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ABSTRAC™

The work of Piaget and Vigotsky has formed the theoretical foundaflon for many
research projects that investigate children’s cognitive processes which are part of
their learning cxp»:arie:ice. These investigations, however, do not address ike
aifective aspects of the learning process. This study seeks w0 isolate and'explore the
affective components of writing by concepﬁ:alizing a "cmativé writing experience”
as a ;=rsonal meaning makmg event which is simultancouslj*_ infiuenced by the
children’s cognitive development and their emotional developnignt. The feclings |
experienced by the children while writing are a particular inrerest. ‘Theories

d@clop’ed by Fread and E“eiig_ are used to investigate the cﬁildren’s emotions and.m
assess the impact these have oﬁ theit writing process, The methods of investigation
erﬁ__ploy a detailed observation of‘ external behavxour with the heip, of a video cémera, o
a focus group interview, a reflective jnterview and a projective technique, The

chilcﬁgn’s emotional experience of writing is deduced from the visuél data as well |

as thé___intewiews. It i concluded that the children’s experience of writing is
dominﬁted by anxious einotions. As the medlum of writing does not provide
children ‘witl; a communicative structure, it presents many children \;vith an
experiencé of isolation and meaningjessness, If the children fail to provide a
purpose for their task, writing becomes an experience of insecurity and alienation.
Tﬁe role of children’s taik during the wriﬁng provess does not have a cognitive
significance. On the contraty, its primary function seems to be to control affective

forces and to maintain the personal purposefulness of the writing task.



Chsipter |
Chapter 2:

Chapier 3:

Chapter 4:

Chapier 5:

CONTENTS

........................................ 1
........................................ 3
......................................... 6
‘Understanding Learning Experiences . .............8
Developing a Theoretical Framewark . ... e .21
Collecting the Data , . ... ... e e 28
“The Subjects . . . . . . A 28
Apparatus 4nd Method . ..o v et rrern .. ceeel Bt
Guidelines for Analysis an: interprefation . . .. .. ..., .. 35
Towards an Understanding of the Creative Writing

EXperience .. .......ocvvvernnnan . N 38
Understanding Behaviour Patterns . . U N 38
Understanding Individual Behaviour .. ............. 68
Talkingtothe Children ... .......... ... .. ..., 78

My Pen won’t talk, but Twill .. .o .. ... ..., 105



Chapter 6:

Implications for Methodology .. ......... T

Deve! hing Authorship Ve ber s { R
Deve!éping Edltmg Skills . .. ... PRI I .
Making Writing Purpossfil . ..o vl cuny ‘ S
Guided Writing . . . . . N L@ .' P e
‘Focused Feedback . .oyt .v ... e cen
' Eﬁs;
i!
|



1
INTRODUCTION

The shallenges of multicultural and mulﬁl.inguai education in South Africa arz no
longer confined to smali, progressive experiments, bit have become the somrce of
widespread difficulties and debate in ordinary classtooms, One | of the crucial
chullenges faclﬁg all teachers in classrooms at present is bow to help learners with
a limited proficiency in English to overcome the vast gap beﬁveen their oral and )
writen co~wetence in the medium of instrﬁction. Many students cope well in class
if the work is preéented and examined oraily, bﬁt fail to perform correspondingly in
their written work. Their oral competence makes them feel that they undersiand the
work and thus they get frustrated and angry if their written tasks do not provide
them with the results they eapect. The time teachers spend talking with them about
the required responses does not seem adequate preparation for the demands of the

written fasks,

Writing does not seem to be a simple matter of "talking with the pen". Itis a
process that takes students beyond a communicative role and forces them to work
out a permanent and formalised position in relation to thé task. This means writing
provides no space for tentative thoughts and thus forces sindents to confroni their
own feeiings of insecurity in relationship to the fask and to the language they are
expected to use. The difficulties and anxieties of the writing process can best be
observed when studeﬁts are engaged in creative writing tasks where their
performance does not depend on their knowledge of any particular content, but

seems to be limited by the act of writing itself.
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However, the current understanding of these limitations is ina&;quate and therefore
it is difficult to design a process that successfully supﬁorts studex_ﬁé in their_fcélings.
of insecerity and brings them from an qrai approach toa literate approach in their
| school work. :?As a result teachers are easﬂy fm;trrated by the uvnexplained, yct
' persistent difficulty thar students have with written school tasks and struggle with the

students” intense emotions that seem Yo be part of the provlem.

