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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 fonns 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 fmdings 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 Modem 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 

important fmdings 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 Modem Standard Written Chinese. In fact, 

the differences between the sentence patterns of Cantonese and Modem Standard 

Written Chinese are not great, and similar patterns, for example Subject-Verb-Object, 

were commonly used both in the Cantonese transcripts and the Modem Standard 

Written Chinese scripts. Grammatical forms did not appear to be major considerations 

when the subjects were writing Modem 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 

Modem 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 Modem Standard Written Chinese. 

More transformations occUlTed when writing in Chinese than in English, and 

subjects made improvements generally in the organization of the fmal 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 Modem Standard Written Chinese and the 

English. Transfer effects from Cantonese to Modem Standard Written Chinese and 

from Cantonese and Modem 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 transfonmng Cantonese 

to Modem 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 rcscan 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 
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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 fmal 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 profue 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 
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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. 
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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 bom, the rest 

originating from the neighbouring pro~~ 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 

Sbanghainese and numerous sub-dialccts may also be beard 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, 199Oa, p.Sl). Written Cantonese is 

technically possible and can be found in mass media publications, comic books, 

captions of newspaper cartoons, advertisements in newspapers, advertising posters, 

magazines and novels for the working class and the like (Bauer, 1982, p.277). 
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However, officially, in terms of accepted Chinese onhodoxy 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 tenns 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 

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

That standards of English in Hong Kong are not exemplary is to an extent 

swprising, given the high profile of English language teaching and its widespread use 
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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, 19901, p.Sl), 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. Furthennore, 

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. 
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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 (pu, 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 rlhns, 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. 
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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 learning an L2. In contrast, writers 

such as W.L. Wong (1991) insist that written Chinese cannot be anything other than 

an Ll, acquired in much the same way as other LIs 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 incorrecdy 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, 
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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 

fmger 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 Ll 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 
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is quite different from the one usually pursued by Ll 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 Ll 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 l~guage. 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 'learning' rather than acquiring written Chinese in 'interlanguage' growth 

fashion. Perera (1984) points out that most pupils at school in England only become 
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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.e. 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 
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learning 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 fll'St necessary to understand how they are taught to write in 

Chinese. 

In any language. learning to write is usually very different from learning to 

speak. and wriucn and spoken discourse are rarely synonymous. Widdowson (1983) 

wriccs: 

"Learning 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 coven~t (pp.44-S) 

Tuminl to learning to write in a foreign language, he (1983) writes: 

"If die foreign learners 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 texL Their 

problem is how 10 textu81i~ discourse in a different language~' (p.4S) 

students in Hong Kong learning to write English have simultaneously to learn both a 

new diacoursc mode aad a new textual medium. The fact that both modes are new 

complka1es tbe task. but at least there is fair linguistic consis1cncy between speech 

Iftd wridna in the new language. However, these same children learning to write 

MSWC haft first to accept the need 10 change discourse mode from the spoken mode 

(CinlOnese) 10 the wriuen mode (MSWC). The task of mastering the textual medium 

is also complicaled by the written form being idiographic rather than phonetic. There 

lie also 1cxical differenc:es between Putonghua and Cantonese. One can perhaps 

jmaline the difficulties Hong Kong children encounter in learning to write Chinese. 
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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 th:ir 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.S1) 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 fKt, a great number of Olinese 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 

automatkally to tum away from knowledge of the language which is most familiar to 

them. Cantonese. 
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Concerning the teaching syllabus for writing in Chinese. teachers in primary 

schools receive guidelines from the Education Department in the fonn of a syllabus 

which describes the contents of teaching for each level (CDC. 1 99Oa). Briefly. at 

Primary One level. the emphasis in teaching Chinese writing is on sentence 

consauction. including sentence completion and sentence pattern drilling; at Primary 

Two, the emphasis is the same but is extended by including the teaching of sentence 

consauction 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 'fhree and Four, expository essays in Primary Five; and 

argumentative essays in Primary Six. 

1'bere are clear targets in number of words for each phase of writing at the 

diffel'CDt 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 bas 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 taraet is achieved. The number of words is also a bidden 

objectivc for ~bing cmpbasiRd by CUnesc language teachers. They infer from the 

Syllabus that ~ is a direct conelation between the number of words produced and 

the writinl development of their pupils. Number targets are thus also found in the 

Syllabus for the Olincsc Language for Secondary Schools (CDC, 1990b), with, for 

example, slUdents being required to write 600 words in the School Certificate 
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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 tenn 

policy initiative called Targets and Target-Related Assessment (1TRA)(CDC, 1992). 

These are designed to set clear directions for learning, to connect learning and its 

assessment more closely and to promote the individual progress of all primary and 

secondary school learners (p.S). The targets listed for composing for Primary One to 

~ 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 arc: to write different genres of writing including 

narrative, expository, letter writing, diary, weeldy 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, lcaming and use in Chinese arc not considered and integrated 

within the targets. Consequently. the targets set by the CDC arc not providing a 

framework within which teachers can design schemes of work appropriate to learner 

groups in their schools. 

Concerning pedagogy. teachers of Orlncsc writing arc 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 

Jiven in the hope that the characteristics of such writing will be apJRCiated and 

absorbed (So, 1988; W.L. Wong, 1991). This approach focuses primarily on fonns 

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 tenns 

of classroom exercises, the tasks set are usually either rigid reproduction of sentence 

panems according to set rules, picture descriptions with provided vocabulary, guided 

compositions or me compositions under a set title. 

When marking pupils' written assignments, Chinese language teachers feel it 

is lbeir duty to highlight all the mistakes and enors made by the pupils. They are also 

expected by paRnts, most panel heads and principals to draw every single mistake to 

the auention of the pupil. In addition, teachers are expected to make comments in the 

JDII'Iin and add a general comment at the end of the piece of writing (CDC, 199Oa, 

p.SO). It is 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 1(0). Thus, there 

is limited positive reinforcement for pupils and this approach to teaching writing, with 

its heavy emphasis on euor-me writing and accurate writing of sentences, causes 

some apprehension about writing in the leamer. For most students, writing is difficult 

and uninteresting: for moit teachen, it is exacting, painstaking and dull. 

1.7 Learning to Write in English in Hong Kong 

Havill, set the above background, one mipt tum more expJicidy to writing English, 

its teacbinl aDd 1eamin,. The official Syllabus for the Teaching of Enalish Writing 

in Qainese Primary Schools <<DC. 1981) divides the programme into two stages: 

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

wks. 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 me~ all of which find suppon from the 

behaviourist account of language acquisition proposed by Skinner (1957). Although 

Skinner's theory is addressed to LI learners. it is also drawn upon to support and 

inform approaches to teaching Us. Language learners m 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 

paaems will be intcrnalin:d within the learners' mind so that they can be drawn upon 

automatically whenever the occasion to usc them arises. All errors are identified and 

COI'l'CCted in detail, irrespective of the English competence of the learner. Such 

COllection of Cii'OI'S is not always cost effective, in that the same errors often appear 

apin and again. Equally undesirable, the motivation and the communicative purposes 

of the leamer 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 

c:onceIltrating 011 errors of eXIRssion in the writing. 

It bas been shown tbat such over-detailed en'OI' correction in writing can have 

harmful etTecu on Llleamen (Corder, 1967). The interest and confidence of the 

leamer ill trying to communicate in lanpage are destroyed. with learners reluctant to 

experiment with the language or to try to say what they mean unless they possess the 

ouct laDguaae structures adeqWde for the Wk. The traditional approach to L2 

teachina baled OIl behaviourism often yields unsatisfactory outcomes. For example, 
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many students in Hong Kong schools leaving school after having learnt English at 

primary and secondary level for eleven yean 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 childlen from the wider population range. Since 1981, the 

Educadon 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 Learning to Write within the Communicative Approach to Learning English in 

Hong Kong 

Fuodameutally, 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 arc placed in inrcresting 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 

leaming. It is recognised that the aim of communication is to get "the message 

ICl'OSs", 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 JapOnded to selectively and pupils arc encouraged to write to a real purpose. 

Instead of pupils beinl sY"'C'Ntically exposed to language forms, they learn them 

throop using various forms in communicative activities. Instead of endless drilling 

IDCl practisinl addressed to languap which the pupils might some day need, practice 

is ctiRcted at peJfectinl the language they themselves actually need to use to 

commUDicaIe for the present. 
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However, although the CA has met with success in the teaching of language 

in many places in the world (Brwnfit. 1979, 1986; Krashen, 1982), its implementation 

in Hong Kong has not been smooth. Furthet'll1Ole, even though the CA has not been 

implemented fully and the fact that traditional approaches are still adhered to by many 

ICaChers (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 

universities, 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 

memben of the public at large." (HKED, 1989, para.l.S.l.l) 

The Wodrlng 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 sugested that this may be panly connected with current methodology and panly 

with (a) loss of morale due to popular feelings of uncertainty about the future in Hong 

Kong. and (b) complaints that teachen are not doing their job well. Taking a 

defensive stance, the Group comDlents that: 

"This constant complaint has already begun to affect the morale of the teaching 

force, and bas almost cenainJ.y had a negative effect upon pupils' learning. 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 

leaminl 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 tha~ 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 learning 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 butdensome to carry materials; lesson length is usually too shon to 

practise active forms of learning; and the children are unable for one reason or another 

to transfer what they bave 1camcd in school to their Cantonese oriented environment 

outside school 

fMany 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 

driIlinl 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 

yean aao aDd, in the wriIa"'. experience, are guuded as precious property by the 

ICbool. If one examines these exercises closely, one usually finds that they are based 

OIl suuctUral aad paaem drillinl approaches.) Some exercises are printed and publicly 

available aDd many parents use tbem in private tutorial lessons for their children. 

EnaJisb teachers still mark pupils' writing meticulously, with the focus on 

IICCUI'K)' radIer than communication and creativity. Teachers spend hours marking 

and colm_tiDI OIl the usipmcnts. 00 being handed their marked assignments, 

many pupils simply copy the COI.TOded assipuneot again without really understanding 
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the nature or origin of their erron. 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, teachen 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 me writing recommended include simple 

nanatives~ diary entries and letters to friends, but usually these are only encouraged 
", , 

in proficient classes. Instead of primary pupils enjoying writing as a form of 
" 

expression and outlet for emotion and thought, Hong Kong primary pupils see it as 

an exacting and tedious chore. 

In June, 1992, the Curriculum Development Council and the Education 

Depattment presented the proposed learning targets and exemplar target-relaced tasks 

of Tupt and Target-related Assessment to schools and teachers. Much effon 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 pncrallO the least general target The subject target is 

to develop an ever-improving capability to use English to communicate, learn, think 

aDd mow, 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 

implemenu:d in schools. However, the writer fears that the rationale of TIRA is so 

complica1ed that many English language teachers may not be able to understand and 

put it into pnctice. especially in teaching writing_ 
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From me 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 

teacbcn 10 understand the issues which underlie language acquisition and appropriate 

methodologies to suppon it; the relationship between thought and language and the 

implications for the teaching of writina;) and the developmental path pursued by 

children as they progress from naivety to maturity in their ability to write fluently, 

with meaning and style. 
\ 

• 4 ~ • ,. ' 

1.9 Tbcorctical Analyses of the Composing Process 

Many psychologists propose that writing is largely a cognitive activity, all composing 

processes taking place in the head (PcxCla, 1984). In the words of the psychologist 

Vygocsky (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 

UDCIDbodied in words remains a shadow." (p.1S3) 

Inspired by writers such as Vygotsky, many researchers, including the writer, 

have investigated 1he developmental path of children's writing, the cognitive 

proa:ssing involved in writing as opposed to speaking, and the implications of all this 

for .:aching. One striking feau.ue is that many rescan:hers, especially in western 

countries, seem to have shifted focus away from looking at what children write to how 

they CODlpDSe when writing, from the "what" to the "how" (Barritt and Kron. 1978; 

Pelda, 1984). Tcacben who have followed the proJI'CSs of such researchers have 

been atbacted by the anention given to such issues as defining the objcctives of 

wri1in.. UDdentanding 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 fleely and often as they wish. 
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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 of 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 develop 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. Czemiewsha, Director of the 

Central Project Team, reponed 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 wrinen 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 concerned with writing in English as an 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 ~a 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 

BEG 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 

genninate 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 
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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 research 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 Ll 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, 199Oa) 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 relevant 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 Transfonning 

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.2S7) 

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 rune, 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. Investigation 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, w~ 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 fmal 

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 Lt, 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. 

l.1S Defmition of Terms 

For the purposes of this research, the following defmitions 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 Modem Standard Written Chinese.) 

Modem Standard Written Chinese: refers to the modem written form of Chinese of 

the Han people (Cheung 1982). 

Putonghua: defmed as "the Common Speech or Language of the Han People" (Hsu, 

1979, p.120). 

Second language (L2): 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 offlCial, 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 fmdings 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 e1tample precision, vision, revision (MUlTay, 

1978), rehearsing, drafting, revising (Graves, 1981a) 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 wOlds, 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 fmal 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. 

TASlC ENVIRONMENT 
~----------~ ~----------~ 

THB UBTQIlICAL 
PROBLBM 

Topic 
Aud1ence 
Exigency 

WRITING PROCEsSES ...--------. 
TMHSLATING 

M I QIl(WfIZD1G I 

11·.=..\ 

Figure 2.1 Structure of a model of the composing process. 

(From Hays and Flowers, 1980, p.ll) 
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SO PAR 

I !VALUATING I 
REVISING 

In the model proposed by Rose (1984), an attempt is made to identify the 

cognitive clements 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.IO). 

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 infonnation 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 mental 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). 

