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Child C - It made me feel helpless . . . • . It taught me not to 

take friends for granted. 

Discussion 

Analysis of these data indicates that the girls held a 

more positive attitude towards writing, and were more capable 

writers. Recent Monitoring Standards research by the 

Department of Education in Australia shows that girls seem to 

be more capable than boys in reading and writing. This 

corresponds with findings in Janet White's ( 1986) national 

writing testing in the United Kingdom, which is cited by 

Gilbert and Taylor (1991). They state that: 

In relation to girl's and boys' attitudes to 
writing and to their different abilities with 
school writing tasks ..• (White) makes the claim 
that 'in each of the surveys conducted, on all of 
the analytic criteria used, girls have been found 
to achieve higher mean scores than boys'. (p.104) 

In this study, gender differences in attitude and 

writing ability were evident, but, it was felt that, based on 

the narrow gaps in the mean scores, the difference was 

unlikely to impact greatly· on the writing which was to come. 

The scores for writing ability were randomly cross checked by 

the class teacher. The teacher used the same rating scales 

and scored the work separately. Each rater• s scores were 

within ten percent. However, the scores were generally low. 

This came about because the children scored poorly in the 

weighted rubrics which included quality and development of 

ideas, phrasing and style and organization. In contrast, 
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their scores for writing mechanics were average. This 

indicated that the children's writing competence lay in their 

understanding of the mechanics of writing, not in the quality 

of writing. 

There seemed to be 

scores in the attitude 

an imbalance between the positive 

questionnaire and the children's 

writing ability, and certainly, some of the questionnaire 

responses did not match the writing results. For example, 

only seven children agreed with the statement "I find it 

difficult to arrange my thoughts in writing." Yet, the 

writing samples indicated that 

experienced difficulty in this 

almost all of the children 

area. Perhaps the children 

related being "good" writers to being effective, mechanical 

writers. Most of them were competent in spelling, grammar 

and punctuation. This could account for their generally high 

positive attitudes. 

Outcomes 

The main research question asked - What changes can be 

observed in Year 4 children 1 s writing after the activation of 

the senses of smell, touch and taste, over a period of time? 

In order to answer the question and conceptualize the changes 

which occurred in the writing outcomes of this group of 

children after the activation of the senses of smell, touch 

and taste, the following table was developed according to the 

cross classification matrix (Figure 2) outlined in Chapter 

Five. 
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TABLE 6. 3 Cross Classification of Programme Processes and 

Outcomes 

PROCESSES 

1. Experiencing 
Sensory Materials 

2. Connecting 
Sensations & Ideas 

3. Group Talk 

4. Pre-Writing and 
Planning 

5. Writing 
Phase 

6. Sharing with 
Others 

Note. 

A 

x 

x 

x 

OUTCOMES 

B c 

x x 

x 

x 

x 

x x 

x 

A,, Changes in Perceptions of Writing 

D 

x 

x 

x 

x 

B. Changes in Personal and Social Development 
C. Changes in Writing Characteristics 
D. Changes in Writing Responsibility 
E. Changes in Attitudes 

E 

x 

x 

x 

x 

The changes which occurred in the children and their 

writing are now discussed in detail, according to the 

Process/Outcome intersections shown in the table. In each 

case, firstly the process is described, using several 

examples from the data, then the outcomes which are linked to 

the process are. detailed. 

Process One - Experiencing Sensory Materials 
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The initial process of experiencing the sensory 

materials stimulated language development in these children, 

and supports the early research which led to the Language 

Experience approach for writing. In Language Experience, 

children are encouraged to use their own language to explore 

and extend personal experiences and, based upon the language 

they generate, the children proceed to write {Goodman, 1976; 

Smith, 1978). In this study, the children were encouraged to 

manipulate the sensory materials and write down words which 

described tastes, textures and amells - words which could 

then be built upon, expanded into ideas and shaped into 

texts. Observations noted that rich descriptive vocabulary 

and personal preferences began to emerge. For example, the 

children generated words such as pummel, pound, stretchy, 

gooey, pliable, inhale, sticky, fuzzy, irritating, ticklish, 

heavenly, upsetting, disastrous, wonderful. 

overheard to say: 

Children were 

Child 1 - "I love 

slimey." C (2) "I 

the feel of this - it's cold, wet and 

don't like the feel. I think it's 

disgusting, but I love the way it smells - really fruity." 

Some children argued about their sensory preferences as in 

this conversation: 

Child 1 - "Feel how squelchy this is. " 

Child 2 - "That's not squelchy at all this one is much 

better. 11 

Child 1 "You must be crazy ( looking for support from 

someone in the group) Who agrees with me? Feel these. Which 

one is squelchier - is that a word?" 
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A third child stunned the group when she replied "One man's 

meat is another man's poison." 

Child 1 - "I've never thought of that before. 

both right. " 

Maybe we 're 

The interaction which occurred certainly confirms the 

work by Eichenberg (1965), Hall (1970) and Yardley (1970) 

that reaction to sensory stimulus is highly individual. 

Discussion of personal responses was the beginning of 

introspective thought. The ability to think introspectively 

is an important skill for framing a text, in both reading and 

writing terms. 

The children's enthusiasm for the experimental component 

of the activities was sustained throughout the entire 

programme. This was demonstrated by a considerable amount of 

excited classroom talk which was reported by the teacher, on 

the days preceding and following the activities. 

Outcomes of Experiencing Sensory Materials: 

* Changes in Writing Characteristics 

* Changes in Personal and Social Development 

Evidence from observation field notes shows that written 

and oral language generation was one important outcome from 

the "hands on" process. Once the children developed an 

awareness of their sensations I they recognized that their 

physical sensations prompted a range of descriptive 

vocabulary. They seemed to feel a measure of success when 



Page - 133 

they were able to describe their sensations to each other, 

and began to show discerning qualities in their vocabulary 

choices. Several children tried to out-do their peers by 

using interesting descriptive words. For example: 

Child A - "This tastes great." 

Child B - "No, it's delicious. It's more than delicious." 

Child C - "What about scrumptious?" 

Child B - "What about extra scrumptious?" 

Another important outcome was the children• s emerging 

awareness that everyone perceives differently and that 

physical setisations can trigger a variety of reactions and 

emotions. For example: 

Child A - "That's a lovely smell. I like that a loL" 

Child B - "How can you say that? It's just awful I" 

Child A - "I could write a good description of that smell." 

Child B - "I could write a good complaint." 

Individual perspective is an important factor in the creation 

and understanding of a text in terms of its ideology, 

originality and emotional qualities. The sensory material 

seemed to provide an opening for the children 1 s realization 

of likes and dislikes, and, as they talked their way through 

the experience, they discussed some of the reasons for their 

opinions. This, in turn, led to an understanding of their 

sense preferences for most of the children and was the 

beginning of an awareness that the same issue could be 

constructed in a variety of ways, from a variety of 

viewpoints. 
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Therefore, the first process in the sensory programme, 

that is, experiencing the sensory materials, was a fruitful 

time for the children 'e development, in terms of developing 

awareness of sensations, the generation and acceptance of 

different viewpoints, an expansion of vocabulary and the 

establishment of sense preferences. 

Process Two - Connecting Sensations to Ideas 

Whilst watching the children manipulate the sensory 

materials in the first session, it was noted that a few of 

them were able to connect their physical sensations to ideas 

stored within the memory, and use those ideas as cues for 

writing. Observation notes recorded the following: 

Child 1 - "This reminds me of liver - I hate liver. Mum made 

me eat it once. I'll never forget that time - it was so 

yukky! That would make a good story eh?" 

Child 2 - "This elastic band reminds me of a slingshot, and 

this bottlebrush reminds me of my little brother - he's a 

pain. 

Child 3 - "What, is his hair like that?" 

Child 2 - "No, silly.. Mum's always wasl~ing out his bottles 

for his milk - everything 's got to be so clean for babies. 

Mum would be pleased if I wrote a story about him!" 

However, other children experienced problems. For example: 

Child 4 - ••r don't see what this has got to do with writing. " 

Child 5 - "These things don't remind me of anything. Leave 

me alone. I '11 work it out. 11 
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Once the teacher introduced the structure as discussed 

in Chapter Four, all of the children, with practice, were 

able to ma)ce connections and, as time progressed, they were 

able to explore the connections and bring them to bear on 

their writing. Evidence from the children's pre-writing 

shows that all were able to make mind pictures triggered by 

the vocabulary which thoy used to describe their sensations, 

and turn them into writing. For example, some of the 

children's pre-writing includes the following: 

"The words remind me of sandpaper - sandpaper that Dad and I 

used to sand down the billy-cart. The words remind me of a 

jar. A jam jar that Mum uses to store almonds in. The 1<1ords 

remind me of Bl u-Tak. Bl u-Tak I used to make my 1 it tl e red 

Indian sculpture. The words remind me of nails. Spikey 

nails that Dad used to make my treehouse." 