K
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THE AIM

It is precisely this difficulty that leads me to asl% how students experience the writing
process in generai and, in particular, what emotional factors are part of their creative
wntmg expamnce My pos'tnm as a teacher at an Open Catholic School has
confrontzd me with the Icarmng gxperiences of 10 to 14 year- oId siudents who
mostly come from multi-lingual (non-English) backgmunds and I hav> chosen to
ook at this parﬁmlar group of childrén in an attepopt to explore thei;..*-.diﬁiculties
with a creative writing task in English.  The aim &f this research project
-therefore is to understand a creative writing expex-ience"an;ong primary school

children.

A purely cogniiive perspective on writing concentraies on writing as‘ a process,
rather than as an experience. Thus it would seem that creative writing is only
deerped possible when 1, a ciu]d has mternahzed signs that have been provided By
culture and a;e shared by society; 2. the child has some internal control over the
process of meaning making and can voluntarily and creatively engage in it; and 3.
the chiid shares the conventional functions of signs so s/he can share his/her own
meaning with others. Learning to perform creative writing tasks is part of the
cultural development of a child that resuits from the mediated use of sigus and the

mediation will have a transforming effect on the process of cognitibn of gie child.

In the course of the proposal it will be argued, however, that a theoreiical

framework based exclusively on theories of cognitive deveiopment does not provide
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sufficient concepts to peneiraie the complex wet of feeh‘.ngé and activities that make
up the actﬁﬁl experience of the writing pfocess-: Neither “internalization” nor
"control over meaning-making procegées“ canbe samtg be purely rational, cognitivé
operatioris and language canmot émply be conCepl;iiﬁlizcd as a :raﬁls;parem tool
_provlded by socmiy, which represents meaning that i isto be shareq To bridge the
gap basic concepts of the psychoanalytic tradition will be applxed to dszcrentxate
notions such as mzdlanon and internalization of language. The use of language is
understood to be part of the symbolm processes that continually create new mcamngs
by establisking links between dffective energy and ettemal objects These mamrlgsl":‘:
give the clnid povwer io fake up an independent and personal position in the social .
netwoﬂc ot_‘ communicaﬁons.l The ability to Iuse language in order to communicﬁte
with other people is a crucial extension of the child’s powesr to symﬁoiisc_perscnal
meaning: and provides the child with a social process fo mﬁage émotien Ian_d
desire. If the symbolisaticnﬁtakes the form of writing, however, the social norms
apply not only to the content, but also to the form of tile communication. Thus [/
creative writing, understood as an act of formalised social commﬁnication, demands
of the child that s/he voluntarily and creatively makes new meahings that link the
internally and externally experienced realities of the child in a socially acceptable

way.

The empirical investigation of the research project will engage with these issues in

pursuit of four specific aims:

i, to generate a theoretical framework with which it becomes possible
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. to investigate ﬁlc\\:k\;shlp between the cognitive and the affective’

factors involved in the creative writing process;

ii. to investigate the affective factors impacting on the writing
processes of children during a sperific creative writing fask;
iii. to ':éttempt to throw new light on the impact of emotional "

experiences;on a cognitive task such as writing;

iv. to suggest ways in which writing Iprégrammes can explicitly
- support chiidfén in their emotional needs during the learning process.

‘-“I
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RATIONALE

Recent work on the methodological concerns of teaching writing has implicitly:,

elaborated some of the concerns noted so far. There is no expiicit referer__lc& tc
péychoanalytic theory in ﬂlﬁ texts, but there is a clear recognition of the 1';2"1(;‘.1; that
writing includes both affectiv;%:u Tébg;nitive processes and thaf the. affective
processes are particulacly important if students are pot wﬁting in their ]itnother tonéu

(Bdelsky 1991). Many of the recent method- iogir:ai sug_gestiozas address the
emotional rather than the linguistic aspects of the writing task. Edelsky (1986,
1991) stresses the importance of a "real ﬁuzpose" in wﬁﬁng and argues that the o
knowledge of a real audience helps the writer to focus and strucmre the writing task.