35 



writer 

~~~~+-+-+-4-~~-r-r-r++~~~--~~~+-+44-~~~-+-+-4-4~ I=:: ....... . "~~ ..... u~;:~ ............ ~~' ················:: ... 1 

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, defmitions, 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 uip". 

Bereiter and Scardamalia propose two models of the composing process, the 

'knowledge teUing' 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 refme 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 Beteitcr and Scaniamalia, 1987, p.8) 
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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 infmite 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 ale (1963), researchers set out to fmd 

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 fmd 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; 

Pianka (1979) investigated the composing acts of different types of college freshmen 

writers to analyze various dimensions of composing; Kennedy (1985) identifted 

college students' purposeful behaviours when writing from specified sources, and 

showed that better readers engaged in IDOI'C planning than less able readers; Bank 

(1985) studied high school students and found that progress in writing by such 
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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 mctacognitive 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 5th 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 workOO-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 cOl'l'espond 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 writing, 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 

fItSt 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-fonning 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 Scatdamalia'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 fulfll a very important 

bridging function between the older literature on writing in educational 

psychology and the new cognitive approach!' (p.lO) 

Bereiter and ScarciamaJia 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 1 st 

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 (l990a) 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 COtDposing 

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. 

45 



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 

requirements. Thus, items are rettieved 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 ScardamaJia (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~ted search. As Beteiter and Scardamalia (1987) 

state, itA 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.6S) 
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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 fmd topics Jlbout 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 Ll for generating content for three writing tasks they were given. Cumming 

observed that, whereas inexpert writers consistently used the Ll only to generate 

ideas, more expert writers used the Ll 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 mettopolitan, 

nation~ world, historical and cawttophic events. 

Children appear to employ similar strategies for assembling information for 

writing. Berciter 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 beJinning 

writing, children predominantly write simply what comes to mind, but as they advance 

they beam to write simple storie. and .tnactured material more frequently (Sowen, 

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 composinl. They do not put down all the content available and need to be 

selective, but often find it diftlcult to exclude content they have recalled. Lookinl at 

the ways topics are selected by chiJdJen for writinl, and Schumacher (1989) found 

that children chose topics they knew mote about and found it han:t to Iesist reponinl 

vivid experiences. 

A number of writers suuest that it is imponant to train children to be selective 

when Mitinl. 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 connol group ~ after the children 

bad finished the tas~ 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 aroups made p-eater gains 

than the connol group. Coleman (1982) used the Sager scales to help 2nd and 3rd 

Grade students and found that the experimental &roups had better results than the 

connol poups. Anderson et ale (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. 

Intercstinl as these findinlS mipt be, teKben of writinl m very awm that 

the ways children write will usually reflect the way they have been taucht to write in 

school. Children encourapd to write creatively and whose efforts are reapondcd to 

with e1lCOU1'aIemcnt will tend to generate imaginative aDd ambitious scripts (aell. 

1964). Reflectina a different educational style, Hon. ICon. students have a different 

cultural and education backpound from the subjects in the above studies. Their 

IOUICeI of knowledge and criteria for selection of ideas may be quite different. and 

they seem ever conscious of the way. in which tbeir teacben will respond to what is 

written down. Teachen of Olinese, who know that a misplaced suoke in a character 

can alter the en~ aanin. of a word, usually focus OIl 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 OIl familiar topics, or topics about 

wbidl they know a lot of vocabulary. Such an emphasis tends to transfer to writing 

BnaJisb 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 ~ton (Kosslyn, 1981; Matlin, 1989). Imagery has 

received close attention in Western thought, and recent years have brought exciting 

experimental research into the formation and usefulness of mental images in thinking 

(Matlin, 1989). However as Stevick writes, "recent work on mental imagery hu 

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 Cuapo, 

1973; Atkinson, 1975; Huang and Liu, 1978). Paivio (1968) emphasizes that high 

image-evoldng words, such as orchestra and lemonade, are recalled better than low 

imagc-evoldng Words, such as paradox and concept Hargis and Gickling (1978) 

showed that kindergarten children find low image-evoldng words more difficult to 

recall than high image-evoldng words. Huang and Liu (1978) found the imagery 

value and meaningfulness of tbinese lexical units to be highly correlated. and that 

lexical units of higher imapry value arc more meaningful to readers. They also 

demonstrated that both high imapry value lexical units and hip meaningfulness 

lexical units can be recalJed better. Fan et aI. (1985) found the acquisition of a 

Cbineae lexicon by Form 1 to 3 students wu significandy affected by the frequency, 

imagery value and clus of the lexical items. 

Stevick (1986) presents a seminal study on the role of images in language 

teaching, arping that memory and the aVailability of words in the lexicon depend 

lignificandyon mental imagery. Stevick shows bow baic concepts in mental imagery 

apply to Ianauap reaching, panicululy 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 

S 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 ~cording 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 imqery effectively enhances creative writing, whilst 

Long and Hibbert (198S) studied the relationsbip between imagery and creative writing 

and examined gifted elementary 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. 

lampole et al. (1991) examined the effects of mental imagery insuuction on 37 pled 

4th and 5th Orade students' creative writing and the effects of imaacry vividness. It 

was fOUDd that instlUCted subjects significantly outperformed conuol subjects in termS 

of oripwity and use of sensory descriptions, but not on writing length. lampole et 

al. propose that instruction and practice in usina imagery sipificandy enhances 

aspects of gifted students' creative writing, corroborating the conclusions reached 

above by Engle and Lon, and Hibben that insauction and practice in using imaaery 

have beneticial effects on the composing of gifted cbUdren. 

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 enpgement with his or her evolving text, and that 

imagery may bridp 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 subjccts 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 COI1Cx, suggesting that the signal then: had then been 

ttansformed into pictorial format 

In the above studies, the resem:h 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 wu interested in the present study in 

looking at whether Hong Kong students spontaneously use imagery when writing, both 

in MSWC aDd in English. Are past experiences encoded in memory staled with 

predominantly L 1 associations? And how useful are such encodings when generating 

ideas when composing in English, the L21 

2.4 Transformation 

"Shaping at the point of utterance" is the phrase Britton (1980) usc. to describe the 

moment-by-momtnt invention process that occurs u people speak. This seems also 

to apply to writing. In most writers' outpu~ it is the potential to transfonn 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 ttansformation, ttansformation of ideas, organization and writing 

strategies are also found in their writing. 

2.4.1 The Infiuence 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" 

(lIKED, 1989). Whiteman (1981) also said, 

"If a student's natural dialect is not standard English, there will be some 

features of hisJher oral language which are not going to be acceptable in 

school writing!' (p.1S4-1SS) 

Whiteman studied spoken and written data from Southern Maryland and concluded 

that: 

ttDialect influence apparently is responsible for some occumnce of 

nonstandard features in writing, but that it is not solely responsible" (p.1S8). 

He labelled this phenomenon "dialect influence", which "would refer to the use of 

nonsWldud features in writing which are traceable to the oral language competence 

of the writer:' (p.1SS) 

Cronneu (198S) found that a lipiftcant propextion of the writing errors made 

by 3rd and 6th Orade Mexican-American children could be attributed to lanauaae 

influences from Spanish. inter1anauqe and/or Chicano BnJlish. 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 predk:table 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 ~ 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 

Cantonese and Putonghua, setting out the differences between Cantonese and 

Putonpua in the use of meuure words, pronouns, nouns of locality, auxiliary words, 

homonyms and near-synonyms. 

To help Cantonese-speaking poupi of people learn Putonghua, Yiu et al. 

(1988) prepared a dictionary of the Cantonese dialect, in the preface of which it is 

cWmed that, through cODuutinl the differences in lexical level between Cantonese 

and Putonghua, people in the Cantonese diaJccta1 ~pon. can be helped to attain 

mutery of the c:om:ct usage of Putoftlhua. The information provided. including a 

detailed analysis of the cbaracteristics of the CantonelC phonology and lexicon, is 

useful both for students and researchen. It is a pity that some of words CUI1'Cndy used 

in Hanl Kong _ 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 ~spective Putonghua 
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countetparts. Zeng looks at the divergence of the vocabulary and grammar of 

colloquial Cantonese and Putongh~ and concludes that Cantonese is strongly 

influenced by the culture and customs of South China. As a language, Cantonese is 

quite distinguishable from Putongh~ 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 m specialist publications intended to help Cantonese speakers learn 

Putonghua (Zhaol, 1987). Wang (1983) clearly explains the differences between 

Cantonese and Putonghua at phonetic, lexical and syntactic levels, usinl applied 

Imowiedp of conttastive analysis of Cantonese and Putonghua to prornoce the leaminl 

of Putonahua by CantoDCIe people. Zhang (1987) gives examples of mistakes 

commonly made by Honl Konl people speaking Putonghua and lets out many 

conuutive vocabulary pain and syntaaic structures (Cantonese venus PutonJhua). 

The influence of Cantonese on certain directional-verb constructions and aspect 

markers are clearly explained by Cai (1979). 

Conttastive analysis of Cantonese and PutonJhua bas been very fruitful. and 

the differences and similarities between Cantonese and PutonJhua are well illusttated 

by the above authan. However, most of hie studies are examined from the 

linpistic point of view and concluliona 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 ltapa of mutaina Cantonese is as yet uncertain. At the 

same time, the above ~SC8IChen were predominandy influenced by the conttastive 

analysis UlumpciOftS that Ianguaae is a set of habits which, once acquirc:d, is difficult 

to repllce, and that the main barrier to L2 acquisition is interference from the 

eltablilbed Ll IYstem. 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 difficulties a learner may encounter (Lado, 

1957). 

The strong form of the central contrastive analysis hypothesis still prevails in 

the academic field in Otina, where dialects of Chinese abound. The view of scholars 

from Olina 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 CUnese. This suggestion is generally accepted in the educational field in 

HoDI IConI. However, the very basis of the theory hu been challenged by Chomsky 

(1965) and by Whitman and Jacbon (1972) who found no strong suppon in their 

studies for the predictions of contrastive analysis. The nativist view of language 

rejectl the Skinnerian view (19") that language is simply "verbal behaviour". a set 

of 1eamed habits. Instead, it is a complex mental process inextricably linked with 

other mental processes. influencinl them and, in tum, beina influenced by them. At 

the same time, the learner is DOt an "empty vessel" waiting to filled by life'. 

experiences, but a purposeful learner whose interaction with aDd deliberate 

manipulations of language will determine its acquisition (Krashen, 1981). 

Nevertheless, many teachers in Bonl IConI note that characteristic features of 

the Cantonese dialect occur quite frequendy in the writina of Mona Kong students. 

A number of researchen have applied error analysis methods to examine the errors 

made by Cantonese students when writinl MSWC. Siu and Ho (1981) found that a 

significant proportion of the writinl errors made by Form 2 and Form 4 students can 

be attributed to dialect influence from Cantonese, especially at the vocabulary level. 

Lui (1984) found that Cantonese lexis accounted for 'O.~ 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 14S secondary students in Hong Kong, noting 

where Cantonese features deviated from the Putonghua norm and identifying where 

ttansfer 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

s}nkinl teacher trainees in Hong Konl and native Putonahua-speakinl teacher 

trainees in China. Significant differences were found between the two poups in their 

writing performance in the meas of lexis. 

However, although these fmdings are extremely interesting, they say little 

about younger Chinese writers in their formative stages of learning writinl. At the 

same time, they mainly focus on the scripts produced. not the composing process itself 

or on bow Cantonese influences MSWC production durinl composing. Generally 

speekinl, there is little empirical research into the problem of lanauage transfer from 

Cantonese to MSWC and how this influences the quality of learning in subjects such 

as Oeoll'lPhy and Biology, the ~hension 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 aDd MSWC is an under-researched area 

which is CJUCial for the improvement of lanauage leaminl and teacbinl in Honl 

Kong. 

2.4.2 The Intluence of Chinese on Wriuen Bnaliah 

The interdependence of Ll and L2 prof1Ciency is a well researched area. Cununins 

(1981) strongly believes that there is a close relationship between L 1 and L2 

proficiency, and suggests that there is an underlyinl copitive/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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research 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 Ll (Chinese) and 1..2 (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 

traeed to their problems in the Ll. It was found that good L2 student writers were 

generally also good LI writers, and highly rated essays in the Ll and the 1..2 shared 

similar text characteristics. Student writers who could not write coherendy 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 opponunity 

to do so. 

The transfer of literacy skill may have a bad effect on students. For example, 

Mohan and 1.0 (198~) compared the composition pradices of students in Hon, 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 appropiiate diJc:oune orpnization. 

Mohan and 1.0 sugaest that deftciency in writin& may be developmental, in that 

students who have not yet developed JOOd strateJics for writing in their L1 are 

unlikely to be able to acquire them in their L2. Lay (1982) would disagree with 

Mohan and 1.0. Lay studied four Otinese subjects who composed in English and 

found that they tended to switch to their L1 when writin& about topics studied or 

acquired in their L1 or related to their Ll 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 Ll, 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 

writcrl benefitted most when they matched the language to the topic. Chinese with 

Chinese. Bnglish 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 Bnglish experience. At the same time. his findings also suggest that 

Hong Kong students will be able to produce texts with better content when they arc 

able 10 plan in the language related to the acquisition of topic-area knowledae. 

Nevertheless. he does not deny that writers will transfer writing abilities and sttategies, 

whether good or deficient, from their Ll to their Ll. 

2.4.3 Language Errors due to Ll Interference 

A number of studiet suggest that. in leaminl English u an Ll, some languap errors 

are due to Ll interference. In a study of the language errors produced by Hon, ICon, 
students of Enalish. Webster et al. (1987) mnark: 

"EnaJith is an Indo-Bmopean lanauaae. while Cantonese belonp to the Sino

Tibetan poup. The structure and pattemI of the lanpage and its culture arc 

CODJequendy further away from Enalish than thole of. for example. Frenc:h or 

Oerman. AI a result many flnt-languqe-induced errors are more marked in 

the cue of CantonelC than in the cue of a European first language:' (p.63) 

In leaminl English, Chinese children have to learn both a new system of 

thought and a new language. Thinking at a conceptual level in Chinese. Olinese 

leamen fint absorb material in their Ll then tranl1ate 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, the cultural context 

of the Chinese language is a major source of language learning problems. 

Researchers analysing English text written by Hong Kong students have looked 

at interference from the Ll. 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 cenain 

areas in which interference from Cantonese is more marked, for example the verb 

system and problems involving classifien and discourse markers. Bunton (1991) 

examined similarities and differences between a sample of errors in the English 

writinl of Honl Kong students and a sample of writinl errors of non-native learners 

of EnJlish from a variety of cultural and linguistic backarounds internationally. He 

concluded that Hong Kong students make their own distinctive errors, which are 

substantially different from those made by international learnen of English. TIleR is 

thus a cue to be made that transfer effects from Cantonese account for many of these 

differences, although inttalinJUll and developmental factors and so on are also 

undoubtedly present Bunton found clear evidence of nelative transfer effects in a 

lood number of the errors that Honl Kona students make in common with 

international learners of En&lish. 

Chan (1991) examined errors made by Form 6 students in Hona lCona in their 

written Enalish, particularly with reference to structures involvinl ttansitive verbs and 

pusive constructions. She found that interference from the Ll accounted for most of 

the erron committed by students. Sung (1991) investigated the role of language 

typOlogy and its relationship to language transfer in Hong Kong Cantonese-speaking 

leamen of EnaJish and found that Ll topic-prominence served to produce topic

comment struetures 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 rmdings 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. 

2.4.4 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 learning 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 leamer 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 LI, 
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a number of ploys may be chosen. Faerch and Kasper (1983) defme 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 learners 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: Ll-based, L2-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 imponant 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 detennine 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 

frcquendy 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 aI. (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 pre~nt investigation. 

2.6 Revising 

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

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 dUriIlg 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 

business 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 aI., 1987). 

Writers often write more than one draft. They also often make more revisions 

while writing the fU'St draft than subsequent drafts (Faigley and Witte, 1981). First 

draft revisions are often premature editing. with concem about surface features causing 

writers to intenupt 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 (1988) 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 COO 

(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 aI. (1987) provide confmnation of these observations 

in a protocol study of college freshmen and of experienced writers. On the whole, 

young children and even many unsldlled college students confme 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 5th 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 texts 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 Iay-out of the product. Scardamalia and 

Bereiter (1983b) in their COO (Compare, Diagnose, Operate) model suggest that, 

during writing, two kinds of representations are built up and stored in long-term 

memory: the intended and the executed representation. The COO 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 defmition, 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 12 than of Ll composing processes. Although it 

may be argued that Hong Kong is not the most valid representation of an L2 society 

(lIKED, 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 

strategies 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 8l'e no substantial studies, apart from those mentioned earlier 

in this review, of 12 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 enors. 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 Ll writers, and that the 

composing processes of "unskilled" L2 writers are similar to those of "unskilled" Ll 

writers. Zamel therefore argued that the differences between LI and L2 writers when 

composing probably relate more to composing proficiency rather than to the influence 

of their mother tongue. Edclsky (1982) compared the Ll and L2 writing of bilingual 

children and supponed 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 

Ll 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 Ll 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) reponed that there are differences in Ll and L2 writing processes especially 

associated with vocabulary; Raimes (1987) concluded that L2 writers were different 

from Ll 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 composing. 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. 
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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 La argue that this emphasis 
i 

is partly encouraged by the Hong Kong Certificate of Education Examination j 
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(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.7S).) 

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 improvement 

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 

sttuctuIes. 

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 rewaniing and that all the subjects 

considered the approach helped them write and rewrite better. K.eh (1989) reports a 

30 hour writing course using the process approach with Fonn S 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 mosdy 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 concem 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 

Ll 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 Ll composing processes, the composing characteristics of successful 

and unsuccessful writers, specific types ofLl 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 the 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 element 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 MSWC. 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 

executed representations of writers. 

The whole area of pausing during composing is interesting but is hard to 

research objectively t 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 \UU'esearched 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 Ll and 

L2 composing. The weight of evidence suggests that Ll and L2 abilities are 

interdependent, rather than systems working in separate domains. However, the two 

systems within anyone 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 fust 

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 modem teaching 

approaches, such as the process approach to teaching writing, are to be inttoduccd 

successfully into Hong Kong. As Zamel (1983) advocates, teachers will only fmd 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 Inttoduction 

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 Bercitcr and ScadamaUa (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 
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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 detennine 

the nature of their operation. 

3.2.1 Cognitive Factors 

Whilst immediate decisions taking place during the composing process are made 

consciously in short-tenn 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: 

fll'St 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 fonn of an exact replica of a particular experience; based upon a 

verbally encoded rule ('ttake the second fraction, turn it upside-down and multiplylt); 

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 Ll 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 arc 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 fonn, 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, fonn 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 they 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 refme and 

improve the written text, and consist of fmal revising, fmal rescanning, fmal editing 

and stopping (Emig, 1971; Flower & Hayes, 1981a; Bereiter & Scardamalia, 1987). 

Of course, during the course of writing, writers will often tty 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 
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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 information 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 fann 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 significandy 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 (HMSQ, 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 judgement 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 Scardamatia, 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 motiva~ 

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 

either 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 fll'St sentence 

(Rose, 1981; Tse, 1984). 

When writers are writing, especially novice writers or writers writing in a 

hurry, they may not write down flI'St 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 transfonning (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. MUlT8Y (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 fmal 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 

fmal 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 leamer'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 fU'St, but a role that 

could be severely constraining on children's generative capabilities." (p.l07) 
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Besides the above factors, there are also perfonnance components (Sternberg. 

1980) and production factors (Bereiter and Scardamalia, 1987). These are processes 

employed whilst carrying out decisions amved at through the interplay of goals, plans, 

strategies and so forth. Perfonnance components refer to the writer's intelligence, 

creativity and mental alertness. Production factors include such subprocesses as 

searching memory, recognizing relevant infonnation, 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, 

whete appropriate, why it was decided simultaneously to include a number of different 

techniques within the pte sent 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 flISt 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. Elb<?w (1973) and Moffett (1968) have contributed significandy 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. 

4.2 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 effon 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 maldng 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) 

4.2.4 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 performing 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: 

/lIn a verbal, or 'thinking aloud' protocol, subjects are asked to say aloud 

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

how trivial it may seem.... Subj~ts 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) affmn: 

"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) affmns 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 
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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 
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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. 

4.2.5 Stimulated Recall Interviews 

The stimulated recall procedure was established in studies of teaching and learning, 

medical education, psychotherapy and therapeutic counsellor education. Shonly 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 l'ecording of an event is replayed to assist the subjcct to recall coven mental activity 

which accompanied the oven 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 aI., 1984). However, 
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Calderhead (1987) and Annour-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 infonnation 

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 that 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, revisions, 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) warn that this approach calls for writers 

to reconsttuct elements of the writing process from memory some time after the 

completion of the writing, and that such reconsttuction 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. 

4.2.7 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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IUld 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 infonnation. 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 fllSt is data overload, for these may be so extensive as 

to inhibit adequate analysis. A second problem is fllSt 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 wOlds, what is noticed, or 

what counts as a fact depends in part on what is to be verified" (p.2S). 

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 (197S); 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 fU'St 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 proflle 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 rappon 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 infonnation 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. 
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Table 4.1: Table showing the background information of the research subjects 

Subjects Class Sex Age Types of Occupations of Parents 
School 

PSAl pS F 11 aided Fa:factory inspector 
Mo:nurse 

PSAl pS M 10 aided Fa:clerk 
Mo:clerk 

PSA3 pS F 11 govenunc:nt Fa:factory worker 
Mo:factory worker 

PSB4 p5 M 10 private Fa:manager 
Mo:receptionist 

PSBS pS M 11 aided Fa:radio programmer 
Mo:housewife 

PSB6 pS F 10 aided Fa:executive 
Mo:saleswoman 

P4Al p4 F 9 aided Fa:lecturer 
Mo:houaewife 

P4Al p4 M 10 private Fa:lICCOunt clerk _. 
Mo:teacher 

P4A3 p4 M 10 aided Fa:technician 
Mo:teacher 

P4B4 p4 M 10 private Fa:clerk 
Mo:houaewife 

P4BS p4 M 10 aided Fa:technician 
Mo:teacher 

P4B6 p4 F 9 aided Fa:factory worker 
Mo:factory worker 

P3Al p3 F 9 aided Fa:executive 
Mo:social worker 

P3A2 p3 M 9 aided Fa:saleaman 
Mo:clerk 

P3A3 p3 F 9 private Fa:policeman 
Mo:housewife 

P3B4 p3 F 8 aided Fa:teacher 
Mo:clerk 

P3BS p3 F 8 aided Fa:trader 
Mo:lecturer 

P3B6 p3 F 8 aided Fa:manual worker 
Mo:office usistant 

Note: PS: 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 concerning 

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 fmal 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 
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The subjects were asked to write on two occasions: one in English and the other in 

Chinese. In the f11'St 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 vidco-camcra which did not appear to add any observable stress to them. In fact, they 

enjoyed watching the play-back to see th~ir 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 flfSt written 

messages (Rentel and King, 1983). At school, most children soon learn the underlying 

sttucture 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 tenns 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(PS) 3(P3), 3(P4), 3(PS) 

Types of writing: Story writing Expository writing 

Session: One Two One Two 

Language: English Chinese Chinese English 

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. 

4.7.1 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. 

4.7.2 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 fll'st 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 fmished 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 fonn. 

Mter 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 shan 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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Mter the fll'St 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 fll'St-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 fll'St session, but this time the subjects were asked to write in a language 

different from the language used in the fll'St 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 

Mter 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, infonnal 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.l07). This strategy underlies 

the analytic modes of pattern building and explanation building (Yin, 1989, p.l0S). 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 fonns 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 perfonnance 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 recmdings 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 

snmmary 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 defmed, 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 fmt 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 Global Estimates 

(a) Generating time: the length of time spent from the moment the assignment was 

received until the first word was uttered. 

(b) Composing-aloud time: the length of time for the composing-aloud procedure until 

the first word was written. 

(c) Writing on paper time: the length of time from the writing of the fU'St word until 

the last word was written. 

(d) Final revising time: the length of time spent revising the fmal script, including any 

rereading. 

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

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

4.6). 

(g) Rate of composing (minutelper subject): the mean time spent per subject on 

writing (see Appendix 4.7). 

4.9.2 Data Recorded in Connection with Generating Ideas 

(a) Characteristics of thought imagery, and incidence of retrievals of imagery in 

writing before and during writing were noted. 

(b) Types of imagery in writing were described 

(c) Functions of the imagery in writing were analyzed. 

(d) 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 Transfonnations 

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. II 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 

nouri 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. 

4.9.3.1 Transformation of Sentences 
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(a) 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. 

(b) Rank orders were drawn up for the types of sentence patterns in the Cantonese 

utterances and MSWC scripts. 

(c) 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. 

(b) Putative and reported difficulties encountered by the subjects in terms of lexicon 

adjustme!lts were noted. 

4.9.3.3 Transformation of Particles 

(a) The various types of particles were noted 

(b) A list of transformations of Cantonese utterance particles was drawn up, together 

with the incidence of changing or avoidance of Cantonese utterance particles in 

MSWC. 

4.9.3.4 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) A comparison of the number of idea units in the composing aloud and in the 

written text. 

(b) 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. 

(c) The number of group idea units fragmented and completed in the written texts 

wete noted. 

(d) Transformation of organization of ideas. 

4.9.3.S Transformational Approaches 

(a) The number of idea units found in the transcribed scripts but avoided in writing, 

possibly due to linguistic incompetence, was noted. 

(b) The number of idea units found in the composing-aloud scripts but teplaced by 

other idea units, possibly due to linguistic incompetence, was noted. 

(c) The number of idea units or words showing over-generalizations in writing was 

noted. 

(d) The number of topics changed in the writing was noted. 

(e) 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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4.9.4 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. 

(c) Pauses whilst rescanning. 

(d) Pauses to express personal feelings. 

4.9.5 Revising 

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

follows: 

(a) Types of revisions. 

(b) The overall incidence of revising. 

(c) Mistakes detected but not corrected. 

(d) Causes of mistakes. 

(e) Sttategies 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 SPSSIPC+ 

(Version 3.0) package at Hong Kong University. 

4.10.1 Descriptive Measures of Dispersal 

The statistical analyses involved flfSt 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 anyone 

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 tenns 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 acnially 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. It (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) dermes 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 

defmitions 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). 

S.1.2 Thought Imagery 

In the writing sessions in the present study, subjects were asked to write either about 

their family or their school. Mter 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 3A3B 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 fltst 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 ale (1977) report that self

consttucted 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: 

"Spontaneous 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 penon 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 3B5C 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!" ,.~:I. the family was walking on the path 
IamXXX. by the side of a reservoir. 

IX ~ =,-lJ3.1 on the way to school, talking with 
I go to schoo school mates 

~~~~ ~~t. "tj' supplementary exercises 
I do my work 

1~!, - r-t fai herself skipping at home 
I rest for a while 

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 S.2: 

Subjects 

SAl 

SA2 

SA3 

SB4 

SBS 

SB6 

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

Eng. before Eng. during Chin. before Chin. during 
writing writing writing writing 

3 1 2 2 

4 1 3 3 

13 1 1 1 

4 2 3 3 

3 1 2 S 

2 1 3 3 
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Table 5.3: Incidence of retrieved images appearing before and during writing 
(reponed by P4 subjects) 

Subjects Eng. before Eng. during Chin. before Chin. during 
writing writing writing writing 

4A1 2 1 4 6 

4A2 1 0 2 2 

4A3 5 3 1 2 

4B4 6 2 3 3 

4B5 4 1 3 3 

4B6 1 0 5 6 

Table 5.4: Incidence of retrieved images appearing before and during writing 
(reponed by P3 subjects) 

Subjects Eng. before Eng. during Chin. before Chin. during 
writing writing writing writing 

3A1 5 2 4 4 

3A2 3 0 3 5 

3A3 4 2 4 6 

3B4 9 -1 6 4 

3Bs 4 2 3 3 

3B6 3 1 4 5 

Table 5.5: Summary of the incidence of retrieved images during writing by all 
18 subjects 

P3E P3C P4E P4C PsE PsC P3E- P3C-
SE 5C 

Mean 1.33 4.5 1.17 3.67 1.17 2.83 1.22 3.77 

s.d. 0.82 1.1 1.17 1.86 0.41 1.33 0.81 1.53 

No. 6 6 6 6 6 6 18 18 
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From Tables S.2 to S.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 S.S 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.(01). 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 S (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 5A3C reported 

that she could see pictures from a book in her mind, still pictures, black and white in 

colour. Subject 4AIE 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 sec 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 K weilin." 

A report by Subject 3AIC 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 reponed that they could see themselves featuring in the imagery. 

Subjcct 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 sec himself standing in front of the sick

room. Subject 3BSE reponed that when thinking aloud she could see herself in the 

classroom. She could also sec the library, hall, principal t 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 t 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 snmmary. 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 infonnation 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 sA2C 

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 story in the text. Whereas Ll control group subjects attached 

no great importance to the illustrations, many L2 pupils turned fU'St 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 5B5C said that before he wrote he had seen hims.elf 

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 reponed that they could see actual words in their mind. Subject 

SAlC said that when she was thinking of the strokes in the Chinese character "flp " 

(ilTlDll"Aiately), the word appeared in her mind. Another subject 5A3E 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 ttied 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 sldlls, 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 Sheehan (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 reconstruction of at least some of the material required. 

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

incidental leaming 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 fmd 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 easily be stored in mental imagery form. On the other hand, Stevick also claims 

that imagery can help people recall the forms of words. 

Subject 3A3E reported that when she was thinking of a won! 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 

leaming 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 fll'St 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. 

S.2 Sources of Knowledge and Criteria for Selection 

S.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 

Bnglish had considerable difficulty in writing creatively. Thus. in the substantive 

study, subjects were allowed to create theu- 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 consttaints 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 infOlmation 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 pl~y 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 to express. She said the first part was a simple story so, if 

she could not spell a word, she could easily 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 ScardamaJia 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 ScardamaHa 

(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 S.6: 

No. of 
stories 

retrieved 

No. of 
stories 

used 

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

School School Leisure TV Told by Created 
course readez reading recorded adults 
book - stories 

E C E C E C E C E C E C 

3 2 4 3 11 11 5 3 1 2 2 3 

2 0 1 1 3 4* 1 3 1 1 1 3* 

• The stories written by the subjects were panly 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 readen 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 Lion an Ll topic, a rmding 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 modem 

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) 

Functional TeacheIs Extra- Address Facilit- Environ- Recess 
room curricular ies ment 

activities 

No. 7 7 6 4 4 4 3 
reaicved 
in 
protocols 

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

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

Father Moth« Brother Leisure No. of Address An 
sisfa' activities family episode 

members 

No. 8 8 8 6 3 3 3 
relricved 
in proto-
cols 

No. used 7 6 6 3 3 3 3 
in text 

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 Scarrlamalia, 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. 

147 



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 ScardamaHa (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 4AIC reported that, when she was given the topic 

to write, she fU'St thought about the story ''The Ugly Duckling", but did not think this 

very interesting so did not write about it. She then turned 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 p8Ients 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. 

S.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 S.9 summarises the criteria reponed 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 5A3E's selection criteria 

Stories Retrieved Considerations 

1.Cinderella needed many vocabulary items to tell the story 

2.Ah Lai Egg a story in a reader, too difficult to write 

3.King and Mice a story in the text book, too difficult 

4.Cat and Mice a story in the reader, needed much vocabulary 

S.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 5A3E 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 exen:ise 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 S.lO summarises the considerations made by Subject 5A2E, 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 S.lO: 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 
vocabulary to write. 

As can be seen in Table S.lO, a key consideration expressed by this subject was his 

knowledge of relevant vocabulary. However, his wOITies 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 fU'St 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 Ll. 

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" mosL 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 SolI presents a summary of the criteria for selection of ideas by the 9 

subjects writing stories and Table S.12 summarises the reasons for rejecting stories 

considered. 
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Table S.l1: Summary of criteria for selection (9 subjects) 

Studied Can write Interested 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 S.12: Reasons for avoidance (9 subjects) 

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 L 1 and in the U. 

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. Furthennore, 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 fmding content, not the language to express themselves. Bereiter and 

ScardamaJia 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 Ll 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 reporting vivid experiences. 

These claims would find support from the present study, for the content of the writing 

produced by the children reflected famUiarity 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 Ll. 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 "~I (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 arc of a 

diffetent 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. 

5.3 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. 

Refening 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 

fnt 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 

ScardamaUa, 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 Ll 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 pIesent 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 concern. 
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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 fmd themselves in touch with a highly influential and motivational 

source ofinfonnation about themselves (Leuner, 1977; Sheikh andPanagiotou, 1975). 

Training programmes have been organized by researchers to help students 

retrieve mental imagery. Walsh et ale (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 

dming 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 Rona 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 

Stl'UCtUl'Cs. 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. U sing 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 writing 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 leaming. This 

is not to say these things are unimportant, for students need one way or another to 

leam these mechanics. Nevertheless, as suggested in Chapter One when talking about 

the Plowden Report (HMSO, 1967), children should fll'St 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 refmed 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 (Bmig, 1971; Tse, 1984). On any 

occasion when one's original intentions 'in the bead' have to be altered to 

accommodate the demands of writing, one can say that a transfonnation 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 

gcnetally at transfonnations in the composing process. Transfonnation 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 Ll before 

looking at how they tackled composing in their L2. The transformations needed for 

writing Chinese, a task facing all the subjects prior to learning 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 subjccts, the ways in which 

spoken CAN has to be transfonned 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 

IImA~.!1J~fifllt~~JIl 

The NOM· people mostly all are depend on hunting for living. (Cantonese 

utterance-CAN) 

Village NOM people depend hunting for living. (MSWC) 

(People living in the village hunt for their living - English translation). 

Example 2 

• 

~~~!!.'\J&ltill 

Fox suddenly run out P. (CAN) 

~~ m u ~ ~ l@ !±i * 
That fox suddenly run out come. (MSWC) 

(The fox suddenly appeared.) 

Abbreviations 
adv. 
ba 
bei 
cl 
GEN 
modal 
NOM 
PFV 
3sg 
p 

· . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. adverbs 
· . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ba sentence 
• • • • • . • • • • . • • • . • • . . . . . . . . . . • • . . . .. 'bei sentence 
· . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. classifier .. 
· . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. gemu ve noun 
· •..••••••••••••..•...•..•...•.•... mOOal verb 
· . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . nominatives 
· . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. })erfecti ve verb 
· . . • . . . . • . . . . . . . . . . . . . . . . . .. third singular person 
· . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . particles 
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Example 3 

ott !f!. l' 9c i'itt ""f ~ r~ 1C ar'1 
So early why not do some morning exercise before P. (CAN) 

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 

~ iI~j!f T ~ 

Make wake P lion P. (CAN) 

~.T~§l7 
(ba) lion make wake P. (MSWC) 

(It 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 

situation. 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 

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

on the number of adverbials that can occur in anyone clause!' (p.29) 

Thus it would have complicated matters enormously if adverbials had been included 

in the analysis. so their cunsideration 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. 

e.g. 

(a) 

ie!L@ I . it G! if ¥ (") 
S 

3 sg P, Ithen not go school (CAN) 

S 

(She then does not go to school.) 
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(b) 
~.§ 'VI? (II) 
s 

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 confmed 

to nouns and adjectives which describe 'how' and 'what' the subject is. It is similar 

to the term It,. Vi' (subjective complements), but while words like 't. ' (is) or 

, <tu '(become) appear in subjective complements, they do not appear in the 

predicate. 

The following is an example of a subjective complement: 

(q:rIlI ~ I .lta:7irti~~) 
S C. 
Centtal/is Hong Kong OEN commercial area 

S C 

(Central is Hong Kong's commercial area.) 

The following are examples of predicates: 

(a) 
~1FIJ\a 

oS p 

This year I eight years old. 

s p 

(He is eight years old this year.) 
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(b) 
ie I ~ rtJ ~ (.) 

p 

3 sg/ very dull P (CAN) 

S P 

(He is very dull.) 

(3) Object (0) 

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. 

(a) 

(b) 

e.g. 

ie [L@ I • D4 fat I IJ \ 5t! (Ii) 

o 

3 sg P, called /Siu Ying (CAN) 

o 
(She is called Siu Ying.) 

o o 

3 sg saw/ forest /has lone 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) 
Jill I Je jlJ- I f§ I fJ (_) 

V v 
Fox Isaw /3 sg come (CAN) 

V 

(The fox saw him coming.) 

(b) 
it" I i9.~ I mPE 1i1Z (Ill 

V V 

They /have not Ithing eat (MSWC) 

V 

(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. 

(a) 

b) 

e.g. 

t~~I~m~lrnl&-~~~~ (_> 
C 

Old man then put PFV 3 sg on lone CL box inside (CAN) 

C 

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

~I.J!I ~2.I7£~~m (.) 
c 

3 sg saw myself lat old man place (MSWC) 

C 

(She saw herself at the old man's place.) 

168 



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 

e.g. 

(a) 
ie I f..t ~ G ( .. ) 
s V 

3 sg/ then climb P (CAN) 

S V 

(It then climbed.) 

(b) 

s v 

I I that time not make earlier revise P (CAN) 

S v 

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

(e) 
~. 1.7 (.) 
s V 

Bell sound I ring PFV (MSWC) 

S V 

(The bell rings.) 

(d) 
~ I t± LlJ ~~ 71- ~ Ii (.) 
S V 

3rd I at cave outside afternoon sleep (MSWC) 

s v 
(It had an afternoon nap outside the cave.) 
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(2) Subjcct/Verb/Objcct 

(a) 

(b) 

(c) 

(d) 

e.g. 

f§ ~, I 04 {~ I IJ~ 9! (.) 
S V 0 

3 sgl called I Siu Ying (CAN) 

S v o 
(She was called Siu Ying.) 

f§ I X 11 i~ I ~ ag RT 11 ~ -:t 8 (_) 
S V 0 

3 sg I adv feel I very not lucky today (CAN) 

S v o 
(Again he felt that he was unlucky today.) 

~ ~ I ~ I IJ\ 9! ~ ~ B (.) 
S V 0 

Today I is I Siu Ying GEN birthday (MSWC) 

S V 0 

(Today is Siu Ying's birthday.) 

~1~~~~lm~&WR~~~~-~~m7 (W) 
s V 0 

3 sg I suddenly realized/ long time had not climbed ground 

S V o 
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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OO~~AI~~$~filn~I~~~ (_) 
S v 0 v 

(b) 

(d) 

These people I majority adv modal relyl hunting/make living 

S 

Nom (CAN) 

v o v 

(The majority of these people make a living by hunting.) 

lUI JI I Je. ill I ~§ I p; (.) 
s y a v 
Fox I saw I 3 sg I come (CAN) 

S V 0 V 

(The fox saw him coming.) 

s v a v 

Village in NOM people/rely/ hunting/living (MSWC) 

S V 0 V 

(The people in the village make a living by hunting.) 

tt" I ~:Jf 1.29 I lIZ (.) 
s V a v 

They I have not I thing I eat (MSWC) 

S V 0 V 

(They have not got anything to eat.) 

(4) SubjectJV erb/Object/V erb/Object 

e.g. 

(a) ie.~ILi!, ! ~r~! ie I Y.Y.! tzm (.) 
s V a v 0 

3sg Mummy P / then ask /3 58 I like I what (CAN) 

s v 0 v o 
(Her Mummy then asked her what she liked.) 
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(b) 
~?ir I E511~ 11!r.tt I ~~ (4) 
S V 0 V 0 

King I sayl you I modal become I princess (CAN) 

S V 0 V o 

(The King said that you would become a princess.) 

s v 0 V o 

Siu Ying GEN motherl ask I 3 sg I want I what birthday 

S V 0 V o 

present (MSWC) 

(Siu Ying's mother asked what present she would like for her birthday.) 

(d) 
~I~~~I.~I.~I.~ (.) 
s V 0 V 0 

3 sg I think isl mother I buy forI elder sister (MSWC) 

S V o v o 
(She thought that her mother had bought it for her sister.) 

(5) Subject/Verb/Object/Verb/Object/V erb 

(a) 

e.g. 

f§ I Ii~ I ~ ~ I ~ I Ii 15 11 ra lfl m ill Jl: I • (") 
S V 0 V 0 V 

3 sg I carry/ some wood /go/ the construction market that 

S V 

place! sell (CAN) 

V 

o V o 

(She brought the wood to sell in the market for the constructors.) 
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s v a v a v 

3 sg I always buyl food I cook rice I for us leat (CAN) 

S v 0 V o V 

(She always buys food and cooks rice for us to eat.) 

(c) 
.lti~I-~~~~§.I~I~I~.~ (.J 
S V 0 V 0 V 

3 sg I then cry I some horrible sound lmake /3 sg ladv 

S V o V 0 V 

afraid (MSWC) 

(It then made some horrible howling which made him more afraid.) 

(6) Subject/V erb/Object/Verb/Object/V erb/Object 

e.g. 

(a) 
~~~~~1~8~mlft~lzl~»BI*lm(.) 

s V 0 V a v 0 

Daddy Mummy/ always takel us! gol restaurants! eatJ food (CAN) 

S V o V 0 VO 

(Daddy and Mummy always take us to restaurants to eat some food.) 