Clearly it can be seen, that any one of these ideas 

could be used as a basis for a piece of writing. 

Interview records show that mind pictures seemed to be a 

very important part of the writing process for most children, 

as follows: 

Child (male - average ability) "I see lots of pictures when I 

taste and smell things, but not too many from touch." 

Researcher 11 Tell me about how you turn those pictures into 

writing." 
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Child - "I think of words and see pictures - I just sort of 

mix them together and create a story. Because we've done it 

more times, I'm getting used to it. It's becoming easier." 

C (female - average ability) "I've learned that you can have 

lots more ideas from this kind of method from the senses, and 

you can imagine things a lot better." 

Researcher "How do you do that?" 

Child "Oh, you can see pictures in your mind, and, if you 

close your eyes, you think of lots of things to say and write 

about. " 

The children also began to recognize the value of the 

sensory programme for writing. Interview transcripts and 

observation notes suggest that the children looked forward to 

the sensory sessions because they knew they would produce 

some of their best writing. One child stated: "I think it 

(the sensory programme) has been helping everyone. I can 

tell. If you look at Term One and Term Two writing, it just 

wouldn't be the same. This way, it gives you much more 

ideas." The class teacher confirmed that the diversity of 

ideas, the quality of descriptions and the exploration of 

style had been considerably enhanced by the sensory 

programme. 

Outcomes of Connecting Sensations to Ideas: 

* Changes in Perceptions of Writing 

* Changes in Personal and Social Development 

* Changes in Writing Attitudes 
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The process of connecting sensations to ideas was 

essential for the success of the programme, and produced 

several important outcomes. It was reported in detail in 

Chapter Four that this aspect of the programme required 

structure and explicitness. Once that had been achieved and 

practised, all of the children, from each ability group, used 

their descriptive vocabulary as cues to access ideas, which 

formed the basis for their writing. The children's 

perceptions of writing began to change with the realization 

that the ideas for writing topics were their own 

responsibility, which made them aware of, and selective 

about, the quality of their ideas, and whether or not they 

could think them through sufficiently to create a piece of 

writing. 

Evidenced by the extra details in their pre-writing, the 

children grew in confidence in their ability to make the 

connections. An increase in their amount of pre-writing, 

from an average of five words after the first two sessions to 

an average of twenty words at the conclusion of the 

programme, and the observed ease with which it was carried 

out, indicate that the children were changing in terms of 

their input at the early stages of the writing task. Where 

once they had held back and waited for the teacher to do the 

work, they were now contributing. For example, this is the 

pre-writing completed by a child of average ability in 

session Three: 

"grainy, lumpy, mountainous, icy mountins, waterfall, mushy 

lava, volcano, brittle." 
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Two weeks later, in session Five, the same child wrote: 

"A rainbow, water dripping from a fern, slippery soft wet 

moss, hard ice from hail the night before, cherry, sweet 

smell of spring, wings of a bird in the rain forest, sparkly 

pond, tropical gardens, crackling apple, a cwarking frog, 

chirping bird, sunsetting, a fire fly's glow flickering in 

the darkness. " 

As the children took on the new role of determining 

their writing topics, their attitudes to writing changed. It 

was observed by the researcher and the class teacher that the 

children lost their early feelings of apprehension about 

writing personal thoughts down. Interview transcripts 

confirm that children do associate personal topic creation 

with ownership in writing, therefore it appears that the 

feeling of ownership is an important component of successful 

writing. For example: 

Child 1 "I feel better about writing about my own topic." 

Child 2 "I think they /'children) should have their own ideas 

a lot more. How else would teachers know what the child is 

really like, or what she is thinking if she just writes the 

same old boring stuff that everyone else writes? •.... I'm 

really proud ... because it was all my own work - my ideas. " 

A further consequence of the connection process was 

armed with audience awareness. Once the children were 

several writing ideas, 

their classmates to 

they wanted to construct texts for 

read. The teacher extended their 

audience further, by suggesting that the children might wish 



to make 

read. 

Sharing 

folders of their work, 

The children readily 

is an active component 
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which their parents could 

accepted this auggeotion. 

of the process of writing. 

After all, writing only becomes meaningful to othero if it io 

read or listened to (Graves, 1983; Walshe, 1981}. In this 

class, audience awareness stemmed from the social context o[ 

language and ideas in relation to others. It ia asBertcd 

that audience awareness was a factor which prompted the 

children to improve their writing. The children seemed to 

consider how classmates and parents would react to their 

texts, and thus, they paid more attention to the construction 

of their texts. It was noted by the researcher and the 

teacher that the extension of audience contributed 

considerably to the children's enthusiasm for writing. The 

children's eagerness to please their parents with their 

writing is borne out in their responses in the attitude 

questionnaire. 

Therefore, the second process in the sensory programme, 

that is, connecting sensations to ideas, allowed children to 

recognize and accept the role of determining their own 

topics, appraise and expand their ideas, consider their texts 

in relation to audience, give more of themselves in the 

initial stages of writing and develop a feeling of writing 

ownership. Underlying the process was the teacher's 

explicitness and timely intervention both of which were 

extremely important. 
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Process Three - Group Talk 

It must be remembered that the processes of experiencing 

the sensory material, connecting sensations to ideas, and the 

beginning of pre-writing, were simultaneous and 

interdependent, and all hinged upon group talk. Through 

careful observations, the teacher had placed the children 

into harmonious working groups of six. Each group had both 

boys and girls of mixed ability. Just as talk was important 

for helping to trigger ideas, it also provided a means for 

the children to build background knowledge. Through 

discussion, the children worked through their ideas, bandied 

opinions and criticized and encouraged each other (see 

conversation which follows). This contradicts the individual 

notion projected by process writing. The children did not 

regard their writing as private, and did not struggle through 

personal ideas. Instead, they were happy to expose their 

plans and ideas through talk. 

The teacher constantly drew children back to their 

sensations through her interaction and modelling. Cambourne 

(1979) asserts that modelling is an essential component in 

learning. That was demonstrated in this study. The teacher's 

powerful focus was the vital link in the process. In the 

first two sessions, many of the children struggled for ideas 

and vocabulary, because the familiar teacher control had been 

removed and the children were unsure of what was expected of 

them. It was precisely the teacher's interaction and 

modelling which enabled them to concentrate, 'free-up' and 
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contribute. By Session Three, almost all of the children 

were capable of generating ideas and vocabulary, which made 

them eager to extend their thinking through talk. Talking 

transformed single words into ideas which could be shaped for 

writing. For example, from observatjon notes: 

Child 1 "This is lemon flavour." 

Child 2 "No, it's pineapple." 

Child 1 "It's lemon - I know because we've got a lemon tree. 

I know the taste and smell. It hangs right over our pool. 

The smell makes me see a picture of Dad in our garden. He's 

always scooping the lemons out of the pool." 

This child did go on to write about this - see Appendix K. 

Through discussion the children grew in awareness of 

writing quality and audience, and drew on background 

knowledge, evidenced in this conversation: 

Child 1 "I've got two good ideas from smelling this stuff. I 

might write about the pine trees at our farm, or my pet 

turtle, Zack." 

Child 2 "I wish I had a pet turtle." 

Child 1 "Do you think the turtle would be more interesting?" 

Child 2 "You bet. Not everyone's got a turtle. Remember 

that funny book when the kid ate the turtle? (Both laughed). 

A third child became involved. 

Child 3 "What do you know most about pine trees or 

turtles?" 

Child 1 "Turtles - I can write better about turtles." 

Child 3 "Then do it. We think it would be better anyway." 

This child then wrote: 



Page - 142 

TURTLE SHELL 

The smooth plates that make up a turtle 
shell. The grainy sand that he burrows 
in. The slimy rocks the turtle slides 
on. The seeweed that tugs him into the 
water. 
HELP! 