This concern is also exprcsséd by Hedge (1588) who argues; ‘that it is the teacher’s

responsibility to identify who the readers will be and to design activities which

support students through all the phases of writing. Valadez (1981) links the

development of writing skills to the development of the writer's *:\:.*ﬂ’-‘lzral identity. |
The notion of identity is aiso.lof interest fo Hall (1989) whdyarlgues th::‘}:ti.e ﬂ.:auhmg |
of writing must promote the emergence of authorship in young writers, Children
grow to see themselves as authors if they are involved in the decisions about the
putpose, form and audience of their writing. What all of these methodologies bave
in common is that they conceptualize writing as a long and difficult experience (not
simply a task) and that they explore ways in which teachers can support the writers
by providing a process that will ease the pain and increase the writer’s sense of
control. They do not, however, provide a sound theoretical basis for their

rzcommendations.
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Wilkinson, Barnsley, Hanna and Swan (1980) do make an explicit fink t;etwéen
writing and theories of affective development. The affective domain is defined ;'S' .
the emotjonal, interpersonal and imaginative aspects of a child’s development.
These include the dmnsmn of the "self”, others and "reality”. Wilkinson et al
prr.veed to develop an ipventory with which the content of children s writing can be
ahalysed to provide insights into their general’ emotmnal development. Although
theijr woric draws on general theories of affective 'deve10pmnt, pnce again it does;
i;ot provide an adequate theoretical framewnrk that can be used specificafly to
comprehcnq children’s experience of the writiﬁg pracess. ‘I’hus it seems that'there
is very liitie research dong that goes" bheyond thn level of . desﬁﬁpﬁon::- ,f the emotional
experience of children when they are engaged ina seemningly cognitive task such as
writing. These descnpnum are useful, but provide no substantive expiana:bry

_ framework for the dlfﬁculues that children expenence W1th wrl.tmg

| In thxs project I will attemi:t to fill this gap and to develop an undefstanding of the
children’s feslings while they are writing. This/fnight prepare the field for more
detailed investigations into the complex net o{ Z:ogniﬁve and affective factors that -
impact on the actual experiences of children that are leamning in order fo meet

demands of written school easks. ' \

i
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CHAPTER 1

UNDERSTANDING LEARNIN G EXPER]ENCES
=3

In trying to understand the experience of writing tasks at school it s important to

“ deveinp' constructs ﬁmt'ailow us fo conceptualize the complex a1 interrelated

fee!ings and- activxtnes of - Ieamers and teachy ; that cofistitute the learning

’expemme Th;s means 1, explonng the cognitive and affective, processes of

Icarnmg 2. lookmg at thc deve!apmcnt of symbol formations; and 3. understandm

| wntmg as a parucular instance of the previous two areas. 'Thus this. Hiterature
" r;.-.vxew wﬁl cover mamstream cognitive and psyche&nalyuc theorjes to zdent:fy the
- most useful concepis to be used in the theoretical part ef the study azd it wﬂl aiso

-, apply these theories to the speclﬁc condmons of the writing process,

‘Cognisive theorists such as Plaget (19681 (1970), (1981) and Vygotsky (1978),

(1962) seem fo agree that learning is more than imitation or reproduction of
information or skill. The essential feature of fearning is that it is a constructive
aci:,_ivity. New knowledge is actively being constructed by the learner (with the help
of the teacher) and this results in qualitatively new mental activity on the part of the
learner. There are, however, signiﬁéant differences in their explanation of the

construction process.

Piaget conceptualizes learaing as an activity interpal to the learner when he suggests

that equilibration is the genemtive mechanism behing cognitive development. New



9

menj:al stractures are construcied by the learner when the contradictions beiwesn
existing knowledge of reality and new demands thereof cause an internal imbalance

and conflict. The resolution of the mental disequilibrium dei:ends on a process of

equilibration that will constru  ew coguitive schemes which result in new ways of

knowing. For Piaget, however, this notion of an inmer imbalance is not
conceptualized & ;an actual éxperience of conflict. It is rather paft of his ﬂzeoreﬁcﬁl
model of an expanding process of equitibration (Furth, 1983). Unlike its mechanical
é;_auntcrgart, cognitive equilibration doés not return mental structures to their former
state of ﬁ_ﬁn—dismrbance. The balance rather occurs when the cognitive stroctures
are expanded through the construction of a higher plane of mental functioning. Thus
eqtsilibxiation is put forward as & hidden, intrinsic biological mechanisth of mental
construction without which learning cannot take place. School leaming is therefore

not a direct result of teaching, Learning (as defined above) will only take piuce o

schoo! if the schocl experience causes diseguilibriaum in systems of knowledge and

if the learners can use their inner resources to overcome this internal non-balance

through equilibration.