(b) 
'j' ~ A. I MI. ~ I ~ I AI) II R& fT iii Il I * , It ( .. ) 

s V a v 0 v 0 

Dwarfs / take / CL wolf / go / two CL thieves that place I eat! food (CAN) 

S V 0 V 0 VO 

(The dwarfs took the wolf to the place of the two thieves to eat some food.) 

(c) 

S V 0 V o v o 
3 sri take /wolf I go / thieves house / eat / thing (MSWC) 

SVOV 0 VO 

(He took the wolf to the house of the thieves to eat something.) 
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(d) s v v o 
I.~!L€ (II) 

o 
I/really hopeI other little boys and girls! adv like/ I 

S v o v 0 

GEN master / this CL treat / school bag P (MSWC) 

v o 
(1 really hope that other boys and girls would treat their school bags like my 

master.) 

(7) Subject/V erb/Object/V erb/Object/V erb/Object/V erb 

(a) 

(b) 

e.g. 

i§~. I tto4 I mi'l!l:.1 ~ I ~t*~ I RIfF 11ft:?1f I CJJ;{$tC.> 
s V 0 V Q V 0 v 

3 sg P / then ask! 3sg CL daughter/ go / forest place/ saw 

S v o v 0 v 
/ have what thing I modal eat (CAN) 

o v 
(He then asked his daughter to go into the forest to look for food to eat) 

~5 JJ A. I 04 I 7:: -9: I = I ~ ~ I ti I • ~ I I1Z (.) 
S V 0 V 0 V 0 V 

That man! ask I elder daughter/ go I forest/ find/things! eat (MSWC) 

S V 0 V 0 VO V 

('That man asked his elder daughter to go into the forest to fmd something to 

eat.) 

(8) Subject/Verb/Object/V erb/Object/V erb/Object/V erb/Object 

e.g. 
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00 ~1~1~1~1~~~~I~MIHI~~lm~ (-) 
g V 0 V 0 V 0 V 0 

You/ helpl me I ask lother friends I come help I me I loosen 

s V 0 V 

PFVI CL net (CAN) 

o 

o V 0 V 

(You help me by asking other friends to come and help me loosen the net.) 

(9) Subject/Verb/Complement 

e.g. 

(a) 
~ I fit~"' I !l3 fjf rm f.' (4) 
s v c 
I I play adv ladv very happy (CAN) 

S V C 

(I played very happily.) 

(b) 
P E:i: 1$:8 (~ I M. (~) 

5 V C 

PE lesson/always catch /a cold PFV (CAN) 

s v C 

(It's always easy to catch a cold during the PE lesson.) 

(c) 
~1~lg~(.) 

s V c 
3 sg Icry Istarting (MSWC) 

S V C 

(She started to cry.) 

(d) 
~ 1.141 ta_" (.) 
5 'I C 
I /feel/very happy (MSWC) 

S V C 

(I feel very happy.) 
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(10) Subject/Verb/Objccl/Complement 

e.g. 

(a) 

s v a c 
1 ladv like /PE lesson Imore (CAN) 

S v o C 

(I like the PE lessons more.) 

(b) 
C~~lu~~lml.-m~~~ (.) 

S V 0 c 
Old man Ithen put PFV /3 sg I at one a. box inside (CAN) 

S v o C 

(The old man then put him inside a box.) 

(c) 
~~~ I ~all ~, 1£1&:l! (.) 

S V 0 C 

Old man ladv put I her lat box inside (MSWC) 

S v 0 C 

(The old man put her into the box again.) 

(d) 
~I.;!'I El2.I1£~~r! (.) 
s V a c 

3 sg I saw I herst':lf I at old man place (MSWC) 

S V 0 C 

(She saw herself at the old man's house.) 

(11) Subjcct/Vcrb/Objcct/V erb/Complement 

e.g. 

(a) Ij' A. I oq I It I'GIl 7 I tfi ~ (.) 
S v 0 V c 

Dwarfs lask /3 sg ldisgorge PFV lout come (MSWC) 

s v 0 V c 
(The dwarfs asked her to disgorge it.) 
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(12) Subject/Predicate 

e.g. 
(a) 

ie\L@. I ~~~. ~8~8 (.) 
S P 

3 sg P fIn fact p, today binbday (CAN) 

S' P 

(In fact, today is her birthday.) 

(b) 

s p 

3 sg / very dull P (CAN) 

S P 

(She is very dull.) 

(c) 
~ I +;t~1*. (.) 
s P 

3 sg / extremely not happy (MSWC) 

S P 

(She is extremely unhappy.) 

(d) 
it! I +;t.~ (.) 
s p 

3 sg / extremely angry (MSWC) 

S p 

(She is extremely angry.) 

(13) Verb/Complement 

e.g. 

(a) 
K~i8~~ I "ifj~ (.) 

V c 
Climb adv climb/not reach P (CAN) 

V c 
(It cannot be reached by climbing.) 
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(b) 
it~ 11ffl~ (4) 

v c 
Then run} away PFV (CAN) 

V C 

(Then it ran away.) 

(c) 

iIi ~ fj I ~ ill (.) 
V c 

But find Inot (MSWC) 

V C 

(But it could not be found.) 

(d) 

{!I! I it!z: (W) 
V C 

adv run /there (MSWC) 

V C 

(He ran there) 

(14) Verb/Object/Complement 

<a> 

(b) 

e.g. 

V o c 
Give! us /very happy (CAN) 

V 0 C 

(Give us a lot of happiness.) 

1J!£II.Sgl.~1Il'i '.) 
V 0 c 

Not carel how much rooney/ adv alright PFV (CAN) 

V o C 

(He does not care how much it costs.) 
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(c) 

v o c 
Save PFV /lion! out come (MSWC) 

v o c 
(The lion is saved.) 

(d) .Je I J,ijT I ~*~lElt7 (lJ) 

V 0 C 

Saw /lion /bei big net bound PFV (MSWC) 

V 0 C 

(The lion was seen being trapped in a big net.) 

(15) VerblObject/Verb/Complement 

e.g. 

(a) 
it*, I .ali 111 I "*lG~ (.) 

V 0 V C 

Then ba/those ink! pourl dropping P (CAN) 

V o V c 
(Then the ink was poured down.) 

(b) 
~KI~a~~~fflnl~~~ (.) 

V 0 v c 
Then ba/ myself loved toyl hit! broken PFV P (CAN) 

v o v C 

(Then she broke her beloved toy.) 

(c) 
.~I~llJl.'~J! (.) 
V 0 Y C 

While/ motherl sawl not saw (MSWC) 

V 0 V C 

(While mother die not see,) 
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(d) 

v a v c 
Havel one CL carl mercilessly fast wild run! coming (MSWC) 

v 0 v C 

(There was a car running mercilessly and wildly towards them.) 

(16) Verb/Object 

e.g. 

(a) 
~Rl.J1f I 1Dl~If3H' (.) 

V 0 

Once upon have ICL little boy (CAN) 

V 0 

(Once upon a time, there was a little boy.) 

(b) 
~ ~ ~ iHfIJ it I J.f r, (.) 

V 0 

adv then close ICL door (CAN) 

V 0 

(Then the door was closed.) 

(c) 
j! 7' I til ~ • ffJ 8 T (.) 

v 0 

Live PFV Ivery happily Nom days.(MSWC) 

V o 
(live a happy life.) 

(d) 
.J!? I ~"Ttt-J~!! (.) 

V 0 

Saw PFV Ilion GEN hair (MSWC) 

V 0 

(The lion's hair was seen.) 
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(17) Verb/abjectlY erb 

c.g. 

(a) 

v o v 
Get P/3 Ig GEN I'l'JCat/ eat (CAN) 

V a V 

(Get its meat and eat it.) 

(b) 
:fJ1-Dll.IAI.~~ (.) 
V 0 V 

Havel one CL hunter/pass (CAN) 

V 0 V 

(A hunter passed by.) 

(c) 
&lJ I A. I fOi!ijt (.) 

V 0 V 

Not havelpeople/with her play (MSWC) 

V a V 

(No one played with her.) 

(d) 
• I t8 9E tt-J lit A. I ~ jlJ (.) 
v 0 v 

Wait! afraid of death hunter/come (MSWC) 

v 0 V 

(It waits for the fearful hunter to come.) 

(18) Verb/ObjectlVerb/Object 

e.g. 
(a) 

&t til I "Ht ~If.tt I .. t\ I r, ~ (.) 
v 0 v 0 

Then get/two CL tree branch/take it as fmcisor (CAN) 

V 0 V 0 

(It took two sticks to be its incisors.) 
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(b) 

v o v o 

Then made/some terrible NOM noise! then at place horrify/3 sg (CAN) 

v o v o 
(Then it made terrible noises to horrify him at that place.) 

(c) 
WI~I3c:.lo&nlftlJlI (.) 
V 0 V 0 

Wait13 SI hcnelf/leam/lesson (MSWC) 

v o v 0 

~t her learn the lessons.) 

(d) 
~ml.~n~~I.I-~m. (.) 
V 0 V 0 

Again use! dark NOM colour/draw/one CL eye (MSWC) 

v o v o 
(It uses dark paint to draw a pair of eyes.) 

(19) Veto/Objec,t/V erb/Object/V em 
e.g. 

<a> 
~IHI~I-M~A~I~W8 (.) 
v a v 0 v 

Send /mJ:I reach/one CL stationery shop/go sell (CAN) 

v 0 V o V 

(They sent me to a stationery sbop for sale.) 

(b) 
B(g Itt~ I J: I L1J In. (.) 

V 0 Y 0 V 

Cany on his back I~ lUll lup /hill /bunting (CAN) 

V 0 V 0 V 

(He canied his lUll on his back and went into the hills for hunting.) 
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(c) 
mlal.I-M~A~I~8 (WI 
V a v 0 v 

TakeI~toIone CL stationery shop Ito sell (MSWC) 

v 0 V o v 
(They sent me to a stationery shop for sale.) 

(d) 
N&~IAI~MI~51~H <.) 

V 0 V a v 
Not have lone! dare bring I animals! pass customs (MSWC) 

v o v o v 
(There is no one dare to bring animals to the customs.) 

(20) VerblObjcctlVerb/Object/VerbIObject 

<a) 

(b) 

e.g. 

~1~~~lu.~~~ml.~I •• I~ (.) 
V 0 V 0 V 0 

Havelrice-coupon Plthen at school use/rice-coupon/come buy/rice (CAN) 

v 0 v o v o 
(Those who have rice-coupons stay in school to get rice.) 

it I w,t a: %: (Q] I Jl * If Q.@ I U 11 I - ~ ~ JJ: I &I ~ I II ~ A «(4) 

V 0 V a v 0 

Then plan to go toIwolf big brother P /then borrow/one CL 

V 0 V 

wolf skin/to scare /those people (CAN) 

o V 0 

('Iben it planned to 10 to the wolf to borrow a piece of skin to ~ the 

people.) 

(21) (ba) sentence 

e.g. 
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(a) 

(b) 

(c) 

-A.~~~¥.1JJW:.Z; (-.> 
D 

One man (ba} me send lorry go (CAN) 

(A man took me to the lorry.) 

~~~~~~~2~.@*~mT~~7 (.) 
o 

3 sg climb NOM time (bal herself new buy back NOM skirt torn PFV 

(MSWC) 

(When she was climbing up the tree, she tore her new dress.) 

{ba} dirty water splash to I clean NOM school uniform (MSWC) 

(The dirty water was splashed onto my clean school uniform.) 

(22) SubjectN erb/Object/Object 

e.g. 

(a) 
j! I i! ~ I 'J' A I fa ~ ~ 'M (.) 
S v 0 0 

Wolf! Adv give/dwarf/many gold coins (MSWC) 

S V 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 t 

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 Utterances 

(mean) (order) (mean) (order) 
(1) SVO 8.89 1 7.33 1 
(2) VO 5.28 2 3.28 2 
(3) SP 3.11 3 2.72 3 
(4) SV 2.22 4 1.5 4 
(5) SVC 1.39 5 0.83 7 
(6) VOVO 1.38 6 0.56 10 
(7) SVOV 1.28 7 0.89 6 
(8) SVOVO 1.17 8 1.06 5 
(9) VC 1.0 9 0.61 9 
(10) VOV 0.67 10 0.39 11 
(11) SVOC 0.44 11= 0.33 12 
(12) VOC 0.44 11= 0.17 14= 
(13) SVOVOVO 0.22 13 0.22 13 
(14) VOVO 0.17 14= 0.17 14= 
(15) VOVOV 0.17 14= 0.11 16= 
(16) SVOVOV 0.11 16= 0.11 16= 
(17) SVOVOVOV 0.11 16= 0.06 19= 
(18) VOVOVO 0.11 16= 0 22= 
(19) {BA} 0.06 19= 0.78 8 
(20) SVOVOVOVO 0.06 19= 0 22= 
(21) SVOVC 0 21= 0.06 19= 
(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, va, SP and SV. In fact, the rank Older of the first ten most 

commonly used patterns in CAN and MSWC are roughly the same. This fmding 

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<.0l) (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<.OI) 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\~. 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, YO, 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, SVOVOVOV and SVOVO sentences is higher in speech 

than in writing. This may be taken to imply that the subjccts 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 ID01'e experience and practice speaking Cantonese than writing in MSWC. An 

interesting feature is that (bal 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 Subjcct SA3C: 

Cantonese Utterance Written Lexicon 

i\ttti (horrible) iiI te (horrible) 

_iT (ear) ~~ (ear) 

01 tI (in this way) Ii. (in this way) 

t:?1f (what) !iPl~29 (what objects) 

• (give) ~ (give) 

II (take) m (use) 

,"m (two pieces) m~ (two pieces) 

:a (fear) W te (fear) 

II (tremble) It t4 (tremble) 

feta (he said) Hf! Wt (he said) 
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D8 ~ i!l (it's not) 

Jt tz (face) 

ott (so) 

Examples from Subject 3A1C 

Cantonese Utterance 

~ (fterce) 

fAit (sleep) 

~ (look for) 

1;£* (turf) 

gS (wake it up) 

itS (hungry) 

"* (eat) 

.~ (reward) 

!m~ (small) 

t8 (how) 

~ ~ tt-J (it's not) 

jf if (face) 

~S ~ (so) 

Written Lexicon 

1fC~ (fierce) 

Ii (sleep) 

tt (look for) 

.~ (grassland) 

~rI (wake it up) 

ttm (hungry) 

~ (eat) 

li~ (reward) 

~ IJ\ (small) 

~~ (how) 

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. 
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Subject 3B4C made the following transformations: 

Cantonese Utterance MSWC Lexicon 

ltim (market) $- (market in the village, 

classical Chinese) 

~ (firewood) t§!* (trees) 

~ (robber) 'J' fIrI (thief) 

11 (put) fh. (put) 

* 
(eat) ~ (eat) 

allIf (talk) ~a8 (talk) 

11 (cut) l~ (kill) 

JI~ (home) 11 (house) 

~ (give) ~ (give) 

During writing, the subject intended to use the word "fit $ ", which literally means 

"market" as it is used in Hong Kong. This was transformed into "rj51l." , 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 modem and 

classical Chinese. She also intended to use the word " ~ ", which literally means 

firewood, but transformed this into 'lfft*-" t which literally means tree. She also said 

she was not very sure whether she could use the word tI I~ tI (robber), so she 

tranSformed it into "d'~" (thiet). 

Subject P4A3C made the following lexicon transformations: 

Cantonese utterance MSWC lexicon 

?+9 (appearance) n{j (volume) 

~~ (very big) 4g.~ (very big) 

jX ~~ (can carry) iiX (carry) 

i!!1 (send) 
~ ij (take) 
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\!1- (abdomen) ~.I. .}- (abdomen) 

~"- (put in) ~tT' j (put in) 

~\Tf (go to school) l!.\~ (go to school) 

~ (I) ~ IrIJ ~ f- (my body) 

-.t1- (the same) Qfl (the same) 

In this case, "Ot if~ " , II ~ ~IJ " t "~ ~oj" and " ... -fk II 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 

Subject 

SA1C 
SAlC 
SA3C 
SB4C 
SBSC 
SB6C 
4A1C 
4AlC 
4A3C 
4B4C 
4BSC 
4B6C 
3A1C 
3AlC 
3A3C 
3B4C 
3BSC 
3B6C 

Number of CAN lexicon words 
used in the text 

1 
o 
o 
1 
2 
3 
3 
1 
S 
1 
6 
2 
16 
1 
12 
IS 
3 
9 

Table 6.3: Summary of cases where subjects failed to transform Cantonese lexicon 
words to their MSWC equivalent 

P3C P4C P5C P3-PSC 

Mean 9.33 3.0 1.17 4.5 

s.d. 6.22 2.1 1.17 S.l 

No. 6 6 6 18 

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 Cantonese 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<.OI, 
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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 enors 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 Subiect 4AIC, ~ above, who wrote " ~ 1t " (a 'J &"'YV&~ "P ;T. 

classical Chinese word) for " #p 1:.t " market. 

Sometimes, there is no directly corresponding word in the MSWC lexicon 

representing words commonly used in spoken CAN. For example, Subject 3BSC 

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, Hong Kong and Taiwan. For instance, Subject 4AIC used 
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the word "'-tit 1 " , 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 ,,~~!t1&" which in Hong Kong means "self evaluation", a monitoring approach 

known to most teachers. However, in Mainland China, the same word stands for "self 

aiticise", 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 mosdy 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 'tit~' (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 ".fiit~~" (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 

~nces 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 varieties 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 overseeing 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 "t ~% ", which literally means "electronic 

brain". However, when it is translated into MSWC, "\~ ~!{ l~~ ", the term 

now means "electronic 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 ",J, ~ It, which literally means "small bus". 

In China, people use the term ",J l ~ I~ 1-:;!:u t ", 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 arc 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: It'" ~iJ It, "'} t al ", It\i ~ a io', "tij"~~". 
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 'ik. II (uncles from 

China). In any case, the truth is that many people in China are quite willing to use 

tenDS 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 tha~ 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 

leaming 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. Particles are a class of words known 

as 'empty words' (xuzi), and are defined as 'helping words', 'mood words', 'sentence-

"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.S 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 
Utterance 

1. ~~f1 ~~ 0 

2. 172t ~tL JA - ;11j}-tt.} i 
~ *'1. * Pg t. ~z. 't v.ti 

3. 
0 

1e ~~ ~ 1~\ ~ G t,{ 1.i. 
"Vi ~" 

4. ~~ \ 1 )..t 91t 1',,- lfL~-t ~~ . ' 
s. "tt 'Oft . ~ - 8 

• 

MSWC 

~Jtfi\ 

~ -1~~i 

~~e~~ 

-1'~f~*, 

~~ 

~~~·3 _~/~ 

~if 

Functions of 
Particles 

cohesion 

indicating something 
about to happen 

emphasis 
(that person) 

thus 

cohesion (and then), 

a marker for a 
sentence, 
completed 

cohesion, (then) 
completion and 
indicating something 
will happen 

From the above extracts, one can see that 7 CAN particles have been deleted and one 

"~ " 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 
raJ{. Ie 
,.~ la 

·~OT oh 
o~ ah 
,,~ ka 

.'11 lor 
ole lar 

~" wo 
o~ kir 

Bisyllabic particles are: 

CAN Particles Sound 
-1~ • kobo 
oilil 

""''' 
kowo 

oGo 
~ Q~ kama .. r. 'GI~ 10 WO 

'(111.9 :cr. ".It kala 

In the written scripts of the subjects, monosyllabic particles only were included. The 

following particles were found: 

Particles in MSWC .,' 
-;t. 
.~ 

~~iif 
o~ 

J 

Sound 
ma 
Ie 
ba 
oh 
ah 
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 panicles 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 
I)~ ah 
\,~ d 
o~ ka 
"i~ ke 
o.1l!) ko 
o~ Ie 

total = 37 

count 
1 
1 
7 
3 
6 
29 

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 
".a la 
016 lar 
">Jl Ie 

~" wor 
Total = 22 

count 
2 
4 
12 
4 

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 panicles 

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.S 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 

SVOVO, 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 Cassical 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 panicles in writing, then there are 

grounds for concern. Particles are important for indicating m~ 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 diffetence between CAN and MSWC. From the rmdings 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. 'Ibis 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 ~ther 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. Cenainly, 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 transfonnation 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 ~ consider a range of possible ways of manging 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 aI. (1983) found that, by the age of 14, no noles 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 uppennost 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 Ll 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 flISt 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 flISt 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 (1983), 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 (IV) 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 wete not present in the verbal protocols. The relative 

distribution of all IV s 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 

P3B P3C P4E P4C P5E P5C P3-5E P3-5C 

1. I.U.(mean) in 39.7 S4.2 34 22.8 22.2 37.3 31.9 38.1 
composing 
aloud 

s.d. 38.9 3~.2 ~.4 10.3 7.8 29.7 26.6 28.9 

2. I.U.(mcan) in 20 37.7 17.3 20.~ 13.3 27.7 16.9 28.6 
writing 

s.d 24.S 26.2 11.2 6.32 5.75 13.4 15.2 17.9 

Difference bet. 1 19.7 16.~ 16.7 2.3 8.9 9.6 IS 9.S 
and 2 

No. 6 6 6 6 6 6 18 18 
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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<.OOl, 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 IV s per child. 

Generally speaking, all subjects were more fluent and productive in terms of 

ideas generation when composing aloud than when putting pen 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 IU was considered 

a deletion. 
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Table 7.2: An example showing the presence of additions and deletions (Subject 
4B6C) 

I.U. in Composing Aloud I.U. in Writing 

~ °9 '/. ~ 'j. 

I am called X X X. 
~~~t~~)L ~)( 

Y name is X X X. 

~ :f':r. ~ x. ,", '*'~ ~t ;t 
I studied in X X primary school. 
(added) 

~,,11 f>f 4:. t.t:. '<!' ~co 
My school is in Central District. 

~ fI~ ~ #1. ~ l' ~ 
My school is in Central District. 

~f1l~~ l:. ~ (deleted) 
The surrounding is very beautiful. 

fX ~~ At ~ ~ I,tf] :r~ ~ (deleted) 
There are two play grounds in my 
school. 

it it .l.. " 1: ti ~ 
I go to school by school bus every 
day. (added) 

Table 7.2 shows in summary form the fllSt 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 

P3E P3C P4E P4C PSE PSC P3-SE P3-SC 

IU (Mean) 3.3 10.8 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 4.43 9.96 

IU (mean) 7.6 2S.8 4.3 7.5 3.5 7.8 5.17 13.72 
deleted 

s.d. 15.5 20.5 3.39 6.89 4.93 6.62 9.24 15.09 

No. 6 6 6 6 6 6 18 18 
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Turning [11'st 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 eventually 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 3AIC, 4B6C and 5B5C (from 

the ftrst group) was high, whereas for Subjects 3B5C, 4B4C, and SB4C (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 

3AIC 4B6C 5B5C 3B5C 4B4C 5B4C 

I.U. in composing aloud 57 20 24 13 12 11 

I.U. in writing 79 22 25 15 12 11 

New I.U. added in 40 12 18 3 1 0 
writing 

I.U. deleted in writing 21 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 

3AIC, 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 PS subjects (mean = 7.8) when 

writing in Chinese (one-way analysis of variance, p<.OS, 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 IV s 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 

tenns of the number of IUs in the composing aloud protocols and the written texts, 

this struck the researcher when observing as being related to avoidance strategies. In 

other words. several IV s 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 IUs were added in the Chinese than in 

the English text (Chinese mean = 8.22 vs English mean = 1.78, 't' value = 4.18, 

p<.OOl, see Appendix 7.4), and there were also more deletions of ideas when 

composing in Chinese thail in English (Chinese mean =13.72 vs. English mean= 5.17, 

at' value = 2.09, p<.OS, 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 proced\;re 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: 

ui", ~!E. "1t ~t.~1t'1 ~, ~k..~i!l t ~ ~~ ~ ~ r. ~I\ ~1t 
9'j t ' ~~ ~~ e& ~~ 0 

(Suddenly, I fell down. I fell down. The school bag was dropped on the 

ground. The school books were all dropped.) (Subject SAlC) 

The passage was written in Chinese: 

~ - ~t1I]~t ~ ~. I~ ~, ~ '~J!. ~~~L $f ~ ~. ;t~~ ~;,~ tv 
~~ fJ:;f. ~'3 ~~l, It ~ ~ ~~ 1i Q' 4. ,1~ _ ~ r~ ~ ~ ~ - ~ ~ -
1\!l1' -1- I~, ,~-"" -- vt -1' ~ ~ 1f'l j. CfJ( U: ~~ ~ ~ .I:t~~ \99 ,j, ~a 
J~ ~ ~iS } • ~. 1!. 3!f-l~ ~ i9 t.~! ~ ~~~! "i!' i~. ~ ~ 
Ii 7)L ~, .to , ~~ f\ :1' ~ :flo}. 