The children I s talk reflected their interest in the 

activity at hand and perhaps the power of sensory 

manipulation, because it was task focussed. Therefore, focus 

is the key to successful discussion. In this study, focus was 

provided by the teacher, which led back to her control. The 

effect of group discussion and debate was seen in the changes 

and additions which the children made to their pre-writing. 

Outcomes of Group Talk: 

* Changes in Perceptions of Writing 

* Changes in Personal and Social Development 

* Changes in Writing Responsibility 

* Changes in Attitudes 

Through the process of group talk, the children 

gradually came to realise that their personal impressions and 

sensations could be connected to ideas for writing, and that, 

individually, they had to make decisions about the content 

and shape of their writing. Interview data reveal that the 

children were accustomed to the teacher being the decision 

maker. They perceived themselves as passive recipients of 

instructions. This supports Green's (1988) view that 

children are, too readily, passive learners. Green (p.10) 

goes on to suggest that children need to be "active producers 
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of their own texts, ~heir own meanings." Group interaction 

helped to change the children's perceptions of writing, by 

encouraging them to take on the responsibility for their 

writing at the early stages of its development. In groups, 

the children orally planned and reviewed their work, laying 

the foundation for the writing that was to follow. 

Based on observations, the characteristics of group 

talk which brought about changes in the children's personal 

and social development were: 

1. teacher control 

2. focussed discussion 

3. attention to pre-writing 

4. exploration and expression of personal ideaEl 

5. acceptance of other viewpoints, and 

6. involvement of peers in planning stages. 

What cannot be overlooked is the motivation behind the 

talk. Just as this study is concerned with the 

interpretation of data, so too were the children concerned 

with their interpretations of physical sensations and 

reactions. Their interpretations were diverse, paradoxically 

simple yet complex, and necessary for the vivid imagery which 

led to the association of ideas. Sensory manipulation 

,rovided a powerful starting point. The clever control of 

the teacher took it from there. This was real teaching -

the structure of which was implicit. It placed the onus on 

the children. It required the children to accept the 

responsibility for their writing - and it worked. 
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Throughout the discussion times, the children remained 

on task, consulted more frequently with their peers, and paid 

more attention to their pre-writing. Therefore it appears 

that their attitudes to writing were changing. Positive 

feedback from the teacher and several parents confirmed this 

idea. {See page 175 for parents' comments). 

This study suggests that group talk has real impact on 

writing. In this case, talk helped to provide positive 

outcomes in terms of the children's perceptions of writing, 

their personal and social development, and attitudes towards 

the task. To a large degree, the construction of the 

children's texts depended on early discourse, not just the 

11 hands-on" component. 

4. Process Four - Pre-Writing and Planning 

In an early interview, the teacher confirmed that the 

usual way in which the children planned their writing was for 

them to list ideas for writing, according to a specific, 

teacher-directed genre and topic. She stated, "I get them 

(the children) to write down ideas following a format. For 

example, Introduction-Complication-Resolution, but usually, 

when they write, their writing doesn't follow the ideas and 

format. They don't seem to be able to transfer their 

framework to their written work." In this study, evidence 

suggests that, given the freedom to select their own ideas 

and genres, the children were able to transfer ideas and a 
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pre-conceived framework to their writing. Why was this? Was 

it the creation of their own ideas which empowered the 

children to take control of their writing in content and 

form, or, did the children take control because they were 

able to cognitively frame and organize their ideas, based on 

their knowledge of genres? Perhaps the group talk led to a 

fuller understanding of the topic which gave the children the 

cognitive space to make this possible. Genrists would argue 

that knowledge of text structures facilitates writing by 

providing definite directions in which to channel ideas. 

Certainly that may have been the case in this study. 

However, there was no outward demonstration of planning at 

all. It appeared that the children did their planning in 

their heads. Indeed, the children felt that formats and 

outward organization of ideas got in the way of their 

writing, as interview data indicate: 

Research«ff "How did you decide on the form the writing would 

take?" 

Child - "I like doing .... television reporting. It's easy and 

bonus fun." 

Researcher - 11 How did you plan your writing?" 

Child - "In my mind I could see the way I wanted it to be. " 

Researcher - "Did you write down a plan?" 

Child - "NO WAY! There was no need. I KNEW what I was going 

to do." 

Researcher - "Do you think planning your work like creating 

story maps, flow charts etc. helps you to organize your 

writing?" 

Child - "No. Teachers go on and on about that, and usually 
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you forget the reason you even started it. I like to just 

play around a bit in my head, and then write." 

This child perceived that organizing and planning writing was 

too time-consuming - a view which was shared by a second 

child, thus: 

Researcher - "How did you plan your writing?" 

Child - "Do you mean how did I get my idea?" 

Researcher - "No, I mean how did you work out a framework 

for your writing? Did you organize it in some way?" 

Child - "No. I mean, yes, in my head. If I had to write out 

a story map or something, that would take so long that I 

would have no time left to write. " 

Researcher - "Do you ever make a quick list of ideas that you 

want to include in your writing?" 

Child - "No. We've never been taught to do that." 

Another child seemed to be unaware of his mental planning. 

He stated that he didn't do any planning at all - having an 

idea was enough: 

Researcher - "Which parts of this writing did you do in the 

planning stage?" 

Child - "I didn't do any planning - I thought my ideas would 

disappear. I am a quick writer - I like to get it all down, 

otherwise I would forget." 

These children had been taught a variety of text structures, 

the implicit knowledge of which enabled them to concentrate 

on capturing the content of their texts first. The interview 
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data relate much more to what writers say they do when they 

actually create texts. 

Certainly, a few children's pre-writing reflected some 

planning of the ensuing te1,ts. rrhey grouped descriptive 

words under headings such as Pleasant and Unpleasant, or 

Taste, Smell and Feel. Others listed descriptive words on 

one side and the connected ideas on the other. Evidence 

suggests that the children did refer to their pre-writing 

during the independent writing stage. For example, several 

children crossed off listed words as they used them in their 

writing, and, without exception, each child drew on topic 

ideas, based on the physical sensations of smell, touch or 

taste, which they had listed at the pre-writing stage. 

Outcomes of Pre-Writing and Planning: 

* Changes om Writing Characteristics 

* Changes in Writing Responsibility 

The pre-writing and planning process in the sensory 

activities demonstrated both visible and mental output, which 

impacted on their writing characteristics and 

responsibilities. The children's performances were in 

keeping with the Flower and Hayes' (1989 p.83) description of 

the planning process where the "visible output (notes etc.) 

and mental output S'Jem to be nearly identical - the child 

generates a list of topics, content information and actual 

language for use in the text." 
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In this study, the children were required to plan their 

work without teacher guidance. Therefore, they had to make 

notes, determine their own topics and forms, and organize 

their writing according to known conventions. Writing 

samples and interview transcripts demonstrate real 

experimentation with form and perspective. Also, in many 

cases, due to a knowledge of implicitly and explicitly taught 

genres, the writing was imaginatively organized, for example, 

advertisements with pictures, charts, letters. (This is 

discussed in detail under the heading Writing Independently). 

By allowing the children to choose their own topics. based on 

personal sensations, and giving them the time to shape their 

writing through focussed discussion and pre-writing, the 

children took control and explored ways in which they could 

express themselves effectively. The positive effects of 

planning and pre-writing are seen clearly in changes in the 

children's writing samples, in terms of diversity of forms 

of perspective, and use of and ideas, manipulation 

descriptive language. 

one girl in five 

exploration of texts: 

The following examples, completed by 

of the eight sessions, illustrate 

1. Pre-writing was organized under the heading "Shopping 

List. " It included carrots, Pine-o-Clean, fruit, basket, 

mushrooms, lemon, spice, tools (garden), roasted peanuts, 

custard powder, chemicals, bird seed, bandaids. 
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Text One: letter (from the public to compliment purfume 

manufacturer -

Dear Sir, 
All of us here 
and aftershave. 
the time. Please 

in the public love your purfume 
We buy it for presents all of 
don't stop making it. 

Sincerely yours, 
The Mayor. 

Text Two: Advertisement 

It's New! It's floral! It's fresh! It's great! 
It's rich! 
VANDECK'S NEW PURFUME! IT'S VANDECK'S! 
From one of Australia's leading purfume 
companies! Perfect Purfume with the sweet, floral 
smell of fruit and flowers! Here Only $8.95 

2. Pre-writing was categorized as Salty, Sweet, Acid, Bitter. 

Words were salt, vinagar, stock, peanut, sugar cinnomen, 

apple, vinagar, cinnomen, paprika, coffee, lemon. 