Vygotsky’s critique of Piaget focuses on the notien that a child wiil naturally (i.c.
independently from mediation/teaching) develop new mentsl straciures, For
Vygotsky the mechanism that assures cognitive development is not an intrinsic
biological process. He rather postulates semiotic mediation as an extrinsic
mechanism of mental development when he explores the role of verbal transactions
between: the learner and the teacher in the learning process. Here Vygotsky

introduces a concept of cognitive development which is mediated through the use of
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tools and signs. Children develop cognitively when they are initiated into. the

symbolic activity of their community through mediation. Central to Vygotsky's
theory is the motion that symbolic actiﬁty assomes an organizing function that
transforms mental processes. Initially these symbolic activ_ities are embedded in
extémal, social relationships that give them meaning. Gradually these précesses are
internalized and the individual increasingly provides an internal context for the signs

- and thus increasingly develops personal control over the pruéess of meaning making.

According to Vygotsky, ﬁlereforé, school will only provide a learning experience
"if the daily activities provide explicit opportunitiss for transactions between the |
social and intrapersonal construction of meaning. This irplies opportunities to shift
from: an external to an internal regulation of mental activity. This transaction will
not occur naturally. It is initiated by those acts of speech (communication) between
the learning roateriai, teacher and the learner which have a mediating function

iinkiﬁg the external and internal realities of the learner.

In summary then, the crucial factors of coguitive development according to
Yygotsky are |
i that a qualitative change in mental functions is always
the result of a qualitative change {development) m the
function of the signs used as a psychological tool to
perform 3 mental functions;

ii. the qualitative change in the use of the sign is
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mt:diaéid. This m_.e;':ix'ls the ment.. function ;ssncig'teq" |
- with it appears .mice during the course of cognitive
development - onc: externaily in the intezpsychalogicél
sphere and the second fime internally .in the

intrapsycholo gicﬁl ‘sphere.

Vygoisky's ideas made a particular impact on the debates around the influence of

| “literacy on cognition, . He argued that the presence of a system of writing is a
~ neecessary condition for the emergence of scientific tﬁought as written language is

more rémov:d from reality than spoken language and this made wriiing more
. ﬂf)'m'act The. decontextualization of written words in turn changes the function of
| words as they no longer represent a concrete situation but have themselves become
an gbstraci, systematized sitnation with wﬁich people can interact. Thus the ability
to write must involve mental functions of abstraction and systematization that ie tuei:
-form the basis of scientific thought. The cmcial qucsﬁon behind this argument is
whether the decontextualization of a written word differs from the
decontextualization of a verbal word in such a way tha it causes the dcvelopmem
of more abstract mental functions. In other words, does the difference in the
medium of the word mean a difference in the form of mediation and thus have a

transforming effect on the mental functions involved?

Vygotsky (1978) states that writing is a system of second order symbol® :n. The
written sign is a representation of a verbal sign which in turn is a representation of

a real referent. Thus it is considered to be more abstract. When literacy is acquired
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e verbal sign as "middle link™ falls away and the rcader.mow:s directly from the
: wﬁtten word to the referent. There seems to be no indiéaﬁon, however, that the
Symbdlic function of the sign changes. Once the wriiten sfgn system has been
mediated, the individual can use the written signs at the same level of generality as
the verbal signs (Vygotsky 1962). Thus the decontektualizzaﬁon and abstraction '.
involfed in a written sign system does not affict the symbolic function of the signs.
It affecis the medium, but not the structure of mediatior. The written text is
dedontextua{ized in the sense that words take the place of the context and h_ave_to
create an explicit framework into which the message is placed. The framework is
created through words, gramxﬁatical rules and syotax, not through new language
concepts., Thus the written sign system is structuraily analogm to the verbal

system used, It is only more explicit.