(A car was very5Lquickly 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. I 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 SAlC) 

Another example can be seen in the following: 

The verbal protocol in Cantonese: 

~~"'t, ~£~~~ , li~~. 
(She did not go to school.)(Subject 5A3C) 

The following appeared in the written text: 

q- J... ~ -3' ;t. 11 ~ ~ ~ ~.~ ~~ ~,«~~ I ~ ~ e G ~ ~ 
:4't 1"1 • 

(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 5A3C) 
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As one can see, the background context to the event is more fully communicated in 

the written form. In sh~ 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.S: Completion and fragmentation of group idea units 

P3E P3C P4E P4C PSE P5C P3·PSE P3-PSC 

OWs completed in 0 1.17 0 .83 0 1.16 0 1.06 

s.d. 0 1.94 0 0.75 0 0.93 O. 1.26 

OWs fragmented 8.17 0.83 S 0.33 3.33 0.17 S.S 0.44 

s.d. 5.64 1.17 5.69 0:52 2.5 0.41 5 0.78 

No. 6 6 6 6 6 6 18 18 

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: 

~~ ttit : r~.i\ .,l. .1!.,.1f, - ~/~t~~~~.t ? ~ ~ ~ ~ !!i..1t : 
r~t ,1!.1t. 4~ 't ~. !t( ~ ~ ~11 't ,('f 1M l),t..p1J3 ~ ~ "lb. ~ ~ "f1f1 p~ .. 
~~ t~~ ~7 ~S-' t!.1e. ~t."lt ~i .. J 

(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: 

:t.....It it: r;r ~, Dj ~ ~'<;:1\ 1i - st 'r>f(..? ;t Z\ ~ ll.: r;y tX.I 

1l~ ~< ~ ~f.<.. ~ tt !t'V ~9. _I 

(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 

infonnation 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 OIUs were thus fragmented (mean 0.44 OIUs 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: 

~l- !G'~ j J 1 .:.. 111) ~;.j., f:t 1l! it : r:.~i. E1 r, ~~ if. ~ ~ ~ 

1. ~ fit ,- ~ 1!f. ~fcI ~ -l ~ I> J .J.~.i. ~~. jl ~ ~}i., ~~ ~ t~ 

i ~!~tl ~ I ~~ t.i'1 ~~ 0 ·1,~ ~ #:r ~ I~.w s-~.xt .. 1f 

~ i~ -lJlfl ~~ J f~ ~ I)l~ ~i 1.,,~ ~a. i , ~1~ 4~ ~ 9~~ 

*- ~ · \}. ;1 t~ - 1t!1 r.l- -' ~JL1~ i ?}~ ~ ~ a 1l fl-f-, \J \ 

~ ~} It" ~ T· *- ? 1tt. ~)i ~ 0 
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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 arc 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 OIU s fragmented per text was 

5.5 (s.d. 5), and the incidence of OIUs fragmented per text seemed to vary 

systematically with the age/class group involved (P3, 8.2; P4, 5.0; P5, 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 tenns of ttansformation 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 OIUs per text when 

writing in Chinese, compared with an average of less than 0.00 OIU s 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 orus per text, compared with 5.5 OIDs per text in English 

('t' value = 4.27, p<.OO1, see Appendix 7.4). These figures clearly reflect the 

subjects' superior ability in their Ll. 

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 

orglUli=t: randomly, sequentially and hierarchically (Sherman and lohnson, 1975). 

Random organization showl 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 lohnson 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: 

Inttoducing herself 
recess 
bmm 
activities after lunch 
English lessons 
Easter holidays 
examination 
dictations 
dolls 
dinner 
going to school 
saying prayen 
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 

Family members 
mother 
father 
younger brother 
younger sister 

Ideas in written text in Chinese 

Family members 
mother 
father 
younger brother 
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 CW), Chinese and English (18 subjects) 

Types P3 P3 P4 P4 PS PS P3- P3-
E C E C E C SE 5C 

1. VP random and W sequential 0 3 0 1 0 1 0 S 

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 S 1 
detail. W random 

S. VP sequential or 2 0 2 0 2 0 6 0 
hienuchical.W random 

No. 6 6 6 6 6 6 18 18 

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 fust 

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 fmal text. For the fourth type. the organization 

of ideas was arranged randomly as was the fmal product, with no improvements due 
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to transformation. Overall, 13 out of the 18 subjects made improvements in the fmal 

text. 

Table 7.6 also summarises the results when the subjects wrote in English, 

having fmt composed aloud in Cantonese. Here transformations also occurred, but 

there was no evidence of the first type of transfonnation 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 fmal 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. 

224 



Main ideas No. of IUs 

A. Ideas in the verbal protocol: 

Name and address of school 3 
Two school buildings 6 

old school building 
new school building 

new school building 10 
number of floors 
facilities and resources 

extra-curricular activities 9 
sport competitions 2 
The writer participated in the competitions 3 

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 

2 
3 
I 
1 
1 
1 

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 1.2, 

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 (2S out of 36), 

ideas were presented sequentially in the composing aloud procedure in Cantonese. 

Anderson (198S) 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 

(Scardama1ia 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 to 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 (199Oa), communication 

strategies are often the result of an initial failure to implement a production plan. 

Bialystok (1990) proposes that defmitions 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, 199Oa), 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 oven 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 (BWystok, 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) 

Composing Aloud Protocols (in Cantonese) Written Text (in MSWC) 

~~ ~'! ~ - 4t!) ~ fh. ~~ ~'l ~ - IJIfi 1-" ~ 
Once upon a time, there was a forest. Once upon a time, there was a forest. 

t. ® ~ ~~ ~ t-h ~V MA 
There were many animals. 

.J 'f t\ - J ... J i~ -r ~~ .aJ..\e,43( -ll -1. ~iT .} ,t ~~ .~ 1b t9 
One of them was a lion. It was very proud. There was a proud lion. 

~11~ 4ti,..~ . tl ~ 0 TA 

The lion believed itself very capable. it 
always .•• 

J;.dl. fttA ~ t J.?)I; ~ - t .), ~ ~ MA 
At last. a rabbit jumped out from the forest. 

!W!.'Jt ~ t""'\T'd.1. ~ Ji+ 1. ~). (&,~ t,~}"O',h~ ~ - '!l ,,~ 9 t. fi 1£. ;fr~ 7t ~~§9 
~f~. f.Jll~~)i~t-(c.f:f.4t" ~ '1.i!. 

It said," You ~ a big lion, you dUnk you are One day. the little rabbit said, It You are so • 
very capable." proud you will know the result when my 

comrades and I challenged you. It 

:&.!it . ~~ ~ -IIi ~ I~l.l. TA 
At Jast. the lion was very unhappy. 

§{. ~ ~Jt ~! 1 I!. lir:} --It,!" .,~ ". t:-
It uied to catch it. The lion heard this and tried to caleb the 

rabbit. 

~~i.?-. ~l' ~ ~ ... ~~.,~ ~ t.tl'/i -
.J' t - ~~ , ?1t ~. t 3 

At Jast. the liUle Iabbit jumped and The little rabbit jumped and disappeared. 
disappeared 

'-~ ,i b ~ i'9 tn trj;)., ~ Jtt i, ;1 ~ .. ), t. ~ J~~t.i ,tjf. ~.(t.*-
~~ .l·t> ~ 

In the early mcxning. the comrades of the At Jast. an the 8Dimals came out, including 
the rabbit. rabbits did gathez together. 

~~, A ft+ ~ 1t7 ~ 11~."~ iil 1~ ~ 
)... ~ ~ , Uf !( t. ~ 1'1 ~:S)... t.:f! 

MA 

"you see, the lion is very proud. we wiD see 
you get more support, or I get mCl"e suppon." 

J~" ~ ~t I:lk ~ ~p~ ~.r:& MA 
The lion challenged the rabbit. 

£ it ;t~~ n. ~ \}~ t. TA 
At last. no one voted for the lion. 

~f~~ -i, 1,t, ~\l' t ~~f& !ffi).1tt·~ 
The lion saw all the animals support it. He I ~ 
felt ashamed. 

~j{, fltl J MA 
Thaefore the lion lost. 

J)t \U. ~ 4 i'. ~J!I~' k11~" eA,1J!t ~~.~t.-;e~.~:t -+ ;r,~.A ~t1f.tj 
From then on, the lion tried not to be proud. Therefore. from then on, it tried not to be 

proud. 

(T A = 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 "~&",'b "(very capable), 

It ,,~It)~ i It (unhappy), "~t It (to vote) in MSWC, she simply avoided expressing 

these ideas in her written text. 

Table 7.8: 

Mean 

s.d. 

No. 

Summary of avoidance of ideas due to linguistic incompetence in 
English and Chinese 

P3E P3C P4E P4C P5E P5C P3E- P3C-
P5E P5C 

13.5 1 10.3 0.67 6 0 9.94 0.56 

9.1 1.1 8.91 l.21 2.45 0 7.71 0.98 

6 6 6 6 6 6 18 18 

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 5B6E 

used the avoidance strategy. 
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Table 7.9: Example of using an avoidance strategy (Subject 5B6E) 

¥:.1.t«61i:~:j:' .......... : .. : ................................ ::.; ··:I~I#:ltl;ri¢a·::i: ..••.. :.; ........................... ;: ••.•..••.••.•.•••... : ... 
-1(1~\ __ - ~ It 3l.ifM, 1~ ~)/.11~1z My name is - -. I am X in primary 

-~ .e- five in - - school. 
1';6 I d'" I am - - -. am stu ymg In pnmary 

five. I study in - - school. 

~J:t l' ' ~ 
I am eleven years old. 

avoided 

~ ~~ ~ ~~ 1l )( .,: x it My school is in X Road. 
My school is in X Road. 

fl( 1ij e ,~ ~ ~ 1~ i' ::. ~! . .rJi- t Every day I go to school before ten 
~\\ it ~I\ ! , .1l ~!. It. :tr ;:.~fl.t-:r minutest two. And everyday at a X to 
-~!ll I> ~ -, six, I go home by school by bus. 
:1 ') ~:& :fJ'l. 
1 ust arrive school by ten to one 
exactly. A quarter to six, the school 
bell is rung at the end of the school 
day. 

~ a ~ 1.P. ff ~ ~)- 1:., 
There is a recess at three o'clock. 

avoided 

'f #1 1tj :. ~ III q ~, ~). ill .f *-~ avoided 
So 1@ , ~"lf l~ ~ -fff .. }.i 
There are two playgrounds. There 
were three in the past. One was 
demolished. 

~ af t ~J t1l-itt~~ IJllt. 
The environment of the school was 
very good. 

My school before is very beautiful, 
but now my school is very X. 

\~ $. 1M i*k ~. Yfr vA ~ if<t t ~ -J:.t!.. avoided 

~ ~ l\. pifJ?ji j) t1.t -t I ~ :Q~F-f1 
~t 't~, J> 11"1- ~ ~,i~ $t. 't 
il~t.~Y $~ i~*1~. ~&~ 
~Q J'J ~ a§-
However,)here 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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til.K tlg ~ ~ -r 13--l.~ 
There are about forty teachers. They 
are very kind 

1" "1 ~ 11.. i mil ~ J~ 
There were about nine hundred school 
pupils. 

I like my school very much because 
my classmates are very good to me. 

My school have about 40 teachers. 
They are very kind. 

avoided 

And my school's X is very helpful. I 
like my school very much. 

As can be seen in Table 7.9, Subject 5B6E 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 imponant and interesting details about the school were avoided, and 

four IUs 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 P5 

(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<.OOl, 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 subjects, 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 

Ll 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. 

7.4.2 Replacement of ideas due to linguistic incompetence 

When the subjects could not fmd 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) 

~ ~ f>f~ -i~l ~ lJ ~Ji1 .~ 
(Sometimes, chat with each other) 

Replaced by (MSWC): 

~~~llt 
(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 

P3E P3C P4E P4C P5E P5C P3- P3-
P5E P5C 

Mean 0.5 0 1.5 0.17 1.83 1 1.39 0.39 

s.d. 1.33 0 1.87 0.41 1.47 0.63 1.54 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) 

It 1~ 2. ~t. I 1t ~ - r,t 
(After lunch, I rest for a while.) 

(English) 

"I rest about fifth (fifteen) minutes." (Subject 3B6C) 

The phrase "for a while" was replaced by I'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) 

l' ;:. ~, ~ 1~ -.fk 
(1 do the same routine.) 

(English) 

til 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 fmd 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) 

~ Ji ~ ~'f =/:;. , I ~ 1:-f. ~ l'~f jL 
(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) 

.. , ~ "j) trK II" '" ~ -~ 5-/t.. 7~, , "., ~~ ~'tJ !f. '¢l1 • 

(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) 

~ ;ft' ~ X2 ",. ~ ti il :r~ r:t ,j( ~~ ~ 0 

(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) 

(il) (Cantonese) 

1. Yti ~t"" ~ 1! 1~. ,~' ~-tL 4-u--j-

(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 3AIE) 

Subject 4B4E reported that he did not know the spelling of "bottle". He used the 

word "water" to represent "water bottle". Subject 3A IE said she did not know how 

to express ",\).tt.~~~ (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 

P3E P3C P4E P4C PsE PSC P3-PsE P3-PsC 

Mean 1.83 0.83 1.16 0.5 2 0.67 1.66 0.66 

s.d. 2.23 0.75 0.75 0.55 l.1 0.52 1.46 0.59 

No. 6 6 6 6 6 6 18 18 

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 

over generalization often involves the incorrect application of previously learned L2 

material to a different L2 context, and suggests that all generalizing involves 

transformation and that all transfers involve generalizing. 

7.4.4 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 wete 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 5B4C when writing in Chinese. 
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(Cantonese) 

(The teacher felt very angry. Therefore she punished Siu Fan by standing and Siu Fan 

had to say sorry to Siu Ming.) 

(MSWC) 

t- ~, ~ ,,~ ~J' 9A ~:ti Jl. J 1l ~ Jtttj)i G:. ~ a ~\1. 
(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 P4C P5E P5C P3- P3-
PSE 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 

No. 6 6 6 6 6 6 18 18 

Table 7.12 summarises the incidence of topic changes by the sample. The mean 

number of topic changes per English text as a ttansformation approach was 1.6, and 

for Chinese it was 1.44. There were no discemable 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) 

1," ~ ~ft.~'9 i ,,1.., i,l1t!l tl ~~ ~ ~l ~ ~ , ~t f.fl~1t "l~~~ . 
(We may try to pelt the frogs with stones, anyone who can kill the greatest number 

of frogs wins the game.) (Subject PSA2E) 

239 



(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) 

- 41!1 ?c. ~ A.. t t t 
(The old woman was eating her breakfast.) 

(English) 

"The old woman drink (drank) a cup of coffee." (Subject 5A3E) 

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 

sttuctures. Through insight, logical thinking and various forms of hypothesis testing, 

they will call upon whatever prior experiences they have had and whatever cognitive 

sttuctures they possess to attempt a solution to new problems (Brown, 1987). In terms 

of Ll and U linguistics, transfer usually refers to the process of using knowledge 

from the Ll when using the L2 (Cummins, 1981; Ellis, 199Oa). 

7.4.5.1 Transfers in Literal Translation 
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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 L 1. Literal translation 

involves the replacement of words and sequences of words in the L2 with equivalent 

words from the Ll. 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) 

~ 1y~ j.. ~ x I' *1 * "' 
(English) 

"I am in X X School study." (Subject 3B6E) 

(1 study at X X School.) 

(il) (Cantonese) 

~~ ~1 ~} ~ ")l,,. ~, ~ - ~1!l i 1;; 1).11.. 

(English) 

"Once upon a time had a beautiful queen." (Subject 3AIE) 

(Many years ago, there was a queen.) 

(iii) (Cantonese) 

1 e ~3; ." G ~; P."i 100 
(English) 

"He not remember open the window." (Subject 4AIE) 

(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 

P3E P4E P5E P3-P5E 

Mean no. of 2.17 2.83 2.7 2.56 
idea units 

s.d. 2.48 1.6 1.75 1.88 

No. 6 6 6 18 

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 

arc 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. Friedlander (1990) reports 

such a diminishment in the quality of the writing of children who use this strategy. 

7.4.5.2 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. Difficulties 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. 

7.4.5.2.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 va. 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) 

~i j.. 'J. 'it ~ ~ 
(English) 

"He 6 o'clock xx school." (Subject 4AIE) 

(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.S.2.b 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 

(U and Thompson, 1981). The children examined in the plesent study transferred the 

use of subjects from Chinese to English, as the examples below illustrate. 

(i) (Cantonese) 

it}",1 -tl~ ~r YA ltlj I ~ - Illj) t ~ 1>:t}.. 

243 



(English) 

"Once upon a time had a beautiful queen." (Subject 3AIE) 

(Once upon a time, there was a beautiful queen.) 

(ii) (Cantonese) 

Y>Jt.)t.. ~ ~ (\11) ,1, ~~ J..... .. 

(English) 

"So here must have seven dwarves." (Subject 4AIE) 

(There must be seven dwarves here.) 

(iii) (Cantonese) 

~.Lt -'1 ~ - "Ii) J.... , 1e!./i. - -1t ~~ . - 1l. ~~ .. 
(English) 

"Once upon a time, there lived a farmer, a cat, and a dog." (Subject SAlE) 

(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.S.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 (ii) in the examples below, no article is present where one is actually 

244 



required in English. 

(i) Cantonese) 

~ ! \] Ll-\..:L ~~ #- i~ 

(English) 

"It wants to drink the water in the mountain." (Subject 4A2E) 

(ii) (Cantonese) 

~.5l ~ (11 J.) r;)~ I 

(English) 

"I (shall) will eat (the) apple with you." (Subject 3A1E ) 

7.4.S.2.d 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 Fonn 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) 

" It~ ~ ~J; it 'tt -t~ .,e(. 
(English) 

"My school before is very beautiful." (Subject 5B6E) 

(The environment of my school was very good.) 

245 



(ii) (Cantonese) 

~)t ~lj ... Lftt:fJt~";&. ~ .r~ 1@ ~. 
• 0 

(English) 

"Once upon a time ... He pick up a stone and throw the stone to the boys." (Subject 

SB6E) 

(He picked up a stone and threw it at the boys.) 

Subject 5A3E 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.S.2.e 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) 

~Jt. "'1 ~ ;. '1 ttl ! ~ tl-t- '\ } 
o 

"Once there :Dl three child." (Subjects SA2E) 

(Once upon a time, there were three children.) 

(ii) (Cantonese) 

~ -111t\ ~ 1 fc i9 4r A... , "e ~ t./i t. ~~ ... "i5Jl Ji ~J:. t ~ 
• • •• • 

(English) 

"One day the old woman s!!:i!!! 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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7.4.5.2.f Transfer Effects Involving Plurality 

Cantonese does not have plurality, but regular plural forms occur in personal pronouns 

like "1~ I>~' (we are), MSWC "~~ 111: Nouns are not inflected to show plurality. 

Examples of the effects of this phenomenon are shown below. 

(i) (Cantonese) 

~)!, {£ ~ ~ tlr!1 "
(English) 

"My family have four people." (Subject 4B6E) 

(My family has four members) 

(ii) (Cantonese) 

~ 'YJ J; 
"It have four floor." (Subject SBSE) 

(It has four floors.) 

7.4.S.2.g Transfer Effects Involving Possessive Cases 

Cantonese pronouns do not inflect to indicate possession, for example " -1~ ~.lB 1 t.' 
(your brother) (Gao, 1980). This concept was transferred to the English writing by 

the subjects in the present research. 

(i) (Cantonese) 

I,. 'J tJ~ ,( ,,~ (j \ ~ 

(English) 

"It name is X X X Primary School." (Subject 5B5E) 

(Its name is X X X Primary School.) 
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(ii) (Cantonese) 

-i ;t ~Ji.. /" ~ ..f:t: J-.. ~I~ a 1; ,~ :k ~ 

(English) 

"The bird fly in the woman mouth to eat the fly."( Subject SA3E) 

(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 '!it A.11;l 0' in Cantonese. 

7.4.S.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 fU'St example below, it was not necessary to use 

the passive voice. In the second example, the active voice should be used 

(i) (Cantonese) 

i( t \?f. ~\lJ 
(English) 

"The fue was broke out." (Subject SAlE) 

(The fire broke out) 

(li)( Cantonese) 

t11§) rA Jt ~PJi.. =-1-
(English) 

"The top had built three years." (Subject 5B5E) 

(The top was built three years ago.) 
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7.4.S.2.i Transfer Effects 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 fU'St 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 arc 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) 

p~ ~/t 1§.. 1J!l ~ f~ ~1 'r'-' sIC §t:.. "Ji 17tt. "\~. 
(English) 

"But the queen was dead very young." (Subject 3AIE) 

(The queen died very young.) 

(ii) (Cantonese) 

~ t} * l,,:p( ¥Je~ ~ *k. ,§ ~ ,,~ lil ;1-f:j ~ ~1-tl t-. 
(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.S.2.j Transfer Effects Involving Prepositions 

The fU'St example below illustrates how "in" and "into" are used differently in English. 

In Cantonese," A... " can be combined with different verbs, its meaning being the 

same as "in" and "into". 
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(i) (Cantonese) 

~; ;l ()Ji: A- ~ -tr J.- lil~ a ~ "t /i 
(English) 

"The cat run in the WOtmll mouth to eat the bird." (Subject 5A3E) 

(The cat jumped into the woman's mouth to eat the bird). 

(ii) (Cantonese) 

:h: pJI ~ #;:..1~, ;( * 
(English) 

"My school is in X road" (Subject 5B6E) 

(My school is on X Road). 

7.4.S.2.k Transfer Effects Involving Negatives 

Cantonese generally uses "~" "o.,t" ".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) 

-i e. rij P-«4 I u' 

(English) 

"He not happy."(Subjcct 4AIE) 

(He is not happy) 

(ii) (Cantonese) 

1! ~ ~fJ~ 1!. ~a" ~ 
"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) 

1tr ~ti =- -fe ~ ~~~ Ji, ~ 
(English) 

"You get these three axe back home. II (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 ~~ '>SD "I!) J

(English) 

"My family has four people." (Subject 4B6E) 

(My family has four members.) 

Cantonese use the word 'people' very often. The Cantonese use 'J..... ' (people) to 

represent '~i '(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 s.d. P4E s.d. PSE s.d. P3-PSE s.d. 

Tenses 11.3 2.S1 7.81 7.74 
(mean) 7.5 3.5 S.17 S.39 

Verb 2 1.94 0.41 1.58 
forms 1 1.7 0.17 0.78 
(mean) 

Plurals 2.16 0.89 7.85 4.63 
(mean) 2.7 2 S 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 LSI 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 O.S 1.06 
(mean) 

Articles 0.82 0.75 0.82 0.78 
(mean) 0.7 1.2 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) 2.33 1.83 1.66 1.94 

No. 6 6 6 18 

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 defmite 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) 
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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 Ll. 

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 funher 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.S 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. 

253 



:!t 

~ 
:--' -

~ 
~ 

Fig. 7.1 
No. of 

Idea 001 ts 

200 

180-

160-

140-

120-

100-

80-

60-

40-

20-

0 

TRANSFORMA TION OF IDEA UNITS 

1~~"'~·riUa& I 

~ 
[11:1 1[le l I£G:I 1[le''fTcTTife-'l[1eT 1[1(1 I£l e l 1[lel I['e' 1[lel 1[le l 1[lel '[lei 1[lel'£lcl'['C 
lAl 3A2 :MJ 3B4 :115 _ 4A 1 <tAl 4A3 .. 485 411& SAl 5A2 SAl 584 5B5 5B6 

Subjects 



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 

ideas when writing in Chinese. but only expressed about S3% 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 

(2S%). This clearly reflects the expected trend for the subjects' Chinese competence 

to be higher than their English competence. 

During the ttansfonnational process. the subjects often added and deleted IUs. 

They added more new ideas when writin~ 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. S.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 ttansfonnations of the 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 GIU s 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 GIU s per text). In terms of transformations from completeness to 

fragmentation, more OIUs were found in English writing (5.5 Gllis 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 fmal 

product in Chinese, but not in English. In the majority of the compose aloud 

protocols (2S 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 transformation~ 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 = O.S6 avoided IUs per text), reflecting the subjects' confidence in 

operating in their Ll. However, the mean number of IUs 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 IDs 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 PS, 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-term 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 (ScardamaJia, 1981). As the load on the working memory component of 
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short-tenn 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' Ll 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 IS% 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 Ll 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, 199Oa). 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 transfonnations 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 Ll to L2. Edclsky (1982) 

studied 1st, 2nd and 3rd graders in a bilingual programme and showed that writing 

knowledge transfers across languages, with writers using Ll strategies and knowledge 

to aid their L2 writing. However, she argues that writers mainly apply their 

knowledge about writing from their Ll 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 imponant goal of learning is expression, not absence 

of elTors. 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 incOlTCCdy) 

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) 

warns that writing is hampered when writers are too concerned with rhetorical 

concerns (how-to say-it) rather than with substantive concerns (what-ta-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 elTOl'S. 

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 teduction 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 "comet" 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 tnalcWg 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 learners resort to their LI, this will 

inhibit acquisition of the L2 and bring a danger of errors associated with LI 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 fann 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 refme 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 ptesent 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 L 1 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 Ll. 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 Ll 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 Ll, all errors are indiscriminately dealt with in identical 

fashion. In other words, no attempt is made to capitalise on the similarities between 

the Ll and the L2. Sridhar (1981) points out that the leamer's Ll knowledge can 

serve as input to the process of hypothesis generation, and Corder (1981) suggests that 

the learners' Ll may facilitate the develop1llental process of learning an L2 by helping 

them to progress more rapidly along the 'universal' route when the Ll is similar to 

L2. Krashen (1981) notes that the Ll 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 transfonnational 

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 should 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 

leaming." (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 tbe Composing Process 

This chapter focuses on the subprocess of pausing in the composing process. Pausing 

between periods of putting pen to paper is 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. Pianka (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 th~ 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 Ll. 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 Ll and U. 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 fann 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 aI. (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 aI. (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) 

M - 1,) ~~ (1:. ..Ll 71 ii1 9 t q. \9 t (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: 

Mean 

s.d. 

No. 

Summary of pausing for retrieval of information in English and in 
Chinese (18 subjects) 

P3E P3C P4E P4C PSE PSC P3-SE P3-SC 

0.3 2 0 1.S 0.67 3 0.33 2.17 

0.51 0.63 0 1.04 0.81 1.78 0.S9 1.34 

6 6 6 6 6 6 18 18 

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 0 (Subject P4AIC). 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) 
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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% (5 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 

O. 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<.OO1, see 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 rettieve more information than they needed and, if so, 

might have to select cenain information and discard items considered irrelevant 

Responses like "I was choosing something" and ItI am thinking which one is better" 

were classified in this category, as can be seen in the following example. 

(in Chinese) 

)~~ Jj ~ 3 ~ - 11 ;<t ~ (f) {:i: ~~ &1~ 1~jE~! 6 

(It saw a roasted pig (P) in front of it It ran towards the pig.) (Subject 3AIC) 
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The subject paused and later said that, at that time, she had two phrases in mind, 

, 1~f<.iJ(roasted pig) and '~E~' (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) 

P3E P3C P4E P4C PSE PSC P3-SE P3-PSC 

Mean 0.3 1.67 0.33 2.3 .33 1.83 0.33 2.06 

s.d. 0.51 0.81 0.51 1.63 0.51 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 S (1.8) were minimal, with the highest count 

4 (4A1C, 4A3C, 5A1C) 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 3AIE) 

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 decided 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 P5 (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.<.OOl, 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) 

~ - ~) 1t~ V::; (~ 8t , ~ 3 -/tl!} ~~ ~1-it\~9 ~ ~ 0 

~ ~~ ~~ ~i.l~ f, ~t, ( p )~ -ft~ ~~ ~ 
(One day, before sleeping, my mother told me a very interesting story. Should I tell 

you the story? (P» (Subject 3AIC) 
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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 stan of the story. 

The same subject continued to write and pause again as can be seen in the 

example below. 

(in Chinese) 

~.>t t ~9 ~ .%-l. ilfl f:rj ! (P) 

(The content of the story was as the following: ... (P).) (Subject 3AIC) 

The subject paused and later said that she was trying to fmd a way to introduce the 

story. 

Table 8.3: 

Mean 

s.d 

No. 

Summary of the incidence of pauses for planning in English and in 
Chinese. 

P3E P3C P4E P4C P5E P5C P3-5E P3-5C 

I l.67 I 83 0.33 2 0.78 1.83 

1.27 1.63 2.45 0.75 0.56 l.1 1.56 l.15 

6 6 6 6 6 6 18 18 

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 l.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 O. 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 3AlE) 

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 

3AtE) 

The subject reported that during the pause she thought how to start the story. She 

wanted to write "When my cousin was little, she Ji.lced 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 3AtE 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%). 

273 



The average number of pauses for planning was also slightly higher (Chinese 1.80 vs 

English 0.78) ('t' value = 2.96, p.<O.OOl, 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) 

(P) ~ Ps~ - 4- ~ -.4 iIg ill .£.) e.. ,~t. .i&. ~ J -=- -9-. .J-~ ~t~ j • 
«P) One year after another, time passed away. Three years had gone.) (Subject 

3AIC) 

The subject at fU'St 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) 

1.Jf' -r ~ l' Ir~\\ ~~ I ~ j ~ ~ 1~~ t''i #t!.. C P) ~ 1~t j- . .It} ~~ ? 

(The old lion was not an exception. It was old. Shall we call it (P) 'Old Lion'?) 

(Subject 3AIC) 

This subjcct 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: 

Mean 

s.d. 

No. 

Summary of pauses to consider logical problems when writing in 
English and in Chinese 

P3E P3C P4E P4C PSE P5C P3-P5E P3-PSC 

0 1.17 0 1.5 .33 2 0.11 1.56 

0 1.94 0 1.38 0.52 1.1 0.32 1.46 

6 6 6 6 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 3AIC made 5 such pauses and Subject 

SAIC made 8. Subject 5A1C 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 SAlE) 

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) ('t' value = 4.19. p<o.OOI, see Appendix 8.4). Subject SAle paused 

more in Chinese than in English (Chinese 8 times vs English 1) to think of this type 

of problem; Subject 3AIC only paused for this type of problem when writing Chinese 

(Chinese 5 times vs English 0 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. 

276 



The following is an illustration: 

(in Chinese) 

1~ ~." -t ~~3t J!..~tt} rI:J ~ -\t~ tf& ~,m ~ 1'~JT ~(V ~1t. 
(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: '.J\~W ~~ 

(kept on ), 'l~e .. ;t1e Oumped once), and 'r&--~ ii. (jumped at intervals). She chose 

'kept on jumping' for she said that was "more reasonable". 

Table 8.5: 

Means 

s.d. 

No. 

Summary of pausing to select appropriate words in English and in 
Chinese. 

P3E P3C P4E P4C P5E P5C P3-5E P3-5C 

0.33 1.67 0.33 1.83 0.33 2.83 0.33 2.11 

0.52 1.97 0.82 2.14 0.52 1.94 0.59 1.97 

6 6 6 6 6 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 5 

(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 wriucn with alternatives. He was also frequendy 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 3AtE) 

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% (S out of 18) of the subjects paused to select 

applopriate 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.<O.OOOl). 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 wOIds)" 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) 

. \. f.- "'1 ~~ (P) -x. j ~ t Q 

(The dwarf asked the wolf X {to disgorge} him out (Subject P4AIC) 

The subject paused to look for the word 'P~' (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 P3C P4E P4C PSE PSC P3-PSE P3-5C 

Mean 35.2 O.S 14.8 0.33 6.S 0.17 18.83 0.33 

s.d. 47.4 0.84 25.7 0.82 2.74 0.41 31.78 0.69 

No. 6 6 6 6 6 6 18 18 

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 fmd 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 3AIE) 

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 3B4E made 124 pauses for this 

activity; Subject 4AIE made 67; Subject 3A2E made 50; and Subject 3A3E made 11. 

The large quantity of pauses for this ac~yity 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 3AIE, 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) 

~~'P .} it (~) : 
(The lion said (P): 'Thank you very much.') (Subject 3AIC) 

She said that during the pause she wanted to write: 
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(The protocol in Cantonese) 

~ f& fr- 3 4~ , ~r;. ~,j;\) h~ i ~y t~ /f- 3 ~ 0 

(1 have helped you. (You are a small mouse.) 1 do not expect you can help me. 

However you have saved me.) (Subject 3AIC) 

Table 8.7: Summary of pausing whilst constructing sentences in English and in 
Chinese 

P3E P3C P4E P4C PSE PSC P3-SE P3-SC 

Mean 6.17 1 1.S 0.16 2 0.17 3.22 0.44 

s.d. 7.36 1.1 1. OS 0.41 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) 

~ 1~ f:l 11 -#~ 1ft1 ~~ ~<..t~ ~ t. 
(1 do not have energy to pull the bucket of water). (Subject 3AIE) 

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 pennitted. Comments like "I am considering 

whether what I want to write is Cantonese" were put in this category. 

The following is an example: 

~ 9.- }J.j:. ~ (P) ,~ ~ of. 1'" -1f} " 

(I am hungry (P). 1 must eat you.) (Subject 3AIC) 

The subject paused and considered the word ~·:t.t~'(hungry), then tried to remember 

whether the word was Cantonese or MSWC. She wanted to write ,~~, but could 

not remember the strokes of the word 'f~" so she used '.A t ' . 

Table 8.8: Summary of pausing whilst transforming Cantonese into MSWC. 

P3C P4C P5C P3-PSC 

Mean l.5 1.67 2.33 1.83 

s.d. 1.38 0.82 0.86 1.04 

No. 6 6 6 18 
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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.S), 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 (3AIC 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.S 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 Fonn 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 

s.d. 0.82 1.21 0.63 0.88 

Conjunction mean 2 1.5 1. 1.5 

s.d. 2.68 2.34 1.26 2.09 

Subject/pronoun 0.83 0.83 0.5 0.72 

s.d. 1.33 0.98 0.84 1.02 

Preposition/articles 1.33 0.83 0.83 1 

s.d. 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 

fonnation. 

"This time, the farmer know the dog is (P) honest." (Subject SAlE) 

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. 
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It was found that SO% (9 out of 18) of the subjects paused to think about 

tenses. The mean number of pauses for the IS subjects were l.33. The differences 

between P3 (mean number of pauses 0.83), P4 (1.83) and PS 0.33) 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. 

S.3.S.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 3AIE) 

The subject paused to think about using the wOld '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 IS) paused to think about verb 

forms during writing. The mean number of pauses for the entire 18 subjects for this 

activity was 1.5. P5 subjects (mean number 1.83) and P3 subjects (1.83) paused 

slightly more than P4 subjects (0.S3). Individual differences were marked. Eight 

subjects made no apparent pauses whatever for this activity, whereas Subject 3AIE 

paused 7 times and Subject SAlE paused S 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. 

ItIn my school, there are many of X in my school, example, X, stories (P) land and 

swimming pool." (Subject 4B5E) 

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 PS (1) were 

also small. 5 out of 6 of PS subjects paused for this activity, suggesting they were 

more aware of plurality in grammar. 

8.3.5.4 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 Itl 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 imponance 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. II (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 PS (O.S) 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, SA3C, SBSC) 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 SAlE (12 

pauses) and Subject SA3E (13 pauses). The researcher is familiar with the teaching 

style of their English teachers and can repon 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 

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.S.7 Pauses Associated with the Mechanics of Writing 

8.3.S.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 rmgers 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) 
-+4~ '1i - ttl :it l$t f9.-~ t J ' ~ (. f ) tv tt. -1' -\ ~ ~ • 

(There was a naughty little (P) mouse looking for food.) (Subject 3AIC) 

During the pause, the subject tried to think the strokes of the character ' ~v' (mouse). 

Table 8.10: 

Mean 

s.d. 

No. 

Summary of pausing for spelling in English and thinking of the 
strokes in Chinese characters 

P3E P3C P4E P4C P5E P5C P3-SE P3-PSC 

9.67 14.5 6.33 8.9 7.83 8 7.94 10.44 

8.71 9.97 3.98 4.96 3.54 6.9 5.17 7.7 

6 6 6 6 6 6 18 18 

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 PS. 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 (3AIC, 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 (4BSC, 

SB4C) made fewer than 2 pauses for this activity. Their texts were relatively shott 

(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 3AIE) 

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 beucr than their PS 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 (4AIE) paused S 

times for this activity but she made 64 pauses to look for words. This is evidence that 

she could not fmd 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 fmd 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.S.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) 

.. I, ~ #V t $' ~~ ~.L! \~l..il il-.:r. cP) .ia ~ if, \2) ~ ~ \!l ~ .. 
(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 rust, 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 

P3E P3C P4E P4C PSE PSC P3-SE P3-SC 

Mean 3.5 3. 1.67 1.17 1 1.83 2.06 2 

s.d. 4.46 2.19 2.73 1.33 1.5S 2.14 3.15 1.97 

No. 6 6 6 6 6 6 18 18 
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72% of the subjects (13 out of lS) paused to think about punctuation when they wrote 

in Chinese. From Table S.ll 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 P5 (1.S3) 

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 capitaJiud. 

56% of the subjects (10 out of 1S) 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 

P3E P3C P4E P4C PSE PSC P3-PSE P3-PSC 

Mean 6.67 S.83 7 4.33 S.83 7.S 6.S S.89 

s.d. 3.44 2.48 4.47 1.37 2.23 7.18 3.33 4.39 

No. 6 6 6 6 6 6 18 18 

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 S.89, quite a high frequency. There were differences between the average pauses 

for P3 (S.83), P4 (4.33) and PS (7.76) groups. The subjects of PS 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 wete not great (the mean number of Primary 3 was 6.67, 

Primary 4 was 7, Primary 5 was S.83) and the one-way analysis of variance was not 

statistically significant, see Appendix 8.S). 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 It, "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) 

*- ,~~. -~Iil qli.K, "~A ~ ,«PI) ~Jl) 1t j c P),. . 
(Suddenly, it was captured by a very, very big net (P).) (Subject 3AIC) 

During the pause, she said, "My hands arc sweating, I want to take a rest" (Subject 

3AIC) 

Table 8.13: Summary of pauses for expression of feelings 

P3E P3C P4E P4C PSE PSC P3-5E P3-5C 

Mean 0.83 0.33 0.67 1.33 0.5 0.67 0.67 0.78 

s.d. 1.33 0.52 0.82 1.21 0.84 0.82 0.97 0.94 

No. 6 6 6 6 6 6 18 18 

50% of the subjects (9 out of 18) paused to express their feelings when they were 

writing in Chinese. From Table 8.13 it can 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 
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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; PSt 

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 (3AIC) 

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 the 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. 

295 



-• co 

t 

(/) 
I.&J 
(/) 
:::l 
< 
0.. 
LI... o 
~ 
0.. 
> .... 

1ft 