Text One: Description 

COFFEE 
Coffee is the comfortable smell of the farmhouse 
kitchen at breakfast. Coffee is the taste of the 
tassels of my leather bookmark. Coffee has a 
thick, rich, dark taste, a little like my ruler's 
taste. Coffee's smell and taste always wake Mum 
up in the morning. 

Text Two: Advertisement 

YARN'S NEW BABY FOOD! 
NEW!! Mmmmm! Apple and Cinommen! SoftJ In 
Banana or Apple and CinommenJ Terrific! 
A DELICIOUS DISTANT SWEET SPICE TASTE THAT YOUR 
BABY WILL LOVE! 
No added sugar or preservatives. 
(This text was accompanied by drawings). 

3. Pre-writing - fine sand, sugar, sweet, fruity, pineapple, 

tropical, melting, soft, powder, sticky, fake, packed, sweet-

shop, pocket money, ratting the pantry, lolly section, 

flowers, friesures, fruit shop - restraunt in Bali, party, 

Royal Show, beach, gardening, cold, jellyfish, porridge, cold 
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cooked noodles, staining, slippery, harder to squish, sticky, 

smooth. 

Text: A Complaint - Written for Performance 

"I hate being thrown through the air. It's awful 
being stuffed up in a child's warm hand and 
suddenly feeling a huge lurch in your stomach. 
By then you know your flying for sure! And then 
halfway before you even think of falling to the 
ground you hit someone or something that is 
certainly not the ground because if it were the 
ground, all the other sand-grains would chair­
lift you to the hospital. You might even hit 
something slimy, and then the person whom you hit 
would say "Mummy, Mummy, please help me to get 
this nasty little sand-grain out of my eye!" 
Nasty little sand-grain indeed! And sometimes 
those people actually eat you! Not to mention 
getting sat on! And trod on! It is an insult to 
a respectable sandgrain like me! I might as well 
stay with my distant cousin, underwater!" 
(Sniff and walk off in a huff) 

4. Pre-writing cool, duty, dry, liquid, grainy, soft, 

rough, smooth, strong, hard, tough, mould, squashy cake 

dough, sticky, bakery, sea salt, strechy, doughnut, sausage. 

Text: Narrative - Written for Performance 

FROM THE PLAYDOUGH'S POINT OF VIEW 
"Oi J Quit ya ' squashin' kid l I'm tryin ' to talk 
'ere! Ha! she I s finally left me alone! We can 
get going J It 's a miracle! Now, you wouldn't 
1 ike it much if OOOOOF ! you were OUCH J pinched 
and tweaked and smashed and pummeled all day! It 
wouldn't be nice for you and it is certainly not 
for Hupf me! Phew! She's left me alone and - I 
don't believe it! She's writing a story about 
me! Modest, kind, precious me! How kind! But 
it's still not very nice sticking pencils into me 
and ea ting me l A ugh ,I One ten th of me has gone 
down the vacuum cleaner and another one tenth of 
me has suddenly vogaged off down into the 
digestive system! 

5. Pre-writing - deep rich dark smooth, salty, sweet, 

crunchy, crumbly, cold, fake filling, snap, rice, lemon, 

fizzy orange, sour coconut, fruity, meaty, tangy, weak, 

oranges. 



Text One: Acrostic Poem 

Presents 
Awsome fun 
Radical 
Tiring games 
I love them 
Exciting stuff 
Super food 

Text Two: Poem 

Licorice allsorts, on blue china plates, 
Sausage rolls piling high, 
About the best food I ever ate, 
With lollies almost to the sky. 

Salty, coragated, crunchy chips, 
Cold, fizzy orange drink, 
Tables with leftover orange pips, 
I't"s absolutely the best,. I think. 
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It is asserted that the exploration of the content and 

form of texts demonstrated an exploration of thought. The 

changes which occured in writing such as this could not have 

occured without a simultaneous positive change in the 

children I s perception of responsibility towards the writing 

task. 

5. Process Five - Writing Phase 

The process of writing independently as an extension of 

the sensory manipulation, focussed discussion, and pre-

writing, drew out new skills in every child. Writing samples 

and interview transcripts confirmed overwhelmingly that, from 

week to week, the children improved in attitude and writing 

confidence. There were significant changes in all five 

programme outcomes. Analysis of the patterns of behaviour 

during the writing time showed that the children were 
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remaining on task for longer periods, concentrating more on 

their work, industriously writing, confidently 11 having a go" 

at innovative writing techniques and were increasingly 

resentful of the writing time limit. Many of them refused to 

go out at afternoon recess, because they were so enthusiastic 

about continuing with their work. 

The teacher confirmed that the quality of work in the 

writing samples corresponded to the behaviour that was 

witnessed in the classroom. The children's ideas were 

imaginative some expressed personal feelings - and, with 

each new writing session, the children went from strength to 

strength in their ability to express themselves creat vely. 

They began to use literary devices such as diagrams, drawings 

and effective punctuation, for example, * * ! ! BANG! ! * *. Most 

of the children gave titles to their writing. The most 

significant changes, however, were in the exploration of 

genre and perspective. The children, from each ability 

group, wrote recounts, narratives, plays, speeches, poems, 

letters, songs, advertisements, descriptions, reports and 

procedures, from a variety of viewpoints. A few children 

also drew charts. The children did not seem to know why they 

chose specific forms, other than to try something they had 

never done. For example, from interview data - ~'I've never 

written a song before, so I thought I'd give it a try." 

Kress (1982, p.131) confirms that exercising different 

choices points to "differences of cognitive mode and process. 

Differences of form facilitate qualitatively distinctive 

modes of thinking." A few children consulted a chart in the 
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classroom, which listed a variety of formats which had been 

covered by the teacher. It is asserted that, ih this study, 

the children's ideas for the content of their writing 

prompted their experimentation with genre. The researcher's 

insights are that the ideas for the content of their texts 

came first. The following examples, presented here in the 

body of text, are from children in each ability qroup, and 

represent approximately five percent of the total number of 

completed texts. The texts were chosen for legibility, ease 

of reproduction and demonstration of a variety of genres. 

Exemplars are located in the Appendix (K). 

Female - Above Average (Attitude 87, Benchmark Score 92) 

This poem came from a session on taste. One of the 

ideas in her pre-writing was "an apple reminds me of 

picking fruit. " 

AN APPLE 

Notice on the bulletin board 
"Fruit picking - help wanted." 

Applied, 
Got it. 

Early morning, getting out of bed, 
Going down to breakfast, dressed, 

Getting in the truck, 
Booming out into the darkness, 

Sun rising as we arrive, 
Getting out 

Meeting the other fruit pickers, 
Starting work. 

Shinnying up the tree with a basket, 
Picking and picking, 

The basket filling up, 
Full at last! 
Climbing down 

Taking the basket in, 
Rewarded with an apple. 

Sinking my teeth into it, 
CRUNCH! 

' 
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Female - Average Ability (Attitude 78, Benchmark Score 58) 

This description came from a session in which the 

children smelled, felt and tasted jelly. In her pre-writing, 

she had "JELLY mud at the swamp. JELLY Colder, harder." 

WINTER 

The cold hard wind stings my cheeks as I walk 
on. My eyes wince as they follow the puddles 
ahead of me. I reach the grass and see earth 
worms swimming and playing under leaves 
waiting for a drop of water to trickle down 
their long thin backs. Umbrellas everywhere 
with pretty patterns and designs on them. I 
walk over to a tree and see the remains of a 
bird's nest blown away with the breeze. I 
take off my boots and let my cold toes sink 
into the warm mud. I love winter! 

Male - Below Average Ability (Attitude 46, Benchmark Score 

This narrative came from a session on making playdouqh. 

In his pre-writing, he had "sand, silk, playdo, playdo 

s trechey, smoth. " It should be noted that this child 

normally wrote only a few words or one sentence. 

One day I went to the sea side to listen to 
the playdow waves. They feel like silk and 
taste like ice cream. The sand is flour the 
sea has the salt and when it rains it makes 
play dow. When the humans step in it it 
mixes it all together. When it hasn't raind 
for one week the humans bring down buckets of 
water to make the playdow. Some pople say 
that they should take the flour away and 
replace it with sand except more pople want 
the flour so that there beach is the only 
playdow beach. 
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Female, Above Average Ability -(Attitude 91, Benchmark Score 

92) - Poem written after a session on Touch. 

