofrections
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Appendix 9.5

COMPARISON OF TYPES OF REVISIONS AMONG P3, P4 AND P5 SUBJECTS

TYPES ENGLISH | ENGLISH | CHINESE | cHINESE
F-VALUE PROB. F-VALUE PROB.
“ 1. Correction of misspels words / wrong chinese 113 03§ 1.78 020
characters
2. Vocabulary Alexical items (sub-total) 021 081 2.25 0.14
2.1 Replacing words with more 115 034 1.01 039
appropriate ones
rz.z Modifying words (adjectives, adverbs) 1.00 0.39 1.12 0.35
23 Changing Cantonese words 10 written Chinese 0.44 0.651
I 2.4 Deleting words 1.50 026 2.16 0.15
2.5 Addition of words 2.50 0.12 012 0.50
3. Phrases (sub-total) 025 0.79 122 032
3.1 Replacing phrases by more sppropriate ones 0.50 0.62 121 033
3.2 Deleting phrases 115 034 1.06 037
33 Inserting phrases 028 076 5.00 0.02
4. Sentences (sub-total) 107 037 1.00 039
4.1 Insenting clauses / sentences 115 034 070 0.51
4.2 Deleting clauses / sentences 0.50 0.62 0.11 090
S. Puncation 1.63 023 3.86 0,08
6. Grammar (sub-total) 0.01 0.99
6.1 Basic agreement 2.50 012
6.2 Basic tense formation 0.02 098
63 Verb form 0.12 0.89
6.4 Pronoun / subjects 2.06 0.16
6.5 Conjunctions 034 072
66 Articles 0.46 064
7. Comecting careless mistakes 036 070 001 0.989
8. Others 1.00 039 2.50 0.17
9.1 Final revision 042 066 330 0.065
9.2 Toul revision 0.53 060 115 0342
10. Mistakes detected but unable to make 1.46 0.16 367 0.08

oorrections
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Appendix 10.1

The Written Text of Bosco (in Chinese)
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Appendix 10.2

The Written Text of Bosco (in English)
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