- ~~~~~~~~~~~~~~--+ 20 00 CD ~ N C UN _ _ _ _ _ 00 u) .. N 0 

Figure 8.1 

296 



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 

SAle 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 PS 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 fmd 

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 PS (mean = 6.S) groups. 

A problem prompting pauses was apparent in terms of the effons 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 sttictly 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 P5 

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 maang more pauses than 

the older subjects. The subjects paused slighdy 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 (lIKED, 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 governing 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 fecI it is not possible for the teacher to answer all 

questions from students, since they fecI 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 confums 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 wrinen cohete within the overall plan. Before putting pen to paper, they 

need to hold these decisions in mind, working memory limitations sevetely restricting 

the amount of information which can be held in conscious memory. They thus make 

notes to assist memory, quickly scribble down draft venions of ideas, and work at 

their own pace and in the comfort of their preferred writing environment. All these 

elements arc usually unacceptable to Hong Kong primary school teachen. 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 venion. 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 arc 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 pwpose of their writing (Collins 

and Genttter, 1980). 

Graves (1984) found that children who have difficulty with spelling and who 

~ 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 elements of linguistic competence need separate and focused 

treatment. 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; 1 ()()tI, 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 ease matters; the contrasting approaches used by teachers to teach Chinese 

and Bnglish have negative transfer effects; and the restricted opportunities outside the 

classroom to blush up and develop English in Hong Kong narrow the kinds of 

304 



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 

insttuctional objective is to pass a teSL 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 

means of the 'Pinyin' system, character structure analyses, and the 'word chain' 

approach, or combinations of the three methods, pupils are taught to master 2S00 

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 

seem 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 aI. (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 
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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 pans 

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 retlccted 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 (mal review subprocess. 

9.2 Types of Revisions 

Most writen 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 Bereitcr and ScardamaUa (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 ale (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 repon 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 purpose 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, 

confmed 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 p",sent ",search. 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 fmal 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) 

~ y >-. ~h T' 1t ~ 
"I J\ _ ,'f./L 'J.:A... ,'9 ~ 

(I lbml put down my school bag.) (Subject 3B6C) 

(in English) 

"One day, the free fU'e i! was broke out." (Subject SAlE) 

Table 9.1: Summary of revisions correcting misspelt English words and wrong 
Chinese characters 

P3E P3C P4E P4C PSE PSC P3-SB P3-C 

Mean 6.5 9.67 5 4.5 3 5.33 4.83 6.5 

s.d. 5.72 7.39 3.29 2.59 2.37 4.03 4.08 5.32 

No. 6 6 6 6 6 6 18 18 

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 3AIC 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.ds, 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 = 5) 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 are 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 comet 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 COITeCt 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. 

9.2.2.1 Replacing Words by More Appropriate Ones 

During writing or in fmal reviewing, some subjects decided to replace words with 

more appropriate ones. The examples below illustrate this kind of revision. 

(in Chinese) 

~ -12.1::. tt, ~91E1 -18 ~ ~ ~@ !j ~ ~~ £. 
(A kind old man took me back to school.) (Subject SAlC) 

(in English) 

"But the queen was dead very fin young." (Subject 3AIE) 

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.<.OS, 

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) 
1 

\~ ~ ~ foIT ~ l~'~ ~t .:L_rt 
(It was because all her classmates had gone went to school. (Subject SA2e) 
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(in English) 

"Once upon a time had a beautiful queen." (Subject 3AIE) 

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) 

I\~ ~ - '1~ ~,~~ ~9 ~.Ai): ~t-
(He has a kind ~.) (Subject 4B4C) 

Subject 4B4C put down ',1:7 ' and revised it to 'At,,-. He said later that he thought 

the word ''<i1' was Cantonese so he teplaced 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 wOlds, as can be seen below: 

(in Chinese) 

~! 1; It ~.~ \~ ~ 1rCj ,,~ ~ ,t ? 

<Ell the school mates laugh at me?) (Subject 5AlC) 
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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) , 

Ii' ~ I, ~ ~ f\~ ~ Jt- ~ "a -3' ~ ~j. 
('Ibis made passerby me uncomfortable while I was walking.) (Subject SAlC) 

(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: 

Mean 

s.d. 

No. 

Summary of revision of words written in Chinese and in English (18 
subjects) 

P3E P3C P4E P4C PSE PSC P3-SE P3-SC 

O.S '1.67 0.83 0.83 0.67 4.5 0.67 2.33 

0.84 2.25 0.98 0.98 0.82 4.84 0.84 3.36 

6 6 6 6 6 6 18 18 
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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 PS (mean = 4.5), were small. P5 

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 PS groups (mean O.S VS. 0.83 vs 0.67) were very small. 

Individual differences were not great (s.d = 0.84), and the highest count for anyone 

subject was only two. 

On the whole, more subjects made revisions to words when writing in Chinese 

(67%) than in English (SO%), 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.<.OS, 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) .:t. ~ j 
~ ~ J -=- 1f . 'l' ~ ~\J ~~ 0 

(After three years, the mouse ~ (was grown up». (Subject 3AIC) 

(in English) 

"It found I,jm: (a bottle of water). II (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) 

=t I~ !,el l' (~~ , ,~e. ~ ~ ~ * J • 
<Being Very unhappy. she began to cry.) (Subject SA2C) 

(in English) 

"Once X a time, in the village, there were (lived) a farmer, a cat and a dog. II (Subject 

SAlE) 

Subject SAlE 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). 

9.2.3.3 Inserting Phrases 

". "a~.i... ~ • 1€. 15 ~ IV' ~ )¥-J;;~ ttl .JC! A- ~ .. 
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: 

Mean 

s.d. 

No. 

Summary of revision of phrases in English and in Chinese for the 18 
subjects 

P3B P3C P4B P4C P5E P5C P3-SE P3-5C 

0.33 1.17 0.5 0.17 0.67 1.17 0.5 0.83 

0.52 1.42 0.84 0.41 1.03 1.6 0.78 1.3 

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 PS (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 (O.S). 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) 

:t~!. li. ~ Jt , ~ ~ ~ ,,, ~ I ~ {1:- '" )l x ~/dJtt. 

(I am --.1 am eight x this year. I am studying in --- Primary School.) (Subject 3B6C) 

(in English) 

··Mummy and daddy come back and we have our lunch. tI (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) 

hf kAt~ ~\~}t-f t ~ ~ \~ #< I ~ =,~, 9j1 ~o) 
<But my mother insist me to take a rain coat. I do not understand her.) ( Subject 

SAlC) 

(in English) 

"The cow walk in woman mouth to the dog and play." (Subjcct 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: 

Mean 

s.d. 

No. 

Summary of revisions of clauses and sentences in English and in 
Chinese for the 18 subjccts 

P3E P3C P4E P4C PSE PSC P3-SE P3-SC 

0.5 0.67 0 0 0.5 0.5 0.33 0.39 

0.84 1.2 0 0 0.84 0.84 0.69 0.85 

6 6 6 6 6 6 18 18 

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 

clauses 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 PS (0.5) were minimal. 

On the whole, few subjccts 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) 

*,-11 ~ ~~ ~ It ~l-41t 'I. -i~\~' 
(1 have full confidence on my family ~ ,) (Subject 4B4C) 

(In English) 

"Then the first little pig made a house of sticks ...a-. (Subject 4A3E) 

Table 9.5: Summary of revisions of punctuation for the 18 subjects 

P3B P3C P4B P4C P5E PSC P3-5E P3-SC 

Mean 2.S 2.17 1 0.5 0.67 0.67 1.39 1.11 

s.d. 2.81 1.6 1.55 0.84 0.52 0.82 1.95 1.32 

No. 6 6 6 6 6 6 18 18 
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Fifty per cent of the subjects revised punctuation when writing in Chinese. From 

Table 9.S, 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 PS (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.S for P3, 1 for P4 and 0.67 for PS, a slender downward 

trend associated with the age of the subjects. Subjects 3A IE 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. 

scripts, only 2 subjects revising pronouns and 2 subjects conjunctions. The subjects 

reported little ~ct 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) 

(il) Revision to possessive cases: 

"Then he came to the third little m.u pig's house." (Subject 4A3E) 

(iii) Revision to the tense used: 

"It is lQQk 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 Iml (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 

P3E P4E PSE P3-SE 

Mean 4.33 4.5 4.17 4.33 

s.d. 7.31 6.15 2.32 5.34 

No. 6 6 6 18 
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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.S and PS a mean of 4.17. Individual 

differences were quite large (s.d. = 5.34). Seven subjects made no revisions of 

grammar while Subject 3AIE 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 

9.2.7 Revising Paragraphs 

Subjects 3AIE, 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 

sttategy or lack of knowledge. Below are examples of careless mistakes made by the 

subjects. 

322 



(in Chinese) 

~ 11§~!ri ;r,!~. 

(But I cannot find one.) (Subject SA1C) 

(in English) 

"We played games, ~ 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 

P3E P3C P4E P4C PSE PSC P3-SE PS3-SC 

Mean 2.33 2.33 2.17 2.17 1.33 2.17 1.94 2.22 

s.d. 3.33 2.S 1.33 1.47 1.21 2.S6 2.1 2.1 

No. 6 6 6 6 6 6 18 18 

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 subjccts 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 PS (2.17) were small. The 

highest counts for this activity were 7 (Subjects SA3C and 3A1C), and the lowest was 

O. 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 subjccts 

was 1.94, the differences between the means for the P3, P4 and PS groups (2.33 vs 

2.17 vs 1.33) being rather small and statistically non-significant (see Appendix 9.S). 

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 elTOl'S made reflected the length of script produced rather than any 

significant trend associated with writing in the Ll versus writing in the Ll. 

Table 9.8: Summary of types of revision in English and in Chinese. 

Types of revising P3-SE % age P3-SC %age 

mean mean 

Misspelt words and wrong 4.83 35 6.5 45 
characters 

Words 0.67 4.9 2.33 16.3 

Phrases 0.5 3.6 0.83 2.9 

Clauses and sentences 0.33 2.4 0.39 2.7 

Punctuation 1.39 10 1.11 8.3 

Grammar 4.33 3.1 

Careless mistakes 1.94 14 2.22 16.7 

Total 13.89 14.28 

No. 18 18 

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 reponed by 
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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. 
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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 camed out 

overall. The overall incidence of revising is then considered. 

9.3.1 Revising in the Final Review Stage 

After writing the flfSt draft, some subjects looked over their script, some simply 

browsing quicldy 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 fmal reviewing 

P3E P3C P4E P4C PSE PSC P3-SE P3-SC 

Mean 1.5 3.5 0.67 0.5 1.18 2.33 1.11 2.11 

s.d. 2.07 3.08 1.21 0.84 1.33 1.51 1.53 2.98 

No. 6 6 6 6 6 6 18 18 

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 ~sent (P3 mean = 3.5, P4 mean = 0.5, and PS mean = 2.33) but the analysis 

of variance revealed no statistically signifICant outcome (see Appendix 9.5). Subject 

3A2C produced the highest number of fmal 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. 
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Turning to the English compositions, 44% (8 out of 18) of the subjects made 

revisions in the fmal 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 fmal 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, regatdless 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 addressinJ 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 ScardamaHa (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 

concern 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 Ll 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: 

Mean 

s.d. 

No. 

Summary of total number of revisions made by the subjects in 
English and in Chinese. 

P3E P3C P4E P4C PSE PSC P3- P3-
P5E P5C 

17.33 18.67 14 9.67 10.33 14.S 13.89 14.28 

16.38 13.63 11.52 4.46 3.39 10.52 11.4 10.36 

6 6 6 6 6 6 18 18 

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; PS mean = 14.5) and the analysis of variance was not 

statistically significant (see Appendix 9.S). 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 3AIC making 4S 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 PS. 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 3AIE 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 L 1 or 1.2. 

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 

nccessarily lead to an appropiate correction." (P3SS) 

Bartlett (1981) found that primary school children revising their own texts were able 

to identify S6% 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 aI. (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) 

~Jt ~l ~ ~Itl .. 1' ~IO 1-

(Once upon a time, there is a dwarf.)( Subject 3A2C) 

(in English) 

"The dog was X." (Subject SAlE) 

9.11: SUDlIDary of the mistakes detected by the subjects which they were unable to 
correct 

P3E P3C P4E P4C PSE PSC P3·SB P3·SC 

Mean 3S.33 8.S 2.33 1.S 4.17 1 13.94 3.67 

s.d. 47.71 9.00 2.42 1.S2 3.19 1.27 30.28 6.1S 

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 revisions 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, PS 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 (lS 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 P5 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, thete Wete 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.S 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, 

"I 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 chatacter ' *- '(rabbit). In the post-session 

interview, she said that her teacher had told the class about radicles. Whenever she 

wrote the radicle' IJ tor' f} " 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 5B6C said she had a bad habit. Whenever she wanted to write the word 

';J::.. , ,she wrote' jz , (big) instead, so she often checked these two characters. 

Subject 3A2C had written the word ',~ '(proud 00, 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' A71 ~ll ' (long long ago) but wrote the word 

, ~ I} , for ' ~~ '. She said when she thought of the word ' %}t', the word 'j'J ' 

immediately appeared in her mind. Another subject (4B6C) reported that, whenever 

she wrote 'a~ '(school bus), she often wrote 'ffJ4:. (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 'JI.+' 

(bed), but he wrote the word '~~' (strong) instead, and said he often made such 

mistakes. Subject 3B4C told the researcher that she wanted to write the word '-xlf 

(lamp), but she could only think of the word '~t' (orange), evidence that Chinese 

characters of similar shape and sound might be confused. 

'Ci' ('#i\ ) 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 ' .4 ~ '(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 pereeption 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 (SAlE) said he wanted to write two characters ci • ~t ~ '(pretty). 

He had wriucn the first character ,~~ , but when he wrote the second character, the 

fD'St character was still in his mind, so he wrote the radicle of the character again. 

Then he discovered that he had written the radicle' r '(water) and realized he had 

made a mistake. He crossed out the word and revised the second character ,;~ '. 

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 SB4E 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 '~)! ',a similar word, 'f~" 

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 intendon and execudon 

(Bridwell, 1980; Sommer, 1980; ScardamaUa and Bereiter, 1983b). Hayes et al. 

(1987) suggest that revisers may engage in evaluation of three kinds. First, they may 

evaluate the text against general criteria for texts, such as standards of spelling, 

grammar and clarity. Second, revisen 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 seemed 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 retlect. When they thought they had recognized an incongruity between intention 

and execution, they would seek to revise the writing. For example, Subject SAle said 

she tried to read the sentences and, if they were not euphonic' "ll4- • to her ear, 

she would try to make revisions. This son of revision is also reported by Sommer 

(1980, p.38S). 