ART 

Lightly, smoothly, deftly, 
He swiftly strokes the blank, uritouched 
canvas. 
He quickly engraves a sharp, bright, 
colourful image. 
The still, silent, green landscape is dim 
For the pale, feeble light of the setting 
sun cannot carry its heavy weight, 
No-one admires, they are full of hard 
critizim. 
Years go by; the artist leaves, 
We start to see the pureness, 
The colours are faded, the outlines have 
become soft 
And the slim figure is shadowy and faint, 
But, it is whole, complete and beautiful. 

Male, Average Ability - (Attitude 70, Benchmark Score 65) -

Description written after a session on Touch. 

Every Thursday we go to the beach and 
have a swim. 
It was Thursday afternoon at about two 
o'clock and I was thinking about going to 
the beach with the spickey little crabs 
crarvling on the sand, the rough rocks on 
your feet, as you walk down to the wet 
stretchy sea, and as I swim throgh the 
curly, floppy, soft seaweed floating on 
the water. as I swim I feel the hard, 
round, rough rocks lie on the bottom of 
the sea. The spunge lies on the sand for 
crabs to hide in and its cardboardy feel 
makes me shiver. 
I can't wait to go to the beach. 

Female, Average Ability - (Attitude 94, Benchmark Score 50) -

Poem written after a session on Touch and Taste. 

Running down the field, 
Way ahead at the finish line the sweet 
grass awaits you, 
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Ouchi There are hard, smooth pebbles in 
the way. 
The race a long one, 
but you can make it, 
sweat is running down your face and 
dripping down on to the grass below. 
it is very hot. 
the criss crossy fence beside you, 
a crumbly old tree is crumbling up beside 
you as you run down the last lane on the 
left. 
the bumpy palm trees to the right of you. 
a red fizz in the distance barracking for 
you. 
you have to go faster. 
a soggey ball has just been throwen for a 
dog near by. 
there's real convasion now, 
everyones barracking like made now, 
I'm nearing the finish line, 
Yes I'm throw first, 
I'VE WON! 

Male, Below Average Ability - {Attitude 72, Benchmark Score 

34) - Advertisement written after a session on Taste. 

Well if you havent herd about the tast 
mishen your going to hear about it now. 
Just tipe what tast you want and in ten 
secons flat the tast you want will 
sprinckle down from the top into the boul 
underneth. Ring norw but do not send any 
many I reapet DO NOT SEND ANY MONEY. 
(Child then drew a picture of the Taste 
Machine). 

Female, Low Average Ability - (Attitude 83, Benchmark Score 

45) - Narrative written after a session on Touch. 

THE DREADED SHADOWS 

One day I lay in bed watching the 
different shadows on the cieling and I 
saw a shadow that I had never seen 
before. It was different. Small but 
moving rapidly. It was almost to small 
to see. It was closing in on me. I lay 
as if tied down to my bed. Then my 
shoulders started to tinge] and then my 
arms and my legs and my feet. Soon all 
of my body was tickling and tingling. I 
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suddered. I had cough t the dreaded 
TICKLE DESEASE. So if you ever catch 
sight of a small group of marching 
shadows at night BEWARE IT'S PROBUBLY 
THEM!!!!!!! 
(Text accompanied by a drawing of the 
shadows) • 

Male, Average Ability - (Attitude 83, Benchmark Score 62) -

Procedure written after a session on Touch 

HOW TO MAKE A PLAYDO BOMB (for the Army) 

Step 1: first you get 300 cups of flour 
(to make a big one) 
50 cups of salt 100 big size bucets of 
water (made to be slimey). 
Method: first you get the bigest Dumpers 
handy mans bin. Get a fork lift to pour 
the flour in. 2. find a helicopter to 
pour the salt in (check your salinary 
chart, it must be right). 3. Now you 
need a army plane to pour in the water. 
4. Get two cranes to stir it then get 20 
cooks to make it flat (need to be good 
people to roll it). second last thing -
now get 50 helicop[ters to lift it up and 
drop it on the other country (might need 
lots of them}, 

Female, High Average Ability - (Attitude 63 Benchmark Score 

70) - Narrative written after a session on Taste. 

THE MEDICINE ATTACK 

A little girl could Alex court the 
runaway flew. So she went too the doctor 
where she didn't like going. 
The doctor gave her the most dusuting 
medicine for her discription. 
That day when she got home she looked at 
the package when sudenly the bag burst 
open and out came the tufest medicine. 
He started atacking Alex. He pulled his 
sord out from undeneth his belt and stuck 
it in Alexes thinger. 
HELP the medcines a tacking me screemed 
Alex. 
Don't be silly called her mum who was now 
in the kit ti en And she ran to Al ex. She 
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siad ow my gosh and she 
the medcine carefully. 
drink it up. after 

opend the lid of 
Then Alex had to 
doing that the 

medcine was dead. 
Al ex and the f 1 ew sepera ted 
saw the flew again. 

and she never 

Female, Above Average Ability - (Attitude 92, Benchmark Score 

92) - Poem written after a session on Taste, Touch and Smell 

I was eating popcorn, trying not to 
choke, 
When a magician appeared in a puff of 
smoke, 
I stared at him, he ignored me, 
He just hummed "diddle dee dee!" 
He was bending over an enormous pot, 
Stirring something very hot, 
I wondered and wondered what it was, 
I was soon to find out because, 
As soon as he stopped he looked up at me, 
And startud pouring i L into my tea! 
He made me drink it and - oh dear! 
I started shrinking (top to rear!) 
Until my butt was upon the ground, 
And none of my legs were to be found! 
Oh my gosh! I can • t proceed! 
I've turned into a popcorn seed! 
Well, I supose I should, I might as well, 
(Although there's not much else to tell) 
I'm stuffed in plastic, with a pack o' 
punks, 
That are nothing more than the usual 
junk, 
I'm pretty bored, and in a mess, 
But it's only a dream, as you might 
guess! 

Female, Low Average Ability - (Attitude 83, Benchmark Score 

45) - Text {with a change of perspective) written after a 

session on Taste. 

THE TASTE BUDS ARE COHPLANING! 

"Now listen to me I don't want ANY more 
good food for instense that curry last 
week it was absulutly REVOLTING!! I can 
still taste it now SPICY HOT and OOH that 
smell! Hey you don't seem to be listening 
and another thing that brocoly yesterday 
was DISGUSTING I cant THINK of anything 
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worse exept the curry that is. Why can't 
you be like normal kids, ea ting CREMY 
choclate cake sweet lollypops that would 
be the life! excuse me I• m trying to make 
an affical complaent here HEY HEY WHAT 
ARE YOU DOING Oh no not the brussel 
sprout sandwiches 
HELP! 

It can be seen in these texts, that the children have 

effectively painted vivid mind pictures in their writing. In 

each case, the idea is creative and is expressed in a range 

of genres and the writing is clear and interesting. 

Outcomes of The Writing Phase: 

* Changes in Perceptions of Writing 

* Changes in Personal and Social Development 

* Changes in Writing Characteristics 

* Changes in Writing Responsibility 

* Changes in Attitudes 

Analysis of observation notes and writing samples which 

were compared each week over the term, confirmed changes in 

all of the programme outcomes. These changes are evidenced 

by a discussion of the aspects of the children• s writing 

which were determined by the research questions, as follows: 

Form and Style 

There was an enormous amount of both factual and 

narrative genre exploration. The only reference to genre was 

a chart on the wall. It listed many of the genres which the 

children had been taught explicitly, or had experienced 

implicitly. Some children w2re seen to consult the chart 

before they began writing. However, al though some children 



Page - 160 

drew on familiar genre forms, they did not always adhere to 

conventional generic frameworks. Perhaps they were not well 

versed in generic frameworks, or perhaps, they were 

struggling with a process of total control, during which they 

were unable to address all of the problems associated with 

the craft of writing. Certainly, they were organizing their 

own knowledge, and making connections with in-head 

information. In short, they were taking part in a process of 

genuine learning. The children creatively experimented with 

style by playing with perspective, using visual eifects, and 

practising metaphor and alliteration. They used dialogue and 

colloquial language in their writing, which gave it a sense 

of reality. ( See examples earlier in this Chapter) . Several 

children seized the opportunity to inject humour into their 

texts; others successfully produced texts which illustrated 

introspective thinking by the use of emotive language and 

expression of opinions. 