There is, however, one way in which the Wnttcn sign changes the conditiva of
menzal activity. The Wl‘itt.ﬁ.‘;_e;*f’gign, being extrﬁcted from a specific context, releases
the intended meaning from the constraints of time. The sign is no Jonger bound to
the impressions of the short term memory but rather operates within a space where
there is the possibitity for reflection and abstraction. It no longer has to encode the
"immediate story of experiences” but structurally provides the possibility for a
person to rethink a sitnation and to draw out general features of an experience.
Thus it does not seem to be literacy as such that gives riss to conceptual thought.
The written sign rather creates a non-situationa! context which seems an important
congdition under which a broader cultural and theoretical practice of critical discourse

can develop, i.e. the act of reading or writing in itself is not a sufficient condition
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for the development of new cognitive structures, but the presence of the written

word seems to Vygotsky to be at least a necessary condition for this.

The worI;: of Piaget and 1V)rgan‘:e‘.k:,f underpins a vast body of research on cognitivé :
development and learning. Piaget’s concept of equilibration illaminates the personal
potential and limitation of the learner and this has led to a widespread acceptance of
the notion.that development happens in stages and that the curriculum should
accommoclate the natural Iiuﬁtaﬁon of students, [Athey (1970), Donaldsun (1978},
Varma (1976) and Light gt_a_‘, (i99__1_)]. ‘“Vveotsky’s concept of mediatibn,. on the
other hand, haé generat:ti a lot o_f_ debate around the potential and limitation of the
learning ervironment [Luris_;-_"* | *‘-w*’(1979), Tulviste (1991), Cole and John-
Steiner in Wertsch (19858), 2. B

Although Piaget and Vygotsky’s \;.rorkhis' prc...eﬁ .,,«1 a\'s separate ;theorctica} ;positions,
they complement each.oﬂlcr well when ope tries 1o understand the complexity of an
empirical leaming experience. Macdonald {1990) presents an example of a South
African study that uses both theoretical frameworks in a complementary Wéy o
investigate the learning experiences of rural pnmary school Ehﬂdfen. Her study
differs from those referred to above in that she atterapts fo sbift from an
understanding of the learning process to an understanding of the learning
experience. Afier reflecting on the interpersonal and intrapersonal dimensions of
cognitive processes, she proposes that a successful learning experience depends on

i the existence of conflict between familiar and

unfamiliar knowledge of the world (Piaget)
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il.  the hﬁénﬁonﬂ provocation of this cognitive conflict
and pursnit of its resolution by the community of |
learning (Vygotsky) |
iii.  the availability of resources to dfercume‘" the inner
copflict and to reach a pew state of equilibrium

(Piaget).

The only aspect of Macdonald’s position that remains without a theoretical basis is
that of the availability of resources 1o overcome the inner conflict. She fails to
provide any account of the jnner resonrces that support the learners while they are
struggling to internalize mediated ruaterial | )r resource) and engage in processes
of self-regulation which will create a new internal equilibrium, In other words, the
one aspect of the learning cxperiencc.that can not be understood with the help of
mainstream cognitive theory is the experience of learning itself. What does i feel
like to learn? Does it involve an actual eiperience of conflict? If yes, what are the
resources that leamners rely on to overcome the experience of inner conflict? Are

these available? How can teachers know what the learners need?

The psychoanalytic tradition is based on a theory of experienced inner conflict and
therefore is able to provide some helpful insights here. Freud (1984) sug3sts that
a child is born with conflicting psychic energies - life and deat_h instincts. These
energies flow freely in the unconscious mind where a concentration of energy is
experienced aé anxiety and a release' of energy is experienced as pleasure. Freud

formulates the pleasure principle as an inborn regulator of these energies: humans
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_instinctively seck to avoid pain. The demands »f external reality (called the reality

priw:iple) necessitate the postporﬁment of mwhm pleasure and graduaﬂy both
instincts are directed and held in balance by the ego which seeks to controi the -
internal conﬂict by bringing the reality principle to Bear on it. Regulating
conflicting emotions (love/hate) by means of the reality principlg is the first learnt,

mental function.

Further development of mental functions happens with the strengthening of the ego
by means.of projection, introjection, and repression of th:eateniﬁg wishes and ideas
into the Un;:onscious (Freud 1984). Althongh a barﬁér between the Cansqious and
Unconscious is established, no Iifg experienceg are lost fo thc child. The
Unconscious becomes realm of unbound energy and repressed emotions that :xe;:t

a dynamic pressure on consciousness.