Although the subjects 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 usually 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 3AIE 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 3AIE said she did not know how to write the 

word 't~ '(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 3AIE said she sometimes tried to think of a word of a 

similar shape, for example' fo '(old) and' It... '(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' ri '(seize), and on fmding 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 ' 1~' (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 ' ~' (debate) but wrote another character '''.P~ '(deal with). She said she 

tried to analyze the structure of the character and worked out that debating must 
... 

involve 'speak' (l ). 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 COl'l'CCt. 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. 

indicated that developing writen 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 their scripts, 9S% corrected strokes in Chinese characters and 

8S% 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 Ll. 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 sutface 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 

students 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 ScardamaJia (1983) and Bracewell et ale (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 

mentioned in previous chapters, teachers rarely mention grammar when teaching 

Chinese in primary schools, but often mention grammar when teaching Bnglish. 

Revisions made by the subjccts 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 subjccts 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 chUdren were more concerned with eliminating minor 

errors than checking whether it needed drastic revision. And the worlc carried out 

principally focused on the word and phrase level. Very many more errors w= 

corrected during the initial writing stage than the fmal 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 elTOl'S 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 11lOIe when 

composing in Chinese. In the same vein, perhaps the subjects could more quicldy 

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 reponed that they often wrote the second character 

before the tint. 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 bad 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 cenain, 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 rescuch 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 lOhe subjects 

were writing both in their Ll and L2. aearly, on common sense grounds alone, this 

implies either poor teachin, or poor processing or both. An inspection of the Primary 

Syllabus for Chinese (CDC 19908) 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 ~ 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 

Bnalish Syllabus lists an inventory of communicative functions and language items for 

each year poup. However. without DlO1'e 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 

appean 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, 

343 



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 leam 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 hom 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 carefully 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 

teflect 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 aI. (1985) all attest to the fact that 

recopying discourages students from writing. Their observations and interviews with 

writers indicate that teCopying 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 Ll or the L2. In the Ll, the children's 

task is complicated by having to write 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 (Berciter 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 concenttate 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 writen 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 opponunities 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 teachen allow students to compose at 

home. At present, compositions 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 effons 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 writer 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 learn how to 

correct their own mistakes and erron and accept the responsibility of ensuring that 

their writing satisfies the communicative objectives they have in mind. 
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Chapter Eleven 

General Condusions 

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 insttuction 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 1..2 leamen 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 Ll strategies and knowledge to aid and facilitate their 

L2 writing. There is also general suppon 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 sttategy widely used here was to delve 

into the mind and retrieve information from store in the form of 'picture images'. 

According 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 Ll information was larger than the corresponding L2 pool, and that the 

twO sources did not readily overlap. When wri~g 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 imponant sources of ideas. In writing 

in expository fashion in both the Ll and L2 about a familiar topic, they drew upon 

famiJiar 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 (famjJjarity), 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 famj]jarity and interest were more imponant criteria when choosing 

what to write about in Chinese. 
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11.1.1.2 Transforming 

Whilst writing in both the Ll and Ll, the subjects sometimes altered their original 

intentions 'in the head' to accommodate the on-going demands of the writing. These 

were reflccted 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 write MSWC only (CDC, 19901, 1mb). 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 subjccts were able to use the 'ba' sentence 

(MSWC sentence pattem) 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 clcar and thc subjects themselvcs seemed sensitive 

to this problem. Thcy WCIe clearly aware of thc fact that they were not allowed to 

write down Cantonese utterances, but often admitted to not knowing the appropriate 

MSWC equivalent words. Consequcntly, 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 panicles in their 

unerances than in their writing. Particles arc imponant 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 panicles. 

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. 

1l.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 Ll and L2. 'Ibis 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 English 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 Chi.'lese. 

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 ttansformation 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 wri~g. 

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 slrategies 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 Ll. 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 too 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 subjects used replacements and overgeneraJization and topic changes in 

the transformation processes in both languages. The incidence of these 

ttansformations 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 

uanslation 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 Ll 

is a knowledge resource which learners use both consciously and subconsciously to 

help them sift through Ll data, and to perform as well as they can in the Ll. 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 Ll strategies and knowledge 

to aid their Ll 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 thinJdng to be displayed in written form. 

11.1.1.3 Pausing 
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Pauses arc moments of physical inactivity during writing, and pausing is a key 

subprocess of composing. One of the chief advantages of the research 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 reuieve 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 WC1'e in connection with retrieving and selecting information. 

However, in English writing, pauses of this natutc were relatively inftequent. It was 

found that there seemed to be more pauses for cognitive activities when they were 

writing in Chinese. 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 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 PS 

groups, tetlecting 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 effons 

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 transforining 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 charactcn. There 

appeared to be evidence of a downward trend with increasing age in pausing to think 

about the snokes 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 wOIds, possibly reflecting the intense stress by Hong Kong primary schools 

teachers on correcting every single error (liKED, 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. 
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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 made corrections to the strokes of Chinese charactcn 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 
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others. Although it must be stressed that the incidence of each of these activities was 

very small, more subjccts 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 

infonnation. 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 Ll 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 subjccts 

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 

little formal grammar taught in Chinese language lessons in primary schools. 

However, 89% of the subjects made careless mistakes because of sUps 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. 

386 



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 

wen 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 annese, 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 usocia1ed 

with age. On the other hand, it wu 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 Ll 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 fU'St. This area is clearly a field for 

funher research. 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 

arc ideographs, some subjects were able to reson 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 revisiIig. 

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 correcUng 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 subjccts 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 expc:iment. Even though Cantonese and MSWC share many 

s~ar 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 writing 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 L 1, this will inhibit acquisition of the L2 and will bring a danger of errors 

associated with Ll 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 L 1 strategies and knowledge to aid their L2 effens. 

She found that the writers' failure to use efficient L2 strategies was often based on 

their failme to use such strategies in their Ll. In other words. as Jones and Tettoe 

(1987) argue, strategies which have not been acquired in the L1 cannot be transferred. 

Of course, writers should be encouraged to use their Lt 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 Lt, 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 ~ 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, makjng 

detailed recordings and using these as memory aids to help the subject recollect what 

had prompted them to behave in cenain 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 Bnglish. 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 transformational 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 subjccts to recall their pausal 
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activities with a high degree of cenainty. Hence, the data gathered arc 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 dlU'ing 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 rescarch. 

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, 199Oa). If one examines the previous edition of the Syllabus (CDC, 

197~) 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, 199Oa), and the Syllabus for Secondary Schools (CDC 1990b), and 

some enshrined in tradition, which imprison the pupils' learning to write and the 

teachers' approaches to teaching writing. The following ate some of these traditional 

orthodoxies: 

1. There are rigid requirements in terms of the number of words for different 

levels of writing (CDC, 1990a, p.lS). 

2. Most composition scripts are given marks which are included in the school's 

examination profile (CDC, 1990a, p.SO). 

3. 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.SO). 

4. Students are expected to write well organized text in. fluent Chinese (CDC, 

199Oa, p.23). 

S. All marked composition scripts should be recopied (CDC, 1990&, p.SO). 

6. Cantonese is not tolerated in students' writing (CDC, t990a, p.St). 

7. Pupils are usually not encouraged to write on their own choice of topics 

(CDC, 1990b, p.24). 

8. Language teaching should reflect moral and ethical teaching (CDC, 199Oa, 

p.13). 

9. Failure in composition will always result in rewriting (CDC, 1990b, p.lS), 

regarded as a form of discipline by teachers. 

These ttadiuonal orthodoxies have been discussed in detail in the previous chapters, 

and some of the above requirements ate clearly beyond primary school pupils in Hong 

Kong. 'lbe 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 ate 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 time 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 ScardamaJia, 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 altetnatives 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 fmds 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 pan on writing is similar to the Syllabus (CDC, 

199Oa). The targets arc 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 enm 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 comet any 

errors on the spot~' (p.63) 
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The Syllabus is explicidy 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 each 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 arc capable of maldng 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 

conuibuting 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 subjccts using Ll strategies and knowledge to aid their L2 

effons. Pupils should not be discouraged from using their knowledge of writing in 

Chinese when writing in English for there is no evidence from the study that the 

model of the composing process presented in earlier chapters differs at a fundamental 

strueturallevel when applied to Ll and L2 writing. Teachers should seek ways to 

induce pupils to draw upon Ll strategies to facilitate L2 writing and overcome 

linguistic bmiers. 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 1..2 teachers suggest that pupils think in 

English as much as possible when writing in English, otherwise interference from the 

Ll will hann 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 L 1 when writing, and this state of affairs should be accepted. 

It is time for the Cuniculum Development Council to revise both the English 

and Chinese syllabi. There should be an effort to many 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 

397 



compositions to identify features of good writing. The Syllabus for English (CDC, 

1981) does not stress the teaching of grammar in isolation (p.8S). 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 

pide writing. All such methods are product-oriented and do not build up pupils' 

confidence to express themselves freely and independendy. Simply focusing on the 

product of writing is insufficient the cognitive aspectS of writing, especially the 

composing processes and composing strategies, should also playa 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 Ll 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 
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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 either breaking down or failing to develop. 

At least three modes of instruction are related to the 'process approach' to 

writing instruetion. 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 encoutaged and students are given plenty of oppornmities to 

revise or redraft their work. The second is an environmental mode of instruction, 

chaIactcrizcd by clear and specific objectives. Teachers organize peer-group activities 

which involve highly struetured 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 bead. Here, writing activities 

should be designed to develop the mental processes and thinking sttategies 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 (Scardamalja et al., 1981; Stewart, 1989). 

In the present research it wu 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 teachen seem to treat writing as a form 

of testing, so primary pupils &Ie 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 resean:h 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 arc not engaged in purposeful, mal-life and relevant writing tasks 

and the class teacher is the only audience. Funhermore, 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 reganied 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 1eaming. Many Chinese language teachers emphasize the enonnous 

difference between Cantonese and MSWC. The fmdings 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 

writing in the very early 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 Putongbua and 'pin-yin' (the phonetic symbols ofPutonghua) 

to =iuce even further the influence of Cantonese on MSWC. However, this 

suggestion is rather UIll'Calistic as few tcac~ers in Hong Kong are fluent in Putonghua. 

Furthermore, it would be very burdensome to expect primary school children to master 

three spoken languages (Cantonese, PutDnghua 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 defWlCC of the official Syllabus (CDC, 1981). 

The present l'Cseuch also indicated that the ability of the research sample to 

",vise their writing was fairly limited. They seemed to regard revision as a local task, 

confining it to checking spellings and characters, and slighdy 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 ",vise their wriucn 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 t , which include 

the pupils' own crossings out and revisions. They distegard 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 t 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. Berciter 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 usc 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 

easy to operate and only a casette 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 group 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 TIRAs; improve 

language teaching; tackle behaviourial problems; reform school management; 

extend the Activity Approach to more classes; and in general lay a fmner 

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: 
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"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 pennit 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 which it is possible to 

capture and dissect the transfer process and translation process of L2 writers of 

varying Ll 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 learners 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 are 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 learning 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 feeling comfonable 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? 
2.4 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? 
3.1.2 Did you see any pictures in your mind? 
3.1.3 Have you seen these pictures before? 
3.1.4 If yes, what was the colour of the pictures? 
3.1.S Were the pictures static or moving? 
3.1.6 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? 
3.1.9 If yes, please describe the sounds. 

3.2 Sources and Selection 0/ Information 

3.2.1 
3.2.2 

3.2.3 
3.2.3.1 
3.2.3.2 

How do you get the ideas for your writing? 
Did your information come from your own imagination or were they part 
of your own previous experience? 
(for those who wrote stories) 
Before writing, how many stories appeared in your mind? 
What were the sources of these stories? 
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3.2.3.3 
3.2.3.4 
3.3.4 
3.3.4.1 
3.3.4.2 

3.3.4.3 

4. 

4.1 
4.2 

4.3 
4.4 
4.5 
4.6 
4.7 
4.8 

s. 

5.1 

5.2 
5.3 
5.4 

6. 

6.1 

7. 

7.1 

7.2 

7.3 

7.4 

7.5 

7.6 

7.7 

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 infonnation? 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 fll'St 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? 

Trans/ormation 

In the verbal protocols, this idea has cenain 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 
idcas/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 Do you know what is style? 
7.9 What is good writing? 
7.10 Do your Chinese language teachers pennit you to use Cantonese in writing? 
7.11 Do you speak Putonghua? 
7.12 In this composition. are there any words or sentences which you cannot 

express in written language? 
7.13 Can you tell me some Cantonese words and sentences which should not be 

used in written Chinese? 
7.14 In your verbal protocols, some of the words like ' ot,} " , 17~ , ,'9' " 

'ofc. ' (Cantonese particles) etc ... cannot be found in your writing, why? 
'""~ 

8. Pausing 

8.1 Why did you pause here? 
8.2 What did you think when you paused? 
8.3 You paused for quite a long period here. Why? 
8.4 Why did you do this when you paused? 
8.S When you paused here, you rescanned these sentences. Why? 

9. Revising During Writing 

9.1 Why did you make a mark here? What does it stand for? 
9.2 You left some spaces here. What does this mean? 
9.3 What did you intend to write? Why didn't you put it down? 
9.4 Why did you make this amendment here? 
9.5 How did you know that there was a mistake? 
9.6 How did you amend the mistake? 
9.7 How did you correct the wrong word? 
9.8 Did you know the reason for making this mistake? 
9.9 You found a mistake here, why did you make a correction? 

10. Problem Solving 

10.1 How did you feel while you were writing? 
10.2 Did you find anything difficult during the writing process? 
10.3 How did you solve this/these difficulties? 

11. Final Rescanning and Final Revising/Editing 

11.1 What did you do immediately after writing? 
11.2 Why did/didn't you rescan the whole passage? If you rescanned your 

essay, how many times did you rescan? 
11.3 Do you have the habit of revising your compositions? 
11.4 Why did you make such revisions here? 
11.5 How did you know that you needed revisions here? 
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12. Monitoring 

12.1 Has your teacher pointed out any mistakes that you usually made in writing 
composition? What are these mistakes? 

12.2 Did you know what rules to follow in writing? What are the rules that you 
could not break? 

13. Stopping 

13.1 How did you decide to stop? 
13.2 Did you hand in your essay before packing up your things? Did you rescan 

your essay? 
13.3 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) 

IIftfillJ111fllJfti 

flit ,~'f5tr~' ~ , ~.~ n ~ fi~ *1: Et-J ~ 1'Ft1-~ t~ , tD l~,( ~ r~' 
~a~n~~~~*~.~~§~~~~,~~~m~*~~ 
~MW~§'$~Sn~~~~§.&.~~~~~.~,
~~~~~m~~~o~n~~m~.~r*.~J 0 

( 1 ) 1Ift:1IJ.1 
1.1 f~.tij1£i!ft~1FSfm~o.Qj? ~~.~ ? 
i.2 ft~f'F~' Jt1£~B~,;\'1fW~.? 

( 2) JtIlE) fItJ&JI 
2.1 f~W~j!M§DIi? 

2. 2 f~1fi~1f7'±.irlJ!§ 8"J*B1Il ~ X.8"J~Jt&~1'Fa~B~ 
~? 

2.3 lHalm§~, f~1ft±.i!.;t.~1bM~8"J~~? 
2. 4 f~~IlJl¥f'Fj!.:X:.DJE.? 

(3) ••• ,.. 

3. 1 ~St&.~ 
3.1.1 i~~~rlm§~, ~{~\lf7ilffi~irl-ltb~g§9XA 

~? 
3.1.2 ,.~.:a~~mtH IlSt* ? 
3. 1 . 3 f~ t: .. twi If ~Ji t§ II :ll D.'ifi ? 
3. 1.4 i!1It.1fl~lf@'~? 
3. i. 5 IIItl~aD J.t8f.Jofb ? 
3.1.6 f~132~N:ff.II1!lf!? 
3.l. 7 RfNfEIIl~J~·.1fBMUH*? 
3. 1.8 ti$IIIH3~' 1~~~t"~7ilJ!-Jl:b.-g? 

3. 1. 9 ~D*'''' iiTNtm~j§JI:b.~ ? 
3.2 jt~*~}:1jBft 

3.2. 1 f,ft~[]fiifll~~rJ / 1If'j!itt:.~f'Ft!I(2: ? 
3.2. 2 f~!l(fJjt~ ~?J!~~~ ~ il~ ~~ft!§t~~ ? 
3.2.3 (1Q]$~.~mrll') 

8.2.3. 1 f~~1'FM' ~tfq:f1JJi"7 ~j>1m~$ ? 
3.2.3.2 i§ltb~.B~*?Jj~~iI? 
3.2.3. 3 ~~~{r-~lt~~@-fOO~$DFc? 
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3.2.3. 4 ~1lJ!!i~/FjJ)~fl!!t&.D1b? 
3.2.4 (ioJJ.i· ft(fJ~~' 9X · tt(f.J*~· ~mfb') 

3.2.4. 1 f,F.i'FWi, Jfitf! t±HJl7 lIHlJJitM ? 
3.2.4. 2 -f,t~IlJf!II~~~jt~m*.i'F? 

(4) Itat 

3.2.4.3 ~~1ftlf~jt~l£f~Rltf! tfHJi1f ' ~~fJll3* 
m? 

4. 1 frFt-m1ijl.", ? l\lllft ? 
4. 2 frFte~rrtJ~st~Dfcif? (m ram J .""F4!¥irrtJ*_? 

.-~~~*M?R •• ~.~~~~?) 
4.3 ~.~JIJ~m~Y*:ffintl!.)(.nt1? 
4. 4 ~"'~JIJ~fflt9J.)(1I1Q ? 
4.5 ~*~fIJmlJJ~~MttJ'jtq? 
4.6 ~jT •• ~Yfi? 
4. 7 ~*N-•• {'F-•• ~? 
4. 8 ~.ftt£.~.~)(.lnt£*.{'Flf~JI/f\!aJ? 

(6) .. 
5.1 ~~Dfciflh •• ~-1i]? ~Mlf&lf.jlIjJ-1i]? 
5. 2 ~~~MilfiifltX~~DfciflJft~.e1:ijD1[? 
5.3 ~.f'.~-1iJ.DN? 
5. 4 rm~.{'FlliHtflNIIHI§ -~nu; ? 

(6) II. 
S.l ~m!llln~.""F-1iJ I""F-Fi? 

(7) •• 
7 . 1 ~D~M~~~~.~~I~~**~~~.'~. 

BiOOfiiHt"7 ' ~~".? 
7 • 2 ~Dit~tp pff!l!~itM~ · illli**+7tfiiiili ' 1'. 

~~~t't$.}~Jl. ' lt~m ? 
7.3 ~l'.~, JItJ~ 7 ~$fCO~tr-Ji!JJ:bpq~ , lltlJl? 
7.4 ~Djtl"J~~' **j~:iji!-Ili ' ""F.~~!I~"7 ' 

1i~JI? 
7.5 ~.j!-li~ I ~ltJ7 Jj*D~tr-J.~/*~ , l\rl 

II? 
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11.3 tt1f~ctEJ2)(.B"Jm1l~? 
11. 4 ~1i~Ml£j!f!~~? 
11. 5 i~~~mf,p 13 2rfJ)(.1fiH. ? 

( 1 2) ~* •••• li.~ 
12.1 f,p~M.i'F' ~fJlitr@~I±H~(fJ)(.li~Jlmre(fJ=S 

f9? 
12.2 .i'F~ , ~t8l\lf~J!!nt~IJ~iI~? 

lf~JlmJ{IJ~~RT.ocB"J ? 

(1 3) ft. 
13. 1 i;t If:fPTlitt i£ l' fIJ. ? 
13 . 2 f,t ifJ&: tB-jff~ llfj~)( , It ~JI ? 
13.3 ~)(~ , ~tfJ~.~.? 
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Appendix 4.2 

Background Interview Guide 

1. Learning background 

1.1 When did you begin to learn sentence construction? 
When did you learn composition writing? 

1.2 How many Chinese teachers have taught you before? 

1.3 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?) 

1.4 How do these teaching methods affect you? Do you like these teaching 
methods? 

loS Do your teachers require you to finish your essay at school? 

1.6 How many marks do you normally get? 

1. 7 Do the results of your composition exert any pressure on you? 

1.8 Do you write some topics to please your teachers in order to get high marks 
for your composition? 

1.9 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? 

1.10 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? 

1.11 Will good compositions be shown to the class by your teachers? Do you 
admire those classmates who can write well? 

2. bifluence of family 

2.1 Do your family members have the habit of writing and reading? 

2.2 Do your parents encourage you to write? 

2.3 Do your parents help you to revise your essays? 

2.4 Did your parents read stories to you when you were small? 

449 



2.5 Do you often write letters to your relatives? 

3. Sources of writing experience 

3.1 Do your parents buy you a lot of books? What kind of books do they buy? 
Do you read those books? 

3.2 Do you borrow books from the library? Do you buy your own books? What 
kind of book do you like reading? 

3.3 Can you name the magazines and newspaper/s that you like to read? What 
are your favourite articles? 

3.4 Do you like pop-songs? Do you understand the contents of these songs? 

3.5 Do you watch TV programmes? How much time do you spend on 
watching TV every day? What are your favourite programmes? 

3.6 Which of the following affect your writing most? 
a) books at home 
b) books that you borrow 
c) magazines and newspapers 
d) pop-songs 
e) TV programmes and ftlms 
f) radio programmes 
g) others (please specify) 

4. Writing habits and Writing attitude 

4.1 Do you like writing? Why? 

4.2 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? 

4.3 What contents do you like to write most? What genre do you like to write 
most? Give reasons. 

4.4 Referring to 4.3, do you think your interest changes with age? 

4.5 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? 

4.6 Do you prefer writing on a topic of your own or a topic assigned by your 
teacher? 

4.7 To whom do you like to write? To yourself or to others? 

4.8 Do you write on your own or on a group basis? 
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4.9 How much time do you spend on writing at school and at home for a piece 
of writing? (If there is a difference,) why? 

4.10 How much time do you spend on planning to write a piece of writing at 
school/at home? 

4.11 What do you think is a perfect writing environment? Where? With what 
facilities? With whom? 

4.12 How do you feel after you have finished your writing? 

4.13 How do you feel when you hand in your essay? 

4.14 Do you like to participate in open competition which is related to writing? 
ego drama, writing competition? 
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Appendix 4.2a 

Background Interview Guide (in Chinese) 

_~RJJlD1fti 

(1) .mll. 
1.1 f~:(£tm--q:.t&Im~~~1'I~1i]? WB;f~~*1'FX: ? 
1. 2 1f~flcp:t~Mi~M§{tulb? 
1. 3 ~m~1'Fx:B'Jni~:i:~1ttt-J? (~D: ffji1f~ra8,:]~M 

m.?R~~~M~~?~~Wmm~~?W&~m 
~~{'F1J~? ) 

1. 4 j!fi~*1ii~JiH~1f~l1f~S? f:r-~It~fi~.n¥~~ ? 
t. 5~Mif!N~J1tft1f.m:l:7CnX:f'F:X ? 9X.1t@]*~1't= ? 
1.6 ~Mi*~~~f'F;t~j)7t? 
1. 7 1'F:t7tlt"~J;f{~.nX:JEtJ? 
1 • 8 {~ t ~ 31\t' ~ ft ffii ~JI:b 1& m~ m I ~ ~ ~ Mi 1!l~ Et-J pq ~ ? 
1. 9 i~"'eWlIm~MiEt-Hlt~&f¥m? 1~JtI1t3im1f~}J!~~ ? 
1.10 fr-Jt",~li~m@~? r JI:zffirJJt J -t'NI;;;Wft:t*ft-J 

~.? 
1.11 ~e;p*Nre~f)(.ioJ~mJ!liT\? {~*~a~.~(~~fB"J 

1ti1.~? 

(2) .... 
2.1 i~Ef.J~fij .. Jt~~~1f~1'F&lmm8"J~tR~? 
2. 2 ~ffllfJtlbi~.1'F.? 
2. 3 ~fij·tattifr~rmi'F:t? 
2. 4 -1'~f~' ~fij ... :a*~Mt7~~\ti]1~iMi&$? 
2. 5 {~~N?;¥7tt~iJl~lifa? 

(3) .a.-
3. t {t~tp •• ~~=m? *~~OBR-~.? ft-a-mUIl!1I:b 

.ntJI? 
3.2 f~*N§1Tfttlm.~~jr,.? it*It~~-~~aFc? 
:3.:1 ft~~liJJBlifi •• at? aJ=-..? 
3. 4 f~i:.lmfTaBl8j? ffF*~ ~fi!~~m? 
3.5 f~.~;fi.m.Bf.J~rl3~~;'Y? f~~fiDJ~itn§ ? 
3, 6 1:P~ f'FtfJ ~ 1¥ a:J~M ffl ~~ '* N ~ r :Vlj~J~~j.llDB-

1Ji~.~nf.? IlJJB-Jl~.$Q~? 
a. ~tp Be b. § fTff!tma~~'1[\f! 

'7tJ: ,.- rfh .,. I 

C , 7Ul iT [ll] d , -;: m. // ~)jf; 
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e.fQ* ... ~ r.lIsfl1§ 
g • jtfm (M7IJffl) 

( 4) .ft:II.li.ft:S~ 
4.1 ~.1t1.l1'F18j 7 ~~m 7 
4. 2 ~1i 13 ifJM11=ffJB1I1q 7 ( •• 7 • ~~. ? ) 
4.3 ~ •••• tlJlpq3&~.tt-r:)(.? 19~~? 
4. 4 ~.f' § a~~1'F.~f lf7~ w. if. ~ ffiiW~1fi) III fi ff.H' 

I!? 
4.5 ~1il~1i~.JfR~m.~ffii.11=? (:W.ia" .8~ .. •• ~"m~.~,,~~~~.~~)~.~~~ •• 7 
4. 6 ~Jlft (4. 5) :tJffi~B"J.11=~'H1=:Z.lftlm/FraJ? f,F 

••• -fl7 
4.7 ~.I:.:Z.~132 •• ~ •• WjJUtrtJ.:#? 
4. 8 ~.I: 13 2.{'F.~ ••• i'F ? 
4. 9 ~1£~i'F)(~~Y~rm? ~l£~i'F)(th~~:tI ? 
4.10 l£~1'F)(.mBt:rm.~~ 7 lf~¥~~? 
4 .11 ~.li~~:I!JJ.~B"JM11=JljJt 7 (~lIiihjj? fftlJ!~ 

fI ? lillJWA ? ) 
4 .12 .:ffi-.~.~ , ~IL'~lftlJlJ.e~ ? 
4 .13 ~~~, ~~~.~Dfiif? 
4 .14 ~.e •• lt.&~~mJ1J~j\B"J.f'F? 