Longer Sentences, More Details, Descriptive Vocabulary and 

Greater Organization of Ideas 

Compared to the texts which the children wrote in their 

initial benchmark data samples, and in the first two sensory 

sessions. many of their writing samples increased in length 

each week. These early writing attempts contained an average 

of six sentences, with an average of ten words per sentence. 

By the end of the programme, the average number of sentences 

was eleven, with an average of twelve words per sentence. A 

few children made an enormous leap. For others, there was 
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little or no increase. Overall, it could be said that the 

increase in quantity was largely dependent upon the form they 

chose. The sentence and word counts could only be fairly 

carried out on the children's narratives and reports because 

other genres sometimes restricted sentence length. For 

example, the structure of acrostic and metered poems, 

advertisements, songs, etc. impose certain language 

restrictions. However, it is important to note that, despite 

a lack of quantity for some children, when each child's texts 

were compared to those completed the previous week, the 

diversity of ideas, the number of details and descriptive 

vocabulary improved, which suggests reflective thinking. The 

children were not writing erratic texts, as many of them had 

done for the benchmark samples. Instead, the children's 

texts were more cohesive, organized, focussed, and contained 

appropriate descriptive vocabulary. For example, the 

following texts were written by a boy with an attitude score 

of 67 and a benchmark score of 57 - average in both cases. 

The first text was a result of session one (taste) and the 

second text was a result of session 7 (touch). 

Text One 

THE HILLS 
Bumpy hills miles away 

Text Two 

THURSDAY 25 DECEMBER 1988 THE WEST AUSTRALIAN - WANTED! 

Shocking news on Christmas Day. A woman 
called Mrs. Johnson was found dead on her 
apartment floor. Police believe that she 
was tickled to death. A man was seen and 
has darkish-blond hair, dark brown eyes, 
freckles around his nose and rosey 
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cheeks. Today she would have been going 
for a holiday to Mandurah for Christmas, 
but as you know, she could not do that 
because she is dead. Next week, her 
lovely family and relatives are having a 
funeral. Just remember, if you see this 
man, ring this number as soon as possible 
881-40-527. 

(This text was accompanied 
murderer, the body marking, 
namely, the feather). 

by 
the 

drawings of tne wanted 
family and the weapon 

The children did not improve in spelling or grammar. 

Instead, they struggled to gain mastery over a variety of 

forms, writing techniques and personal topic choices. For 

most children, this was an enormous cognitive load, and it 

appears writing mechanics were sacrificed for writing 

quality, in terms of content, expression and form. 

Process Six - Sharing with Others 

In the early sessions of the sensory programme, due to a 

variety of factors, the children experienced difficulty in 

their writing, and hence, they were reluctant to share their 

work. Prior to session three, the researcher selected three 

or four examples of writing from the each of the first two 

sessions and read them out to the class. The researcher 

pointed out that the examples demonstrated interesting 

vocabulary, innovative ideas, emotions, opinions, clever use 

of format, etc .. Modelling in this way encouraged the 

children to want to write something which could be read to 

the class. Perhaps one of the factors which initially 

hindered the children's writing was their restricted 

audience. At this point in the programme, as was reported 
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earlier in this document, the children asked if they could 

share their work by reading it aloud to classmates at the end 

of the session. Further audience expansion came about when 

the teacher suggested that a folde~ of their work should be 

compiled for their parents to read. Observation notes and 

interviews with the teacher and target children record the 

mounting enthusiasm towards sharing with others. The 

children began reading their texts to partners who had 

finished, to the researcher and to the teacher. Sharing is a 

component of the writing process which is endorsed by 

supporters of both process and genrist methodologies. 

However, in process methodology in particular, sharing occurs 

at two specific stages, that is, at conferencing and 

publication stages. It must be pointed out that, in this 

particular study, the process of sharing the writing, was not 

a time for conferencing, although peers did make suggestions 

which prompted some changes in the children's work. The 

researcher shares the view of Clare Painter (1986} that 

teachers should provide explicit instruction and modelling 

during a conference. However, in this case, for analysis 

purposes, the children's efforts had to stand alone. It must 

be remembered that, in each sensory session, the children 

were sharing from the beginning. Sensory reactions, and 

ideas and formats for writing were discussed the 

"aloneness" of writing just did not happen. 

Sharing their work at the end of the sessions provided 

opportunities for the children to practise dramatisation and 

public speaking, and exposed them to a wide variety of 
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different viewpoints, ideas and forms. Many of their 

dramatic renditions were dictated by the forms which the 

children had chosen. For example, children who wrote 

speeches irni tated authoritative 

small groups performed plays, 

adults, 

whilst 

others sang songs, 

others adopted a 

teaching role by explaining diagrams or charts. More time 

than originally anticipated was needed for sharing the work 

because the children's eagerness to participate was 

overwhelming. The sessions were tightly run, and the only 

way in which children could be accommodated was to continue 

beyond the home bell time. All of the children were happy to 

proceed in this way, and many of the sessions ran 10 or 15 

minutes over time. At the end of the sensory programme, the 

teacher decided to allow the children to refine and revise 

their work for publication. The finished texts were 

displayed in the classroom. 

The work which the children had done in the sensory 

programme culminated in a class performance at a school 

assembly "ultimate" sharing. The teacher and children 

wrote a song, which the children performed, about the sensory 

sessions and writing, and several children were selected to 

read their work to the whole 

confirm how difficult it was 

school. The 

to choose 

teacher would 

four or five 

children's writing from a wide variety of excellent texts. 

Outcomes of Sharing with Others: 

* Changes in Perceptions of Writing 

* Changes in Personal and Social Development 
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* Changes in Attitudes 

Evidence from field notes shows that sharing with others 

contributed greatly to confidence building in the children. 

They began to perceive writing as fun and entertainment, 

rather than a series of correctly spelled, well-punctuated 

sentences. Children commented "I didn't know we could ha•·e 

so much fun with our writing!" For some children, the 

opportunity to introduce drama into their work was most 

welcome. One particular child, who thrived on drama, sought 

to improve her writing because she wished to entertain the 

children and see their nods of approval. The atmosphere was 

so enthusiastic (confirmed by the teacher in interviews) that 

even quiet children who usually held back their oral 

performances were participating. In short, many children 

discovered new personal skills, both in their writing and in 

public speaking. Therefore, the process of sharing with 

others brought about changes in the children's perceptions of 

themselves and their writing, and certainly reinforced the 

strong positive attitude which had unfolded towards writing 

and the entire sensory programme. 

Sense Preferences 

Observation notes and interview transcripts confirm that 

the children developed personal sense preferences which 

influenced their writing. For example, one child resented 

the session on personal touch so much that he could not write 

at all. Several of the sensory sessions included materials 
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which appeal led to all three target senses. With practice, 

the children were able to prioritize their sense preferences 

and determine the sensations which helped them to create 

images which could be turned into writing. In her book, ll 

Natural History of the Senses, Diane Ackerman (1991) suggests 

that sense preferences are linked to personality. That 

notion was not addressed in this research. However, in this 

study, interview data and writing samples provide evidence 

which suggests that sense preferences can have an impact on 

writing. The implications for teaching then are that 

teachers might consider the inclusion of sensory activation 

in their programmes, whether it be in Science, Art or 

Writing, in order to establish sense preferences which could 

be harnessed and explored in a variety of ways to promote 

learning, and provide opportunities for individuals to hook 

into and use the sense which appeals most effectively. 