For Freud, -Ieaming (i.e. development of mental functions) is fundamentaily an
emouonal process because i is concewed of as a process of com:rollmg and
structuring powerful, yet opposing feclmgs of pleasure and pain that can be equared
to an experience of anxiety. Education is an "incitement to the conquest of the
pleasure principle” (Freud 1982, pg.41) but has to be conceptualized as a struggle
betweea opposing psychic fc ces during which energies become bound by images

. and experiences of the external world.

Melanie Kiein (1988a and 1988b) explored these ideas further and suggests that it

is the destructive fmpulses within the child that cause anxisty. The child cannot
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~ escape its own destructive urges and yet has a need to protect itself from their threat.
Therefore the child will project his/her anxiety onto an external object which in furn
is perceived to be the threat. Filling the object with the anxiouls feelings "restricis”
the feelings to the object and in this sense the destructive impulse gets "bowe. . It
also means that the object becomes a symbol of anxiety. _This process of projection
is the beginning of the child’s symbolic function where »:axtemal reality is given a
meaning that reflects the internal rea’y. This function can also be directed inwards
and introjééﬁun wilt take place. The child will introject images of external objects
to maintain their influence on its internal reality in the absénce of the real objects

themselves.

Symbolism, in the form of projection and introjection, therefore is the first process
of constructing memory and meaning, 'The mechanisms of introjection or projection
also ailow a child to mentally repair and restore an image previcﬁsly "damaged” by
the destructive energy. The wish for reparation, i.e. the wish for the dominance of

the life instinct, is understood as a maturation in the symbolic activity. i

Frosh (1989) presents Klsin’s argument that symbol formation (and the anxiety izt

gave tise 10 it) are the foundation of a child’s phamasy and its relationship tf;"féality. |
Symbolism, especially the experience of symbolic reparation, increases the child’s
capacity to tolerate anxiety and to link iniernal phantasy with the external world.
In her original paper Klein {1588a; "The importance of symbol-formation in the
development of the ego®) had developed this point further and had claimed that

without phantasy the child’s relationship to the external world would be impaired.
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Without phantasy (attaching private meanings to external objects) the child would

have no basis from which to relate to and negotiate with the external objects
themselvzs. Thus the interaction of phantasy and realify are a precondition for a

child’s intetest in the external world acd its rational understanding of it.

Sggal (1985) illustrates how close this link between unconscious phantasy and reaiity
remains, even in adulthood. She records various examples of pecple who
"complete” their superficial perceptions of people and relationships with their own
"internal perceptions”, i.e. phantasies, They are unaware of the fact that they
understand  situations o mean more than they say apd this leads to
misunderstandings or distortions of events. As phantasgies are imiages that are bound
to powerful internal epergies and have been repressed into the Unconscious, their
mcamng cannot éasily be challenged and so these images can maintain people’s
"unrealistic” perceptions of the world in spite of contradictions and rational
arguments Once these internal perceptions become differentiated and allow for a
distinction between private phahtasy and external reality, a mﬁcnai understanding

of the situation can develop.

Thus it would seem that a crucial consequence of the development of the symbolic
function as presemted above is the simuitaneous development of a child’s
relationship to phantasy and to reality. The two relationships aie both the resuli of
"making meaning" by linking internal and external realities through projection and
introjection. As a result perceptions of phantasy and reality influence each other and

might overlap. Thus the ¢hild from very young, long before it can speak, not only
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has a relationship to, but also an understanding of reality. This upderstanding might

be private and "uorealistic”, but it is there. As our understanding of reality
involves & process of constructing meaning of the external world, the act of

understanding is essentially a symbaolic act.

Cognition of reality that is based on sensorimotor or mediated activitics are not the
first symbolic acts that a child engages in and thus cognition necessarily will have
to confront the existing personal, affective knowledge of the external world, This
will involve the negotiation of the ego between perceptions of phantasy ami those
shared by people in the external world. Thus cognitive processes rely on exiermnal,
social meanings to construct reality whereas affective processes can be understood
 as* either using reality to construct internal, personal meanings or allowing external

meanings to take on internal significance.