(jD.)(I±.JIJ*.H'F~ ) 
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Appendix 4.3 

Verbal Protocols of Subject 3B6C 

1XB'iJ.fZ 
1. ~~f~ 
2. it~U~1&tT H Y 
3. ~£F}\. 

4. ~f*E~tf.~ •• 
5. ~~.~f*=fFm 
6. ~f~.~D1b 
7. it/j',!,D1E.fmil(a]!J-;Wm 
8. m ~ng , 1lI1l91(a] •• J5t 
9. a:itogf*1ft. 
10. a:(aJillm.i~1Iaij 
11. utt .DIb ' If\tiP~D16 ' 4.DIb 
12. ~itlfltmit.jjjEl 
13. lfltmM-t1i 
14. lfltmDTb 
15. 1t1*.~Jt 
16. maim •• at 
17. ~:tl~, ft/j",~ 
18. it IiJJ fI (iiJ .1tI iI 
19. ~tt, iRlfll!J.1~iI 
20 . Jb ;fI1ftJJ1g 
21. JiJfI(iiJ.MiI-f*.~i5 
22. OOil-1*&t.l3a~m 
23. If.IJfICIt •• 1it1m *tfDgtf 
24. 1IIt0fE.' ~.ft IH~ 1m flliij • J5t 
25 • fi.~lI.it~ r~,. J 

26. If.Bi~itm r iIam J 

27. If.Bi~M •• ~ 
28 • ItftflDfE· ft •• itt DIE. 
29. itf*r:p)(~ 

30. 9tt~ •• jf 
31. 1ft f~~J1J.f&t 
32. ftll~)(1C~DfB 
33. til€Wtjf ~ B iSfl 
34. .~DJS, ft:tthi't1>~!}J!f.#it'h 
35. mf~'ij5fl4B 
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36. Wt~I~~~~~ 
37. -f~Hm 1iflt}J~cft 
38. ~flD~. ffij~DIbWta~flmfrj1N 
39. ~Dlbogif}g.fl 

40. fElf*DIb· ft~¥ll. 
41. ~~DIS-jJ&jIJ¥~ 

42. itlf~at¥1J 
43. m~atngf~-il&~IJ.~m-B 
44. Jt~~~ 
45. -jg'IJ.~DIb 
46. 1i-Bogif~ 
47 •• =B.na~~ 
48. fi~8Jt¥~¥1J 
49. IIt~DIS' ~~~ll.og 
50. ftit~Dadd y 
51 .• ~~f~~~ , -f~Daddy, .,*og1'rm~II\ijB~ 
52. ~.ff71. 
53. ..DI&, ~ ... ~~ogtlEftll 
54. If!r$~OJb' ~WC M.~m B ~Bl9clffii 
55. I!ttlDlb' ~ff.~!I.raJflat92}ffm 
56. ~*Zf~DI& 
57. )ljllJ.DI~ 
58. 71~.Dlbitf*,!\-jr$rmog 
59. _,*, Dadd yjg¥it..-BlltflJ 
60. IIIf.BX.~.og 
61. fi'IJ.~ug, att$JJ!f.wcnifft.@ 
62. ItOOflOO$f'ilfh 
63. OOflOO.flIil1f~' ItfTI angjlri1it 
64. lit ~ •• aogitfl~~~~ 
65. ,,*~~Zf.iDlb' .t#~ISlJ:.~ 
66 . ..tW1!Dg, .-tt.H~IJI±ff~'" 
67. ~f~OJb' 1ii=.OJbWttf~~it~)(~ 
68. ff~~Science~' li~BifPB~ 
69. ~:tID1b' ~ml'~~f,,"{,\ 
70. !t~ •• PB~'; 
71. m f~PB1l11X: B ~.f1J ' !ffl~~ 
72. "tttlDJb' ~nx.f~D1E 
73. ftit~1iJE 
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74. jg1MiEP:P~(R}fI.M~ 
75. ctttwe fAtm-..11 
76. fAt~J1J~OJb' Wtf*/~-!{$!IJ' 
77. itift..€I, -f*7ilLAr. 
78. tatt1f' .~}l&¥D1b ' Jltt~¥1J 
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Appendix 4.4 

The Written Text of Subject 3B6C 

wlJ@:a~4YEa1& olxl~~~~~3 -1~~UIfJjim~ ~I 
~t~[f;f}(IXI ol!<l~<!~ r:1~i»M-ljI§t~ '~~Jii1 -·1 
~1:3Tj'J-j~a ol£E3~Ej ~1.jlSJ@j~-f,J .. I~ro t 
+:@~iJ "1~JJl¥g~~;.q 01 1·1 1 1 1 

" ~ 

~I I 1k8f1iM ~1~$I~~Qm+fifftf' ftJ$4 ,,\4t¢1m~~~:t@ 
GQI 91 ~ I \ \ \ \ \ \ \ I' I I I I I I I I 

I I 
I I 

~\ \ I \ \ \ \ \ \ \ 
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Appendix 4.6 

SUB1/MlN 

GBNBRATING 
mBAS 

B 

1. 5Al 1 

1.5,\1 3 

3.5A3 2 

4.94 5 

5.585 1 

6.SB6 2 

1. 4Al 4 

1.4,\1 1 

3.4A3 3 

4. 484 1 

5. 4B5 7 

6. 486 1 

1. 3Al 2 

1.3,\1 3 

3. 3A3 3 

4. 384 1 

5.3B5 1 

6. 386 1 

B: Wridq ill BDaIiIb 
c: Wridq ill CbiIIDIe 

C 

1 

1 

3 

1 

1 

4 

1 

2 

5 

1 

2 

1 

1 

1 

1 

1 

1 

1 

TIMING FOR COMPOSING 

SUB-PROCBSSBS 

COMPOSING WRITING PINAL 
ALOUD RBVISION 

B C B C B C 

8 5 14 30 3 3 

4 3 14 14 1 1 

18 6 16 50 2 4 

5 5 18 15 0 0 

6 8 7 17 1 4 

11 2 8 15 2 4 

4 2 19 12 1 1 

3 3 12 32 1 1 

10 10 18 29 2 1 

3 2 6 6 1 1 

5 14 6 14 1 1 

2 2 8 8 2 1 

14 1 70 42 3 1 

3 3 18 9 1 1 

3 7 18 38 1 1 

9 3 11 U 1 3 

2 4 6 8 1 2 

5 7 16 18 4 2 
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TOTAL NO. OF 
WORDS 

B C B C 

'1.7 39 85 336 

25 31 144 271 

38 63 173 5&2 

18 11 5& 81 

16 30 64 149 

23 25 100 227 

18 16 163 114 

17 38 86 186 

33 45 398 253 

11 13 64 108 

19 41 36 146 

13 12 100 104 

99 45 503 634 

25 14 66 114 

25 47 167 445 

23 22 126 227 

10 15 39 69 

26 28 96 208 



Appendix 4.7 

COMPARISON OF TIMING FOR THE SUBPROCESES OF COMPOSING IN ENGLISH 
AND IN CHINESB (18 SUBJEcrS) 

E.MEAN E.STD. C.MEAN C.STO. T-TES1'* PROB. 

Genentin. idea 2.44 1.62 1.61 1.20 1.84 0.08 

OompoIift. aklud 6.94 5.87 4.83 3.37 1.28 0.22 

WriIiDa 15.83 14.35 21.78 12.75 -1.83 0.08 

Pinal smlioa 1.56 0.98 1.83 1.25 ~.86 0.40 

Tm.l 26.78 19.47 30.06 14.69 ~.76 0.46 

Time ill miDReI. 
.-r-valDe f1 the diffeftlllCle between B-IMIIl (Baa1iIb) IDIl C-mean (Qlineae) 
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Appendix 4.8 

COMPARISON OF TIMING OF THE SUB-PROCESSES OF COMPOSING IN ENGUSH 

Geaendna idea 

CompoIiDa aloud 

WriI:iDa 

FilIal milioa 

TOTAL 

Primary 3: 6 mbjecU 
Primary 4: 6 mbjecU 
Primary 5: 6 mbjecU 

AND IN CHINESE FOR P3, P4 AND PS SUBJEcrs 

BNGUSH BNGUSH CHINESB 

F-VALUB PROB. F-VALUB 

0.63 0.!5 1.24 

0.81 0.47 0.21 

1.22 0.32 0.38 

0.37 0.70 4.79 

0.81 0.46 0.43 
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CHINESB 

PROB. 

0.32 

0.81 

0.69 

0.03 

0.66 



Appendix 5.1 

COMPARISON OF RE1RIV AL OF IMAGES DURING WRITING FOR 
BNGUSH AND CHINESE (18 SUBJECTS) 

E-MEAN E.STD C-MEAN C.STD T-TEST PROD. 

~o. of Retrivals 1.22 0.81 3.67 1.53 -S.S 0.000 

No. 18 18 
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Appendix S.2 

COMPARISON OF THE DlFF'BRBNCE IN RETRIV AL OF IMAGES DURING WRITING FOR 
P3, P4 AND PS SUBJECfS 

ENOUSH ENOUSH CHINESE CHINESE 

F-VALUE PROB. F-VALUE PROB. 
No. of RetrivalJ 

0.08 0.927 1.97 0.173 
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Appendix 6.1 
TRANSFORMATION: THE. RELATIONSHIP BElWEEN TIlE INCIDENCE OF 

CANTONESE & MSWC SENTENCE PATI'ERNS (18 SUBJECTS) 
SBN'I1!NCB MBAN STD.DBV. T-TBST PROB. CORR 
PATl'BRN 

1 SVO CAN 8.89 7.00 1.76 0.10 0.86 

MSWC 7.33 4.11 

2 VO CAN 5.21 5.03 1.82 0.09 0.41 

MSWC 3.21 2.76 

3 SP CAN 3.11 2.68 0.80 0."" 0.65 

MSWC 2.72 2.14 

4 SV CAN 2.22 3.06 1.07 0.30 0.40 

MSWC 1.50 1.86 

5 SVC CAN 1.39 1.72 1.32 0.21 0.24 

MSWC 0.13 1.04 

6 VOVO CAN 1.39 1.72 2.24 0.04 0.40 

MSWC 0.56 0.86 

7 SVOV CAN 1.21 1.64 1.10 0.29 0.41 

MSWC 0.89 -. 0.13 

8 SVOVO CAN 1.17 1.43 0.49 0.63 0.74 

MSWC 1.06 1.11 

9 VC CAN 1.00 1.50 1.51 0.15 0.68 

MSWC 0.61 1.04 

10 VOV CAN 0.67 1.19 1.10 0.29 0."" 
MSWC 0.39 0.61 

11 SVOC CAN 0."" 0.71 0.52 0.61 0.16 
MSWC 0.33 0.69 

12 VOC CAN 0."" 0.86 1.00 0.33 -0.13 
MSWC 0.17 0.71 

13 SVOVOVO CAN 0.22 0.43 0.00 1.00 0.36 

MSWC 0.22 0.43 

14 VOVO CAN 0.17 0.51 0.00 1.00 -0.11 

MSWC 0.17 0.51 

15 VOVOV CAN 0.17 0.38 0.57 0.58 0.32 

MSWC 0.11 0.32 

16 SVOVOV CAN 0.11 0.32 0.00 1.00 -0.13 

MSWC 0.11 0.32 

17 SVOVOVOV CAN 0.11 0.32 1.00 0.33 0.69 

MSWC 0.06 0.24 

18 VOVOVO CAN 0.11 0.32 1.46 0.16 0.00 

MSWC 0.00 0.00 

19 'BA" CAN 0.06 0.24 -3.20 0.01 0.06 

MSWC 0.78 0.94 

20 SVOVOVOVO CAN 0.06 0.24 1.00 0.33 0.00 

MSWC 0.00 0.00 

21 SVOVC CAN 0.00 0.00 -1.00 0.33 0.00 

MSWC 0.06 0.24 

22 !YOO CAN 0.00 0.00 -1.00 0.33 0.00 

MSWC 0.06 0.24 
Tal'AL CAN 21.28 19.96 2.12 0.049 0.711 
Tal'AL MSWC 21.33 13.07 
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Appendix 6.2 

TRANSFORMATION: COMPARISION OF THE CANTONESE &. OF THE MSWC 
SENTENCE PATI'ERNS FOR P3, P4 AND PS SUBJECTS 

SENTBNCB PATI'BRN P-VALUB PROS. 
1 SVO CAN 0.78 0.48 

MSWC 0.57 0.58 

2 VO CAN 3.48 0.06 

MSWC 0.64 0.54 

3 SP CAN 1.63 0.l3 

MSWC 0.49 0.62 

4 SV CAN 1.17 0.34 

MSWC 1.36 0.29 

5 SVC CAN 3.76 O.OS 

MSWC 1.45 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 

MSWC 0.56 0.59 

9 VC CAN 0.27 0.77 

MSWC 0.64 0.54 

10 VOV CAN 0.44 0.65 
MSWC :1.96 0.08 

11 SVOC CAN 9.77 0.00 
MSWC 1.07 0.37 

12 VOC CAN 0.50 0.62 
MSWC 1.00 0.39 

13 SVOVOVO CAN 0.28 0.76 

MSWC l.SO 0.12 

14 VOVO CAN 0.60 0.56 

MSWC :1.14 0.15 

15 VOVOV CAN 1.15 0.34 

MSWC l.SO 0.12 

16 SVOVOV CAN 0.50 0.62 

MSWC 0.50 0.62 

17 SVOVOVOV CAN l.SO 0.12 

MSWC 1.00 0.39 

18 VOVOVO CAN 0.50 0.62 
MSWC 

19 'SA' CAN 1.00 0.39 

MSWC 1.22 0.32 

20 SVOVOVOVO CAN 1.00 0.39 

MSWC 
21 SVOVO CAN 

MSWC 1.00 0.39 
22 SVOO CAN 

MSWC 1.00 0.39 
TOTAL CAN :1.01 0.168 

TOTAL MSWC 0.56 0.588 
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Appendix 6.3 

COMPARISON OF CASES WHERE P3, P4 AND PS SUBJECTS FAll..ED TO TRANSFORM 
THEIR CANTONESE LEXICON TO ITS MSWC EQUIVALENT 

F-VALUE PIOB. 

Cantonese words in the written text 7.44 0.006 
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Appendix 7.1 

TYPES OF lRANSFORMATIONS FOR PRIMARY 3 SUBJECfS 

SUBJBCTS 3Al 3Al 3A2 3A2 3A3 3A3 384 384 3B5 3B5 386 386 
B C B C B C B C B C B C 

TYPBS NUMBBRS 

1. Idea unilI ill CIlIDJIOIin& aloucl 111 57 15 20 32 U11 29 51 18 13 26 77 

2- Idea ... ill wriliDa 65 79 3 17 29 61 1 24 , l' 17 30 

3. New idea .... -sdecI in wridna 19 40 0 1 0 1 0 14 0 3 1 6 

4. Idea ... deleted in wriIiDa 39 21 0 6 0 32 0 35 3 3 4 58 

5. UJICDII'IP'-'w' idea unilI ill CClIDpOIiDa 0 5 0 1 0 0 0 1 0 0 0 0 
aloud bat otIIIIpieted ill wriIiD& 

6. CcaphW icIIa IIIIilI ill ec.poIIaa IIaud 10 1 15 0 5 3 14 0 2 0 3 1 
bu& __ pIeIely ......... III writiaI 

7. Idea .... avoided ciaa to JiDpiIIic 21 1 12 3 8 1 21 1 7 0 5 0 
me. lapel8DCl8 

8. Idea ... npJ.ced by IDOCber idea ill 3 0 0 0 0 0 0 0 0 0 2 0 
writ:ina cIae to linpi_ iDalDpera.-:e 

9. Over aeae:ralizalioD (in DO. of dmeI) 6 1 0 0 2 0 0 1 1 1 2 2 

10. eblDPIlI topics 1 1 0 1 1 2 0 2 2 1 3 2 

11. Tlllllfer 

11.1 Idea unilI (ill Boa.) literally trIDIlatecl 7 0 1 0 2 0 0 0 1 0 2 0 
fIaD CbiaeIe 

11.2 Temelupeel (ill DC). of timet) 30 0 4 0 7 0 1 0 1 0 2 0 

11.3 Verb fOllDl 5 0 0 0 0 0 0 0 0 0 1 0 

11." Pbual 6 0 3 0 4 0 1 0 2 0 0 0 

11.5 Poaible Id,;.c:.tvea 2 0 0 0 0 0 0 0 0 0 0 0 

11.6 Voice 1 0 0 0 2 0 0 0 0 0 0 0 

11.7 ~ 3 0 0 0 5 0 0 0 1 0 3 0 

11.8 Papooritim 7 0 0 0 2 0 0 0 0 0 2 0 

11.9 AnioIII 2 0 1 0 1 0 0 0 0 0 0 0 

11.10 Nepcm 1 0 0 0 0 0 0 0 0 0 0 0 

11.l10lhan 5 0 1 0 2 0 1 0 2 0 3 0 
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Appendix 7.2 

TYPES OF 'tRANSFORMATIONS FOR PRIMARY 4 sUBmcrs 

SUBJECTS 4Al 4Al 4A2 4A2 4A3 4A3 484 484 4B! 4B! 486 486 
B C B C B C B C B C B C 

TYPBS NUMBBRS 

1. Idea uaiu ill CClIIIpOIiq aloud " 32 14 30 71 33 32 12 11 10 17 20 

2- Idea uaiu ill wriIiDa 23 16 12 24 37 30 9 12 7 19 16 22 

3. New idea uaiu Idded ill wriliDl 0 5 2 3 1 0 1 1 1 11 1 12 

4. Idea uaiII deJeted ill wriIiD& 3 19 0 10 9 3 8 1 6 2 0 10 

5. Uacampl ...... idea uaiII ill ~ 0 1 0 1 0 0 0 1 0 2 0 0 
aloud but campJetecI ill wriIiIII 

6. Ccapllted idea ... iD oampIIIiDa IIaad 16 1 1 1 6 0 3 0 3 0 1 1 
_ .... pleIely IKpI_d iD widD& 

7. Idea uaiII .voided due to liapiII:ic 26 3 ! 1 14 0 11 0 4 0 2 0 
iaooI ......... 

8. Idea uaiu np1ac:lecI by IDOIber idea ill 1 0 2 1 5 0 0 0 0 0 1 0 
wriIiDa .. to UnBId. iDcampetellce 

9. Over .1II8nlizaIioD 011 110. of times) 1 1 0 1 1 1 2 0 1 0 2 0 

10. Cblllaia. topics 4 2 1 1 2 1 1 1 2 2 3 1 

11. Tnmlfer 

11.1 Idea uaiII (ill Sa,,) liIeIaIly tnIIIIated 4 0 3 0 ! 0 1 0 1 0 3 0 
from QIDeIe 

11.2 T~ (ill DO. of 1imu) 6 0 6 0 5 0 2 0 0 0 2 0 

11.3 Verbforml 1 0 0 0 5 0 0 0 0 0 1 0 

11.4 Plural 3 0 1 0 2 0 2 0 1 0 3 0 

11.5 Pallible 1djec::Dvu 0 0 0 0 4 0 0 0 0 0 0 0 

11.6 Voice 2 0 3 0 3 0 0 0 0 0 0 0 

11.7 CcIajaaI:tiaa 0 0 0 0 4 0 1 0 0 0 0 0 

11.8 PNpoIidcm 0 0 0 0 3 0 0 0 1 0 2 0 

11.9 AnicIe 1 0 2 0 1 0 1 0 2 0 0 0 

11.10N .... 2 0 0 0 3 0 0 0 0 0 0 0 

11.110d1er1 2 0 1 0 3 0 2 0 1 0 2 0 
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Appendix 7.3 

TYPES OF 1RANSFORMA nONS FOR PRIMARY S SUBJECfS 

SUBJBCTS SAl SAl s,u s,u SAl SAl S84 S84 S8S 585 S86 586 
B C B C B C B C B C B C 

TYPES NUMBERS 

1. Idea uaiII ill camposiq aloud 23 22 21 47 29 93 9 11 20 14 31 2.1 

2- Idea uaiII ill wriIiq 11 14 19 2.1 21 52 7 11 8 25 14 27 

3. New idea aailI added ill wridDa 4 19 0 4 0 7 0 0 2 18 0 3 

4. Idea uaiII cteIetecI ill wriIiDa 12 S 1 10 1 13 0 0 7 17 0 2. 

S. UDCIlIDpJMed idea uniII ill CXlIDpOIiDa 0 2 0 2 0 0 0 0 0 2 0 1 
aIaucl but ocapletecl ill wriI:iDa 

6- CcapIIted idea lIIIilI ill canp CIIia& 8IaucI 2. 0 2 I • 0 1 0 3 0 4 0 
bu& iDc:aDpICIIely apl .... ill .milia 

7. Idea uaiII avaided duD to liDpiIdc S 0 4 0 8 0 4 0 S 0 10 0 
iacall1plllftC" 

8. Idea uaiII nplacecI by IDCIIber idea ill 4 1 2 1 3 2 1 1 1 1 0 0 
writiDa .. to lin"_ iIlcaalpeIIDCI 

9. O¥er paenHzation (ill DO. fA times) 2 0 1 1 4 1 2 0 1 1 2. 1 

10. n.-1iDI topiCi 1 1 1 1 3 3 1 1 2. 2 1 1 

11. TlIDIfer 

11.1 Idea uaiII (ill Sq.) lilaally trIIIIIIred 2 0 S 0 3 0 0 0 2 0 4 0 
fMIIl auae.. -

11.2 TIDIe/UpeI:l (ill DO. fA 1imeI) 3 0 3 0 21 0 2 0 I 0 1 0 

11.3 V_forma 0 0 1 0 0 0 0 0 0 0 0 0 

11." Plural 1 0 2 0 21 0 2. 0 2 0 2 0 

11.$ Poaible 8CljecIivu 0 0 1 0 2 0 0 0 1 0 1 0 

11.6 V. 0 0 0 0 0 0 0 0 0 0 0 0 

11.7 CcDjaDcIiaa 1 0 0 0 0 0 0 0 1 0 2. 0 

11.8 PrepOlilial 0 0 0 0 0 0 0 0 1 0 1 0 

11.9 AdicIe 0 0 0 0 2 0 0 0 0 0 0 0 

11.10 NepIiw 0 0 0 0 0 0 0 0 0 0 0 0 

11.110d1en 1 0 2. 0 2. 0 1 0 2. 0 2 0 
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Appendix 7.4 

COMPARISON OF TYPES OF TRANSFORMATIONS FOR WRITING IN ENGUSH AND 
IN CHINESE (18 SUBJECTS) 

TYPES E.MBAN B.STD. C.MBAN C.STD. T.TBST PROD. 

1. Idea uniu in compoliDl aloud 31.94 26.63 38.11 28.78 .0.77 0.45 

2. Idea uni&I in writinl 16.89 15.18 28.61 17.16 4.78 0.00 

3. New idea uai1I Idded in writinl 1.78 4.43 8.22 9.96 4.18 0.00 

4. Idea uni&I cIeIetai in writina 5.17 9.24 13.72 15.09 ·2.09 0.05 

5. U~ idea UDiu in compoIin, 0.00 0.00 1.06 1.26 ·3.56 0.00 
aJaud but ccmpIerecl in wriIiDa 

6. CompIcMd idea IIIIiIa ill ClGIIlPCJIIaa aIaad . 5.50 5.00 0.44 0.78 4.27 0.00 
but iDcaDphteIy lIapmld ill wriIiDa 

7. Idea uniu avoided due to IiDpiIIic 9.94 7.71 0.56 0.98 5.55 0.00 
iDcompeteace 

I. Idea uaiII rep1acecI by IIlOCber idea ill 1.39 1.54 0.39 0.61 3.00 0.00 
wridq due to Iinpia1ic iacoaapetence 

9. Over ~ rm 110. of dmea) 1.67 1.45 0.67 0.59 2.77 0.013 

10. OIllPl.CI 1.6 1.1 1.44 0.62 0.72 0.48 

11. TrIDIfer 

11.1 Idea uaiII (ill Bq.) JitenJly tnIIIIa&ecI 2.56 1.87 
flam QiDue 

11.2 TtDH/upect (ill DO. of times) 5.39 7.74 

11.3 Vab fOllDl 0.78 1.58 

11.4 Phnl 3.22 4.63 

11..5 Poaible adjec:livel 0.61 1.09 

11.6 Voice 0.61 1.1 

11.7 CoajuacIioD 1.22 1.59 

11.8 PnpaGiaD 1.11 1.74 

11.9 AIIk:1a 0.72 0.82 

11.10 Neplive 0.33 0.14 

11.1IOthen 1.94 1.00 
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Appendix 7.S 

COMPARISION OF TYPES OF TRANSFORMAnONS FOR P3. P4 AND PS SUBJECfS 

TYPES BNOUSH BNOUSH CHINESB CHINBSB 

F-VALUB PROB. F-VALUB PROB. 