Gender Differences 

According to Gilbert (1990c, p.13) writing can be 

conceptualised as "a social activity" which is determined by 

"social and cultural practices." The writing which emerged 

from this study reflected similar social and cultural 

practices in boys and girls. Both sexes wrote about food, 

parents, pets, monsters, robberies, parties, illnesses, 

holidays, sport etc. On the surface, there did not seem to 

be any distinction which could confirm apparent gender 

differences in the children's writing. However, an analysis 

of the number of times girls and boys wrote in a specific 
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form, and chose specific topics, particularly in the area of 

"fantasy", do indicate gender differences. Therefore, this 

study supports, to some extent, the findings of others which 

relate to gender differences and performance at school 

(Walkerdine, 1985; Davies, 1989; and Gilbert, 1990b). Tables 

6.4 and 6.5 conceptualize the differences in boys' and girls' 

choices of genres and topics, over a period of eight weeks. 
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TABLE 6.4 Freguenc~ and Variety of Genre Choices of Girls and 
Boys During the Sensory Programme 

WEEKS TOTAL 

GENRES 1 2 3 4 5 6 7 8 

Narratives 
Girls 3 5 5 3 5 6 7 5 39 
Boys 3 6 5 3 8 7 8 7 47 

Descri:gtions 
Girls 3 5 2 3 0 1 3 1 18 
Boys 3 2 2 3 2 1 0 0 13 

Recounts 
Girls 2 2 1 1 0 0 1 2 9 
Boys 1 4 3 1 0 0 0 0 9 

Poems 
Girls 3 0 4 2 2 1 4 4 20 
Boys 0 0 0 0 0 ? 0 2 4 

Re2orts 
Girls 0 0 0 0 1 0 1 0 2 
Boys 1 0 1 3 2 0 0 0 7 

Letters 
Girls 0 0 2 2 2 1 0 1 8 
Boys 0 0 0 2 1 0 0 1 4 

T. V ./'.News Re2ort 
Girls 0 0 2 1 0 2 1 1 7 
Boys 0 0 0 0 0 0 0 2 2 

Advertisement 
Girls 0 1 1 0 0 1 0 4 7 
Boys 0 0 1 0 0 0 0 1 2 

Songs 
Girls 0 0 0 1 0 2 1 1 5 
Boys 0 0 0 0 0 0 0 0 0 

Plays 
Girls 0 1 1 1 3 3 0 0 9 
Boys 0 0 1 2 0 1 1 0 5 

PosterLChart 
Girls 0 0 0 0 0 1 0 0 1 
Boys 0 0 0 0 1 0 0 0 1 

Reciges 
Girls 0 0 0 2 1 0 0 0 3 
Boys 0 0 0 0 1 0 0 0 1 
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It is important to note that the number of texts written 

each week varied. In the early stages, some children did not 

write at all, and as the programme progressed, others wrote 

more than one text in one writing session. 

Table 6.4 confirms that, in the first writing session, 

the children chose five genres to frame their texts. In Week 

Two, two different genres were used, however the variety 

remained at five. The figures in the Table demonstrate the 

impact of the sensory programme on genre choice in Week 

Three, when the variety of genres used increased to nine. 

This confirms earlier statements in this document, that, at 

this point in the programme, the children made significant 

leaps in their use of many aspects of language, which were 

sustained until the end of the programme. 

Narratives were the most popular genre choice throughout 

the programme. The Table indicates that the boys wrote more 

narratives and reports than did the girls, but considerably 

fewer descriptions, poems, letters, media reports, and plays. 

The boys wrote no songs at all, It appears that the girls 

experimented more with framing of their texts. Perhaps this 

endorses the research done by Gilbert and Taylor (1991, 

p.114) that "the world of the classroom is largely a world of 

stereotypes ..... and many of the common written genres 

endorsed for classroom use rely upon .... gender stereotypes." 

Their study suggests that women are linked to writing 

letters, secretarial work, diaries, etc. , whilst men are 

linked to "more powerful discourses" (p.105) in the world of 
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science and techno~ogy. Certainly, in this study, the girls' 

genre choices reflected the historical writing position of 

women, that is, an orientation towards "less powerful 

discourses" of writing, such as descriptive texts, letters, 

poetry and drama. 

However, two important points emerged. Firstly, the 

boys were experimenting with genre. Some boys did choose 

poems, plays, recipes and letters. Secondly, the girls 

demonstrated real flexibility in their writing, in terms of 

its framework. Perhaps a continuation of a programme such as 

the sensory one, would help children to break down some of 

the barriers which exist between children's traditional 

writing patterns and gender. 

The following Table 6.5 lists the children's topic 

choices, and indicates the number of texts written about 

specific topics. 
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TABLE 6. 5 Boys 1 and Girls' Topic Choices During the Sensory 

Programme 

NUMBER OF TEXTS 

TOPIC GIRLS BOYS TOTAL 

Pets/Animals 2 0 2 
School 4 1 5 
Places/Landscape/Trees 7 5 12 
Sport 5 0 5 
Friends 1 1 2 
Family 7 7 14 
Beach 3 2 5 
Food 35 14 49 
Holidays 2 3 5 
Sensations 21 9 30 
Self 0 1 1 
Toys 1 0 1 
Music 1 0 1 
Seasons 1 0 1 
Birthdays/Parties 5 3 8 
Christmas 2 0 2 
Fantasy 32 42 74 
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Table 6. 5 illustrates that boys and girls wrote texts 

about similar toptcs, with the exceptions of Food and 

Sensations. This could be interpreted as evidence of gender 

differences. Certainly women are stereotyped to perform home 

duties, therefore the number of texts which the girls wrote 

about food possibly reflects the female's domestic 

orientation. This orientation is confirmed by Gilbert and 

Taylor ( 1991, p. 21) who state that "powerful gender 

ideologies held that women's 'proper place' was within th:~ 

domestic sphere." Likewise, women are stereotypically 

associated with sensitive behaviour and the expression of 

emotions. In this study, twenty one of the texts written by 

girls reflected personal response to sensations, compared to 

nine texts written by the boys. It appears that the girls 

were more inclined to write about their reactions to taste, 

touch and sme 11. 

Table 6.5 also illustrates that a large percentage, that 

is, approximately one third, of the topic choices, were in 

the area of Fantasy. Analysis of the content of the fantasy 

texts reveals that, again, there were examples of gender 

differences. Because gender differences were a minor focus 

in this study, these texts were analysed only by topic, 

Closer analyses of characters, roles, verbs, male/female 

protagonists, etc. might reveal further evidence of gender 

differences, but were not carried out in this study. The 

fantasy topics were Monsters, Machines, Sporting 

Heroes/Heroines, Outer Space, Bombs, War, Robberies, Death, 
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Torture and Wizards/Witches. The topics which were exclusive 

to boys were Machines, Outer Space, Bombs, and War. The boys 

wrote twelve texts about Monsters compared to the girls' 

four. Although this suggests that there were some gender 

differences in the topics the c:'lildren chose to write about, 

it is interesting to note that some girls did write about 

topics which are largely considered masculine, again breaking 

down traditional writing barriers. An example of a text 

written by a girl about Torture is located on page 186. 

Attitudes to Writing 

The writing attitude questionnaire indicated a generally 

positive attitude towards writing prior to the commencement 

of the sensory programme. However, analysis of benchmark 

samples and interview transcripts suggested that the children 

perceived writing as a correctness of mechanics. In this 

study, 

whilst 

data from a variety of sources clearly showed that, 

the children maintained a competent standard in 

writing mechanics, they also became aware of the quality of 

content of their writing and the form in which it was 

presented. Repeatedly the children toyed with ideas before 

they selected something which they could write about capably. 

They sought peer opinions, were able to accept criticism, and 

willingly changed aspects of their work, based on peer input. 

Real audience awareness slowly emerged. The interview 

transcripts quoted in this Chapter illustrate this point. 



Page - 174 

Weekly comparisons of writing samples indicated that the 

children kept a mind record of their previous efforts and 

deliberately sought to diversify and experiment in each new 

writing session. Observation notes record that the children 

said things such as: "I've never done this before, I'd like 

to try ..• , Maybe I could write a ..... , I want to ~hink of an 

interesting way to write this." They consciously became 

aware of the creativeness of writing, in terms of content and 

genre. Their desire to be different was emerging. They were 

enjoying the variety of ways in which similar topics were 

being treated. This appears to have gone beyond what a lot 

of teachers found in process classrooms, where chi1dren churn 

cut similar accounts of the same topic. The positive 

attitudes which the children developed towards a high 

standard of writing quality after sensory exploration is 

borne out by the ways in which they carefully selected ideas 

and experimented with genres by playing with and adapting 

them to suit their purposes in writing. They became 

confident writers. Their confidence grew with the positive 

feedback they received from their teacher, other teachers in 

the school, their parents and peers. 

During weeks five and six of the programme, six mothers 

approached the researcher with information which confirmed 

changes in their Children's attitudes towards writing. Two 

examples are: 

1. "My boy is not a writer - he's better at Maths. But, for 

the first time since he's been at school, he's talked about 

nothing but his writing." 
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2. 11 I've always known that ..... is creative, but school has 

knocked it out of him. School wants them all to be the same. 

It's wonderful to see his enthusiam for his own ideas 

emerging. He knows you will accept his ideas - you have no 

idea how that makes him try to write something clever!" 

This awakening of interest in writing could be 

attributed to researcher effect and/or the newness of the 

sensory programme. Nevertheless, the children's desire to 

write after sensory exploration, instead of taking afternoon 

recess, or finishing at home bell time, certainly reflected a 

blossoming of interest in the writing task. 

Overall, the process of writing independently after 

sensory exploration brought about positive changes in the 

children's ~ttitudes towards many aspects of writing. This, 

in turn, resulted in changes in personal and social 

development and in the notion of responsibility towards the 

task. 

Summary of Section One - Group Case Study 

The data collected and discussed in this section sought 

to answer the main and subsidiary research questions of the 

study from the whole group's perspective. 

were identified and ·classified from the 

Major categories 

data and were 

discussed in relation to identifiable programme processes. It 

has been demonstrated that observable changes occurred in the 

children's perceptions of writing, personal and social 
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development, writing characteristics, writing responsibility 

and attitudes towards writing. The most notable changes 

occurred in each child's desire and ability to experiment 

with writing, in content, form and style. At the same time, 

data showed that no changes occurred in writing mechanics, 

and the length of texts depended largely upon the format 

used. Data revealed that sense preferences impact on 

writing. Gender differences in performance and attitude were 

evid8nt in the children's benchmark scores and, to some 

extent, in weekly writing samples. Attitudinal changes 

occurred towards various aspects of the children's writing as 

they took control of topics and forms, and were released from 

the burden of just "getting it right." Data analysis and 

triangulation demonstrated that the components of the sensory 

programme were highly interdependent and, as a whole, enabled 

the children to work their way through personal writing 

struggles. 

Taking into account that this was something new to the 

children, which was observed by an outsider, the factors 

which independently and collectively appeared to influence 

the children's writing were: sensory exploration; context 

building through explicitness of task; teacher input and 

focussed discussion; time to explore ideas and genres; time 

to build background knowledge through talk; meaningful 

audience; and a desire to share. 

It is difficult to isolate one aspect and recognize it 

as more important than another. Sensory exploration by 
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itself did not change attitudes and influence the children to 

write more creatively. Yet, without it, the children may not 

have had the ideas for writing and hence, had nothing on 

which to build. The teacher's input in the form of control 

and direction was vital for the children's successful 

exploration and discussion of ideas and genres. Once that 

was established, in this particular context, the children 

took over and genuinely explored the craft of writing. 

Extension of audience and a desire to share achievements 

were contributing, motivating factors. 

In this classroom, the children were able to take up the 

challenge of injecting personal ideas into their writing and 

making meaning by working through various stages in the 

writing process. However, it was not only the "personal" 

aspect, in terms of creativity and ownership, which became 

important to these children. Two other aspects emerged. 

Firstly, the children became aware that genres are mechanisms 

which help writers channel ideas, and secondly, the children 

demonstrated an awareness of the multiple ways in which the 

same ideas were treated. They seemed to de-centre. This 

highlights the importance of writing as a social activity. 

By creating and constructing their own texts, the children 

learned about others and the ways in whic. 1 different texts 

are constructed. 

Connections to Theory 
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Certainly aspects of three writing theories have emerged 

which are applicable to the findings of this study. The 

process model is reflected in the children's desire to select 

their own topics, control and own the writing through a 

SP.~ies of refining stages, 

meaningful, personal texts. 

reflected in the children's 

and "author 11 their way to 

The genre-based model is 

desire to playfully shuffle 

language and construct texts in a variety of formats, in an 

effort to improve their writing. The children developed the 

capacity to recognise and use a range of written genres. 

Teacher input, in this case, in the form of control, focus 

and direction, underpins genre-based theory, and was evident 

in this study. The notion of literacy being a social 

practice has also emerged. The children developed into 

choice-makers in the midst of others, and negotiated their 

way, socially and individually, through learning. By so 

doing, they learned to recognize and accept different 

viewpoints and the impact of those viewpoints on writing. 

The question might be pos,2:d - "What contributed most to 

the children's ability to creatively play with their 

writing?" The researcher would argue that no one thing 

contributed more than another. However, repeatedly, the 

children gave the answer. 

power of association from 

Accessing prior knowledge by the 

the senses emerged as the most 

powerful contributing factor. Making connections to ideas 

for writing overcame the biggest stumbling block for many 

children, that is, creating a topic. It is therefore 

difficult to dispute the teachings of scholars such as 
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Pestalozzi and Montessori who claimed that acuity of the 

senses is vital for learning. The changes which occurred in 

this group of children after sensory manipulation certainly 

contributed to their intellectual, social and literacy 

development. 
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CHAPTER SEVEN 

ANALYSIS OF INDIVIDUAL CASE STUDIES AND THE SENSORY PROGRAMME 

This Chapter is divided into two sections. Section One 

discusses the individual case studies of the six target 

children, and Section Two details the strengths and 

weaknesses of the sensory programme. The intention of a case 

study is to examine data from a number of perspectives in 

order to represent different viewpoints fairly. Adelman, 

Jenkins and Kemmis (1976 p.145) suggest that this examination 

is paramount 

case study 

and ''is 

worker 

at the heart of the intention of the 

to respond to the mul tipl ici ty of 

perspectives present in a social situation." By doing so, 

the researcher is able to provide thick description of 

patterns in the interpretation of data by establishing links 

and relationships between facts. 

The six children selected for this study were identified 

by scores in the benchmark data samples and cross checking 

the teacher's rating scale for reading and writing. The 

teacher was consulted for advice on the selection of children 

in order to avoid problems, such as a non-talker, who might 

have distorted the findings. A male and female in each of 

three ability groups, that is, above average, average and 

below average, were targetted for closer observation and 

interviews. Pseudomyns have been used in all cases to 

protect the children's identities. 

Case Study for Child One w Female, Above Average Ability 
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Sally is simply not like other children. The Principal 

described her as a person who "marches to the beat of a 

different drum." She is an only child, strong-willed and 

likes being the centre of attention. In class, however, 

Sally was not treated in any special way, which resulted in 

her dislike of the teacher. In her five years at school, 

each of her teachers remembered her best for her writing and 

reading skills. She was described by the teacher aD 

possessing 

great deal 

outstanding 

of maturity. 

writing ability which displayed a 

It seems obvious then that her 

questionnaire score for writing attitude should be high. 

Sally scored 87 out of a possible 100. It was interesting to 

note however, that she was undecided on two questions only in 

the questionnaire, namely: 

1. I would like to spend more time in school working on my 

writing, and 

2. I never get tired of writing. 

Perhaps it could be concluded from this, that Sally's 

attitude towards writing in school was showing signs of 

flagging in some way. 

Sally scored 90 and 95 respectively for her two texts in 

the initial writing samples, both of which are presented 

below. She was one of two children (both girls) who scored 

particularly well. Sally was eight years and nine months old 

when she completed the writing for the benchmark data. Her 

reaction to the Storm Boy excerpt reflects this eight-year 

old's maturity, as follows: 
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It made me angry at the shooters for shooting Mr. 
Pervical and sad at the same time. It made me 
feel sympathy for Storm Boy. He lost his best 
friend. It made Mr. Percival sound like a real 
hero. It was a very emotional piece, but the 
story is very captivating. I have read the whole 
story, and it is all close~knit and intimate. 
Colin Thiele bas woven sadness into the story, as 
the story and the sadness become entwined. He 
weaves emotion in all his books - happiness, hard 
work, sadness, anger. The ability to weave real 
emotions in with a fictional story is one of the 
qualities that I sometimes admire in an author. 

Text Two - Best Meal I Ever Had 

Greek meal at a Greek restaraunt. Marinated 
octopus legs. They taste a little like sausages, 
but fishier. Dad grabbed a leg that still had 
suckers on it, stuck it on a fork and waved it at 
Mum's face, saying in a low voice, "Monster of 
the Deep!" There weren't (except for Greek 
coffee - when Dad had a cup of it, I tasted some. 
It's thick and strong. In fact, so strong that 
they have to serve it in tiny miniature cups) any 
Greek drinks, so I had a can of 1 emonade. For 
dessert, I had a Greek cake. Greek things are 
certainly very filling! 

According to the teacher, Sally had been a willing 

writer and an avid reader, throughout the year. In fact, 

because of her loneliness at home (which Sally mentioned in 

interviews), she turned to books for comfort and 

entertainment. She did not confine her reading to stories. 

Her library books were a mix of expository and narrative 

texts. Because of her extensive reading, she was equipped 

with a wide vocabulary. 

Despite her skills in writing, Sally was one of many 

children who experienced difficulty in the first sensory 

writing session. Perhaps this indicated that, given the 