1. Idea uaiu in compoaina aloud 0.65 0.54 1.99 0.17 

2- Ideaa uDita in writina O:n 0.77 1.48 0.26 

3. New idea uaiu added in writina 0.52 0.60 0.43 0.65 

4. Idea uniu deleted in wriIiq 0.31 0.74 3.88 0.04 

5. UDCCllllpleted idea uDita in CClIIIpOIiaa 0.00 0.00 0.13 0.88 
aloud but cclDJ'leted in wriIiq 

6. Completed idea lIIIitI ill CCIIIlpO'iDa aload 1.54 0.25 1.20 0.33 
.. ialxapletely 0lqnIIIId ill wriIiIIa 

7. Idea uniu .voided due to IiDpiIIM: 1.52 0.25 1.75 0.20 
iDccmpaace 

8. Idea UDiu npIac:ed by IIlGIber idea in 0.63 0.55 9.12 0.00 
writina .. to linpiItic iDoamper.nce 

9. Over a....ur.atioD (ill no. of timeI) 0.52 0.605 0.44 0.65 

10. eb-ailll topica 1.36 0.287 0.13 0.878 

11. Tnufer 

11.1 Idea uaita (in Boa.) literally traIlIl.aIed 0.18 0.83 
fnlmCUnae 

11.2 TIIlIe/..,. (in DO. of lima) 0.38 0.69 

11.3 VabfonDa 0.65 0.536 

11.4 Pbual 0.67 0.53 

11.5 POIIible Idjec:tivea 0.30 0.75 

11.6 Voica 2.75 0.09 

11.7 ~ 1.16 0.34 

11.8 PrepoIiIioD 0.88 0.43 

11.9 AnicIe 1.67 0.22 

11.10 Neaadve 1.11 0.20 

11.11 0dIen 0.70 0.51 
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Appendix 8.1 

TYPES OF PAUSING DURING WRITING FOR PRIMARY 3 SUBJECfS 

SUBJBCTS 3AI 3AI 3Al 3Al 3A3 3A3 384 384 385 385 386 386 
B C B C B C B C B C B C 

TYPES NUMBER OF TIMBS 

1. ReuieviDa of iDfCIIIDIt.icD 1 3 0 2 0 2 0 2 1 1 0 2 

1. Selec:cml iafonudoD 1 3 0 1 0 1 1 1 0 2 0 2 

3. PlasmiD& wbiJa wridna 3 3 0 2. 1 4 0 1 0 0 1 0 

4. 'J"biSja1 ollap:al problema 0 5 0 1 0 0 0 1 0 0 0 0 

5. Words 

5.1 SeIIK:liDI apprapriaw wOlds 1 5 0 1 0 0 1 3 0 0 0 1 

5.2 Lookia& for wOlds 1:1 0 50 0 5 0 1714 0 1 1 4 1 

6. CooIUuc:Iiaa aad I'eIII'IIlIiDI seateDceI 4 1 15 1 0 3 16 0 1 0 1 1 

7. TnufonDiq CIIIlCIIeM to StIIldud 4 1 1 2. 1 0 
Wriaal 0Uaue 

S. 'llIiDkiDa aboal pammar 

8.1 Buic ..... fOlllUllioG 3 0 0 0 0 0 0 0 2. 0 0 0 

1.2 VIIIb fonD 7 0 0 0 3 0 0 0 1 0 0 0 

8.3 SJaplar or plunl 1 0 0 0 1 0 0 0 0 0 1 0 

8.4 CcajuacUaD 3 0 1 0 7 0 0 0 0 0 1 1 

8-' Subjecl/ pc..aan 2. 0 0 0 3 0 0 0 0 0 0 0 

9. Spelliaa I recalliD& I1nlkeI ill au... 23 27 2. 10 15 26 3 13 2. 2. 13 9 
c:bamcIen 

10. Paaclullioa./Clpilalizedoa 11 3 0 3 0 1 4 3 3 1 2. 7 

11. Retc'nnin, 13 10 4 6 8 7 6 5 5 4 4 3 

11. PenaDal feeliaal 3 1 0 0 0 0 0 1 0 0 1 0 

13. 0dIen 2. 0 0 0 0 1 0 1 0 0 0 0 
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Appendix 8.2 

TYPES OF PAUSING DURING WRITING FOR PRIAMRY 4 SUBJECfS 

SUBJECTS 4Al 4Al 4A2 4A2 4A3 4A3 484 484 485 485 486 486 
B C B C B C B C B C B C 

TYPES NUMBER OF TIMBS 

1. lbIIriIMq of informatica 0 0 0 2 0 3 0 1 0 1 0 2 

2. Selec:rial iDfOIDIaIioD 0 4 0 2 1 4 1 3 0 0 0 1 

3. PIaaaiq while wri&Dla 0 2 0 2 6 3 0 1 0 1 0 2 

4. 'J'biIIkjq of loP:al problema 0 1 0 4 0 1 0 2 0 1 0 0 

5. Wonls 

5.1 Seledinl ~ words 0 1 :1 6 0 1 0 :1 0 1 0 0 

5.2 LooIdq for words 67 2 2 0 5 0 8 0 5 0 :1 0 

6. Coamacdaa ad reIftIIlIinI- 0 1 :1 0 3 0 1 0 1 0 :1 0 

7. T...tonaiq CaIalue to SIIIIdIrd 3 2 1 1 :1 1 
Wrilraa aua.e 

8. 'J'biIIkjq about pDIIW' 

8.1 Bllic ..... fOllDlDlD 0 0 :1 0 7 0 0 0 1 0 1 0 

8.l Velb fonD 0 0 2 0 3 0 0 0 0 0 0 0 

8.3 SiDplar or plural 0 0 0 0 3 0 0 0 1 0 0 0 

8.4 CoIQuDcdCll 0 0 2 0 6 0 0 0 1 0 0 0 

8.5 Sabjec:t I PftIIICIIID 0 0 1 0 2 0 0 0 0 0 :1 0 

9. SpeUiq' nICIIJiaa IUOkoI ill am.. 5 a 3 11 14 7 5 16 4 1 7 10 
cbancten 

10. PancIuadoaI' .aliZllian :1 2 1 0 7 2 0 3 0 0 0 0 

11. R ..... n"i"' 5 4 6 3 16 7 4 4 6 4 5 4 

12. Penaaal f ..... 0 0 0 2 2 2 0 0 1 3 1 1 

13. 0Ihen 0 0 0 2 0 0 0 1 1 0 1 0 
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Appendix 8.3 

TYPES OF PAUSING DURING WRITING FOR PRIMARY S SUBJECfS 

SUBJBCTS SAl SAl SAl SAl SAl SAl SB4 5B4 5B5 585 586 586 
B C B C B C B C B C B C 

TYPES NUMBBR OF TIMBS 

1. R.etrieviDa of information 1 3 0 4 0 6 1 1 1 1 0 1 

1. SelecsiDl DlfonDaticll 0 4 1 1 0 3 1 1 0 1 0 1 

3. I'IamIiq while writiDa 0 1 0 1 0 1 1 0 1 3 0 3 

4. 1'biDIdD1 m loaical problema 1 8 0 1 I 2 0 0 0 1 0 2 
_. 

5. WCIIdI 

5.1 Selectinl appropriate wonIa I 4 0 3 I 5 0 I 0 0 0 4 

5.2 Looidnl for WOld. 8 0 5 I 11 0 4 0 4 0 7 0 

6. Ccmuuc:dDa 8DCl rumnama IeIltencel 0 0 4 I 3 0 0 0 2 0 3 0 

7. TIiUIfonDina Ca&oae .. to StaDdanI 2 2 3 I 3 3 
Wrillm am... 

8. ThUlkinI about pammar 

8.1 Buic teDI8 formIlioIl 5 0 2 0 1 0 0 0 0 0 0 0 

8.2 Verb fonD 5 0 2 0 2 0 0 0 1 0 1 0 

8.3 SiDplar or phnl 2 0 1 0 I 0 0 0 I 0 I 0 

8.4 CoajuDc:Iicm 0 0 0 0 3 I 2 0 0 1 1 0 

8.5 Subject I palCUIl 0 0 2 0 I 0 0 0 0 0 0 0 

9. SpaWq 1...niDa Itraku ill am... 5 6 11 8 10 11 4 I 5 4 11 8 
c:banIcten 

10. PIacIaadon. I CllpitlliZllion I 2 4 I 0 6 0 I 1 0 0 1 

11. Ruc,nnin. 8 6 6 4 9 22 4 3 4 5 4 5 

11. Pencul feeIIq. 2 0 0 2 0 1 1 0 0 1 0 0 

13. Othen 0 0 0 I 1 0 0 0 0 0 0 0 
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Appendix 8.4 

COMPARISON OF TYPES OF PAUSING FOR WRITING IN ENGUSH AND IN CHINESE 
(18 SUBJECfS) 

TYPES B.MBAN B.8TD c.MBAN C.STD T·TBST PROB. 

1.Rebi8viq of infOl'lDlliaa 0.33 0.59 2.17 1.34 ·5.31 0.00 

2.se1ecain. iDfOllll&lDl 0.33 0.49 2.06 1.21 ·5.95 0.00 

3.P1aaiDa wbU writiDa 0.78 1.55 1.80 1.15 ·2.96 0.0088 

4. TbiIIIdD. ollop:al pnlbIem. 0.11 0.32 1.56 1.46 -4.19 0.00 

5.Word. 

5.1Se1ec1in.1ppIOpriate wordI 0.33 0.59 2.11 1.97 -4.97 0.0001 

5.2l.ookina for wordI 18.83 31.78 0.33 0.68 2.48 0.02 

6. Ccaauac:tiDa aad rem'IIlIiDI HIItIIDCeI 3.22 4.66 0.44 0.78 2.48 0.02 

7. TIUIfoaDiDa c.c-- to S1IIIdud 1.13 1.04 
Wrillm CIiDeIe 

8. 'I'biJIIdDa .. pammar 

8.1 Buic ..... fonnIdcD 1.33 1.97 

8.2 Verbfocm 1.5 1.97 

8.3 SiapI8r or piaml 0.78 0.88 

8.4 CoDjuactian 1.50 2.09 0.22 0.43 2.51 0.02 

8.5 Subjec& I JIIODOUIl 0.72 1.02 

9. SpelIiaa I nalUq .-.. in au... 7.94 5.71 10.44 7.70 ·1.75 0.10 
cbancterI 

10. Plac:lull:ica. I Clpilaliudaa 2.06 3.15 2.00 1.97 o.en 0.95 

11. ae.·_ .... 6.5 3.33 5.89 4.39 0.63 0.54 

12. Penaaal fee1iD •• 0.67 0.96 0.78 0.94 0.37 0.72 

13. 0Iben 0.28 0.46 0.28 0.58 0.00 1.00 
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Appendix 8.5 

COMPARISON OF TYPES OF PAUSES FOR P3, P4 AND P~ SUBJECfS DURING 
WRITING 

TYPES BNGlJSH BNGlJSH CHINBSB CHlNBSB 

F-VALUB PROB. F-VALUB PROB. 

1. ReuieWIa of iDformatiaD 2.14 0.15 2.23 0.14 

2. SeIec:SiD. iDfonaalioa 0.00 1.00 0.46 0.64 

3. PIaImiDa while writiDa 0.34 0.71 0.11 0.89 

4. 'llIiDIdq of loaical probIemI 2.50 0.12 1.51 0.25 

5. Wonia 

5.1 .... apprcpriIIe wordI 0.00 1.00 0.59 0.57 

5.2 LooIdq for wordI 1.34 0.29 0.33 0.72 
,. 

6. CoaIIracdaa IDd lUI'I'IIlaiD. IeIdeDCeI 2.04 0.02 2.72 0.09 

7. TIIIIIIfo!mina c.m-. to StaDducl 1.08 0.364 
Wriltsa <lIiDeIe 

8. 'I'IIiDkiDa abca IfIIDIIW' 

8.1 8uic .... fOllllllioa 0.36 0.71 

1.2 Vab fonD 0.41 0.62 

8.3 SiDpJar or plunl 0.26 o:n 
8.4 CaljaDccica 0.31 0.74 1.25 0.32 

8.5 Subjea& I pnIIlCIUIl 0.19 0.83 

9. SpeUiaa I nalliD. IU'aku iD am... 0.41 0.63 1.31 0.30 
cbIIIcIerI 

10. PImaIu..w.1 I ...... iZllian 1.11 0.36 1.39 0.28 

11. HeICilIl"j". 0.18 0.84 0.76 0.485 

12. PenaDal feelinal 0.16 0.85 1.94 0.18 

13. 0dIIII Q.24 0.79 1.21 0.33 
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Appendix 9.1 

TYPES OF REVISIONS FOR PRIMARY 3 SUBJECTS 

SUBJBCTS 3Al 3Al 3A2 3A2 3A3 3A3 384 384 385 385 386 386 
B C B C B C B C B C B C 

TYPES NUMBBR. OF TIMBS 

1. eon.:a- m minpell wadi 1 WnlIII 8(1) 24(2) a 9(6) 14 10(1) 3 6(2) 2(1) 4(1) 12('2) 5(1) 
am-. dIanIcten 

2. VOCIbalary 11aical irema (11IIHccal) 2 5 a 4 1 a a a a a a 1 

2.1 Rep1m. wadi with man ippIQlIIiIIe 1 5 a 1 a a a 0 a 0 a a 
CIIIII 

2.2 Modifyiaa WOldt (adjec:livw , ...... ) 0 0 0 2 0 0 0 0 0 0 a 0 

2.3 a._ ... (Jgtcwwe war* to wriaeD 0 1 0 0 0 0 
am-. 

2.4 DeIIItiaa.orela 0 0 0 0 0 0 0 0 0 0 0 a 
2.5 AddiIiat m wordI 1 0 0 0 1 0 0 0 a 0 0 1 

3. PbrIIeI (mIHaW) 1 4 a 1 a 1 a 1 1 0 a 0 

3.1 l\ep1 ..... pm... by men ipIII'OpIiaa a 2 a 0 0 0 0 1 0 0 0 0 
CIIIII 

3.2 DeIeIiaa phrIaet 0 1 0 0 a 0 a 0 0 0 0 0 

3.3 IDMdiq pbJueI 1(10) 1 0 1(1) 0 1 0 0 1(1) 0 0 0 

4. SealIIIClIII (1UIHotal) a 0 0 0 2 1 0 0 0 a 1 3 

4.1 l'DMrIina ~ 1- a 0 0 0 1 0 a 0 a a 1(1) 3(3) 
_ .... far men iDfoaDItklII 

4.2 DWIiDa. _1_1IIClIII to avcid a a 0 0 1 1 0 0 0 0 0 0 
~ 

5.~ 6 4 a 1(1) 5 2 4 4(1) 0 0 0 2(1) 

6. o....ar (1UHaUl) 19 1 0 1 1 1 0 2 3 0 3 1 

6.1 BIIic.......- 1 a 0 0 1 1 0 0 0 0 1 0 

6.2 BIIio .... fonIuIi&m 4 0 a 1(1) 0 0 0 0 2(1) a 1(1) 0 

6.3 V_fonD 3 0 a 0 0 0 0 a 0 0 0 a 
6.4 PftIIIOIIIl/IUbjecU a 0 0 0 0 0 0 0 0 0 0 0 

6.5~ 5 0 0 0 0 0 a 1 1 0 1(1) 1 

6.6 AIddu 6 1 0 0 0 0 0 0 0 0 0 0 

7. candeu miIIakeI 9 7 2 0 a 2 1 3 1 1 1 1 

•• 0Iban 2 a 0 0 0 0 0 0 0 0 0 1 

9.1 Piaal ..... 1 2 0 9 0 1 0 3 3 1 5 5 

9.2 TGUl ..... 47 45 2 16 23 17 8 16 7 5 17 13 

10. ............ but uaabIe to IIIIb 1:1 2 50 8 • 26 125 6 0 1 3 7 
oonectiGaI 

Key: I S(3) Is. FIISt revision + final revision 

(3):: Fmal revisioo for three times 

477 



Appendix 9.2 

TYPES OF REVISIONS FOR PRIMARY 4 SUBJECTS 

SUBJBCTS 4Al 4Al 4A1 4A1 4A3 4A3 484 484 485 485 486 486 
B C B C B C B C B C B C 

TYPBS NUMBER. OF TIMBS 

1. eon.c.ial cl mil ... wards I WIalI 6 3 
0daeIe dIanctIm 

3(1) 9(1) 11 5 5 3 3 1 1 4 

1. Vocaballry IIuic:al itemI (1UlHoIal) 0 1 1 3 1 0 2 4 0 0 0 3 

1.1 Rlplecia. WCII'dI wiIb mons ~ 0 0 1 0 1 0 0 0 0 0 0 1 
em. 

2.l MocIifyiDa wonk (adjec:tMa , __ ) 0 0 0 0 0 0 0 1 0 0 0 0 

2.3 a.-am. C ....... wards flO wriIIIIl 0 0 0 1 0 0 
0daeIe 

1.4 DeIeIiDa WOlds 0 1 1 2 0 0 1 1 0 0 0 1 

2-' AddiIiaa cl wadi 0 1(1) 0 1(1) 0 0 0 1 0 0 0 1 

3. Pbr-. (MJb.toIIl) 0 0 1 I I 0 0 0 0 0 0 0 

3.1 ............. by men ippIOpriIte 0 o - 1 0 0 0 0 0 0 0 0 0 
em. 

3.2 o.IIdaa pbIueI 0 0 0 1 1 0 0 0 0 0 0 0 

3.3m--. ....... 0 0 1(1) 0 0 0 0 0 0 0 0 0 

4. SealIDOII ( ...... ) 0 0 0 0 0 0 0 0 0 0 0 0 

4.1 m--. .... , ........ 0 0 0 0 0 0 0 0 0 0 0 0 
....... for men iDformaDoD 

U DUIIiDIa __ I ......... to mIid 0 0 0 0 0 0 0 0 0 0 0 0 
,..-hrt:y 

5. PunaIutinn 0 0 3 0 3 0 0 2 0 1 0 0 

6. a-(1IbotcIIl) 1 1 7 0 14 0 0 0 1 0 2 0 

6.1 Buic ......... 0 0 0 0 0 0 0 0 0 0 0 0 

6.l Buic ..... foaDaiaD 0 0 3 0 3 0 0 0 0 0 0 0 

6.3 VIIb fonD 0 0 1 0 1 0 0 0 0 0 0 0 

6.4 P....-/1Ubjecu 0 1(1) 1 0 3 0 0 0 0 0 2 0 

6.5 CcajaacIiaaI 0 0 1(1) 0 5 0 0 0 1 0 0 0 

6.6 ArIicIII 1 0 0 0 2 0 0 0 0 0 0 0 

7. ComIadq .... miIIaIra 2 1 2 2 3 2 4 5 0 1 2 2 

•• 0dIIn 0 0 0 0 0 1 0 1 0 1 0 0 

9.1 PiaIl ...... 1 1 3 2 0 0 0 0 0 0 0 0 

9.2 Teal miIiaa 9 7 19 15 35 8 11 15 4 4 6 9 

10. MUIMu ....... but UIIIbIe flO maIra 6(1) 2 0 0 1 1 3 1 4 0 0 4 
00II ..... 

Key: , 5(3) I 5 • First revision + final revision 

(3). Final revisiao for three times 
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Appendix 9.3 

TYPES OF REVISIONS FOR PRIMARY S SUBJECTS 

SUBlBCTS 5Al 5Al 5Al 5Al 5A3 5A3 584 584 585 585 5B6 586 
B C B C B C B C B C B C 

TYPBS NUMBBR OF TIMBS 

1. ComcIioD rl JDiIIpel1 warda 1 WftlDI 5 8 1 1 6 9(3) 0 0 4 9(3) 1 5(2) 
0IiDae chancten 

1. VOCIbWary 1 laical it.ema (1UlHdal) 1 3 1 9 0 12 0 1 0 1 1 0 

1.1 R..pIac:ia. warda wUb mom IIIPftIIIriIIe 0 1 0 1 0 2 0 0 0 1 0 0 
OMI 

1.2 M~ wordI (acljec::liwa I ..... ) 1 0 0 5(3) 0 1(1) 0 1 0 0 0 0 

1.3 Own" CaataDeIe wardlto wriaen 0 1 1 0 0 0 
0IiDae 

1.4 DeIMiat_ wcrda 1 1(1) 1(1) 1 0 3 0 0 0 0 1 0 

1.5 AcIcIIIba rl wcrdI 0 0 0 0 0 4 0 0 0 1 0 0 

3. PbnIa (1Ub-total) 2 1 0 4 2 2 0 0 0 0 0 0 

3.1 R.epIIciD ....... by mom appopriale 1 0 0 1 0 1 0 0 0 0 0 0 
Gael 

3.2 DeleIiaa phrueI 1 1 0 1 1 1 0 0 0 0 0 0 

3.3 IzaIertiDa pIuueI 0 0 0 1 1 0 0 0 0 0 0 0 

4. S4a1llCet (1UIMdal) 0 2 0 0 1 0 0 0 0 0 2 1 

4.1 IDaerdD& c:IaaIa 1 MIlfeIlCOI 0 0 0 0 1(1) 0 0 0 0 0 1 1(1) 
....... for mom illfOl'llllliaa 

4.2 De1edaa • ...... /_ to avaid 0 1 0 0 0 0 0 0 0 0 1 0 
~ 

5.~ 1 0 1 0 0 2 1 1 1 0 0 1 

6. 0- (1UIHacIl) 4 0 4 0 2 1 1 0 5 0 7 0 

6.1 Buio ...... 0 0 0 0 0 0 0 0 0 0 0 0 

6.2 Buio ..... fOlllllliaD 4 0 1 0 1(1) 0 0 0 1(1) 0 0 0 

6.3 V_fonD 2 0 0 0 0 0 0 0 3(1) 0 0 0 

6.4 ....... ,1Ubjecu 0 0 2(1) 0 0 1 0 0 0 0 0 0 

6.5~ 0 1 0 0 1 0 1 0 I 0 0 0 

6.6 ArddII 0 0 1 0 0 0 0 0 0 0 0 0 

7. ComIedaa CInIIed IIIiaIIu 0 1 2 3 1 7 0 0 1 1 3 I 

8. 0IbIn 0 0 0 0 0 0 0 0 0 0 0 0 

9.1 Ptaal rmaiaa 0 1 3 3 2 4 0 0 2 4 0 3 

9.2 TCIIIl miIial 16 15 10 17 11 33 8 2 11 12 6 8 

10. MiIlIku ..... bul .... to IDIb 1 1 8 2 6 0 1 0 1 0 7 3 
oonectiCIIII 

Key: I 5(3) I 5 • FIrSt revision + final revision 

(3) =- Final revision for three times 
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Appendix 9.4 

COMPARISON OF 1YPES OF REVISIONS FOR WRITING IN BNGUSH AND IN CHINESE 
(18 SUBJECTS) 

B.MBAN B. STD C.MBAN C. STD T-TBST PROD. 

1. CornIcdal « miupeh warda I WIUlI cbineIe 4.83 4.08 6.50 531 -130 0.21 
cbancten 

2. Voc:abDlary I laical iIema (1\IlHQW) 0.67 0.14 2..33 336 -2.1 0.051 

2.1 RepIac::iD, wonIa wiIb men ~ oaa 0.17 038 0.78 131 -2.09 0.052 

2.2 ModifyiDa wonII (adjecQvet 1dverbI) 0.06 0.24 0.56 1.25 -1.64 0.12 

2.3 CwaaiDa CaataaeIe warda to wriUlil 0IiDNe 0.28 0.58 

l.4 De1eUa warda 0.33 0.59 0.56 0.86 -1.07 030 

2.5 Addir.iaD« warda 0.11 032 0.56 0.98 -1.72 0.10 

3. PbnIeI <_toIal) 0.5 0.7. 0.83 1.3 -1.06 0.3 

3.1 R.epladal pbrueI by man appropriate oaea 0.11 032 0.28 0.58 -1.00 0.33 

3.2 De1etiDa pbraIeI 0.17 038 0.39 0.61 -1.46 0.16 

3.3 pbruu Ool: 0.43 0.22 0.46 ..Q.37 0.72 

4. SeaIeIlcleI (1Ub-tccal) 0.33 0.69 0.39 0.85 ..Q.29 0.77 

4.1 IueniDI cIaIIIeI/ ..... 0.17 0.38 0.22 0.73 ..Q.44 0.67 

4.2 De1etiDa claaIeI/_ 0.11 0.32 0.28 0.67 ..Q.90 0.38 

5. PllDcaJatiaa 1.39 1.94 1.11 1.32 0.70 0.49 

6. Gnmmar (1UIHoW) 4.33 5.34 

6.1 Buic ...... 0.11 032 

6.2 Buic ... f~ 1.11 1.45 

63 Velb form 0.67 1.14 

6.4 Proaoaa /1Ubjecu 0.44 0.92 

6.5 CaajuacliCIIII 0.94 1.55 

6.6 ArddII 0.56 1.46 

7. Conecdaa CINleu miIIaket 1.94 2.16 2.22 2.10 ..Q.69 0.50 

8. 0dIen 0.11 0.47 0.12. 0.43 ..Q.7 0.50 

9.1 PIaaI.m.- 1.11 1.53 2.11 2.30 ·1.80 0.09 

9.2 Total reviJiGD 13.89 11.40 14.28 1036 ..Q.17 0.17 

10. MiItaka detec:tecI bIJt uub1e to dI.Ib 13.94 30.28 3.61 6.15 1.46 0.16 
conecIicaa 
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Appendix 9.S 

COMPARISON OF TYPES OF REVISIONS AMONG P3. P4 AND PS SUBJECfS 

TYPES BNGUSH BNGUSH CHINESB CHlNBSB 

F-VALUB PR.oB. F-VALUB PROB. 

1. Correc:tica rl misspell wards I W1'CXl1 c::binele 1.13 O.3S 1.78 0.20 
cbancten 

2. Vocabulaly JleJ.ical itemI (aub-t.otal) 0.21 0.81 US 0.14 

2.1 R8pIac:iDI wordI with more 1.15 0.34 1.01 0.39 
IpIIIOPriaIa CIIIIII 

2.2 MocIifyiaa wards (adjec::tivu, 1dwrbI) 1.00 0.39 1.12 0.35 

2.3 Q-li .. Cantoane wards to written aw.. 0.44 0.651 

2.4 DeIeIiDa wordI 1.50 0.26 2.16 O.IS 

2.5 AddiIial rl wanb 2.50 0.12 0.72 0.50 

3. Pbrua (aub-t.otal) 0.25 0.79 1.22 0.32 

3.1 Replaciaa pbrueI by men appropriaIe CIIIIII 0.50 0.62 1.21 0.33 

3.2 DeIeIiDa pbrueI l.lS 0.34 1.06 0.37 

3.3 IIuenina pbruu 0.21 0.76 S.OO 0.02 

4. SeIuDcea (1Ub-toIal) 1.07 0.37 1.00 0.39 

4.1 IIuenina cIauIeI/lOIIteDceI 1.15 0.34 0.70 0.51 

4.2 DcIIedDa c:Ia1JIeI /lCIltenc:el 0.50 0.62 0.11 0.90 

5. PaDc:raadoD 1.63 0.23 3.86 0.05 

6. Gnmaw (1UIHaW) 0.01 0.99 

6.1 Buic:~ 2.50 0.12 

6.2 Buic .... formIdoD 0.02 0.98 

6.3 Veab form 0.12 0.89 

6.4 PI'ODDUIl/IUbjeaI 2.06 0.16 

6.5 Ccajuactiaaa 0.34 0.72 

6.6 ArticIa 0.46 0.64 

7. ComIcdq CInleI. miI&Ikea 0.36 0.70 0.01 0.989 

8. 0dIen 1.00 0.39 2.50 0.17 

9.1 FiDa1 nMIiaD 0.42 0.66 3.30 0.065 

9.2 Ta reviaian 0.53 0.60 1.15 0.342 

10. MiItaku dIIectecl bat 1JDIbJe to mike 1.46 0.16 3.67 O.~ 
oonccbw 
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Appendix 10.1 

The Written Text of Bosco (in Chinese) 

_I 
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Appendix 10.2 

The Written Text of Bosco (in English) 
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