Vygotsky acknowindges the existence of both personal and social lﬁé;.nings when he
argues that, as a result of mediation, an external sign has become for oneself what
it had been for others. He also claims that the change in the function of the sign
from communication to self-regulation causes cognitive development. However,
Vysgotsky gives no account of the learner’s inner reality before the social sign has
been internalized and directed toward the self, If We accept that the symbolic
fimction which makes cognition possible is the same function that ensures projection
and introjection, then we have to accept that the cognitive construction of knowledge
does not fill an "emply" head with interactions or signs provided by society, Rather

cognition of the social world changes the aim of symbalic acts by shifiing it from
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an internal personal meaning (caused by the binding of psychic energy 1o external

images) to its social meaning. In this sense, Vygotsky’s claim that coppiive
development depends on the development of a new function of a sign from
communication to self-regulation still holds, but can be seen to be limited to the

social aspect of the symbolic function only. |

The above claim that the cognitive symbolic function has the same origin as the
affective symbolizatidns and that therefore cognition npecessarily involves an
encounter ;rith the personal, emotional meanings of a sitnation also makes it possibile
to explaint why Piaget maintains that cognitive development is essentially a biological
proéess that is neither smooth nor predictable. The disequilibrium that provokes the
mechanism of equilibration can be understood as the disequilibrium and fn*:c flow
of psychic energy that is causing anxiety. The pleasure principle comék into effect
when equilibration is achieved by binding energy through new symbnhc acts and
thereby extending and stabilizing mental activity. -.Wc can say cogpifi Ve;é%ivnibpment
has taken place as the result of a s:ruggie (disequilibrivm and equilibraﬁoﬁ) between

internal and external meaning making,

Salzberger - Wittenberg et al (1983) have looked at the emotional experience of
learning and ieacking and claim that learning is essentially an experience of struggle
and mental pain. It involves feelings of insecurity, frustration, diseppointment and
helplessness. If the pain is more than can be tolerated, learning will be avoided and
~ the anxiety (flow of energy) can become expressed as fear, panic or anger in refation

to the teacher. Mental processes suchi as transference or repression arise in defence



of the ego against the mental pain and are thercfore ﬁart of the learning process.

Resistance to learning is often the most obvious "defence behaviour” in a learning

 situation. All of these defence mechanisms rely on the symhalic.funcﬁon as much

as cognition does and both processes ocour simultaneously. Thus learning can no
longer be conceptualised as the primary, rational construction. of knowledge, but
rather has to be seen as the separation and "reconstruction” of reality and phantasy

in the Conscious and Unconscious respectively.

i)
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CHAPTER 2
DEVELOPING A THEORETICAL
FRAMEWORK

1 h

The theoretical consequences of the above josition are extensive. If intersal and
external symbol formations are no longer understood as separate processes, we can
~use the notion of simmitaneous ‘symbol formations to explain the emotional
interference in cognition or, on the other hand, the impact of cognition on emotion.
It also allows us to explore the subjective experience of cognitive processes and to
conceptualize the internalization of resources that are necessary for a successful

learping experience.

As argued above, internalization of new semiotic material is not a neuiral, rationa:
construction of internal signs. It involves the child in a process of identification with
the teacher by which the child’s initial object cathexis (e.g. curresit rational or
irrational knowledge and use of signs) has to be abandoned and be reconstmcted to
| produce a new cognition of reality. This process pf letting go and reconstructing
can be conceptualised as a struggle between the security of knowing (pleasure
principie) and the awareness that this knowiedge no ionger meets the demands of

external reality (veality principle).

A new constrction of reality relies on 2 temporary peitive ilentification with the

teacher (as the knower, controllex) to provide the sectiity lost when the existing
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knowledge is temporarily abandoned, In other wotds, the state of not k‘naw'ir'lg

(result of abandosed object cathexis) can only be endurcd if the epo is supported in
this crisis by the introjected image of the feacher (smhmty, security), ‘Thus
identification ber:omes the ccmdltlon under whlch an object _cathexls can be
abandoned and thr;'psychic energy can be rels:ase.d withiout losing a sense of reality
and controi, The free flowing energy will once again be bound when a new wse of
signs (new knowledge) can direct the litidinal energy and provide it with a new aim.
The child_c;a.n therefore only tisk learning if the image of the. teacher provi&e.s

him/her with the ter brary stabiiity anii'secutiy s/he needs.

The internalization of resources i a jearning situation ﬂlerefore depends on the
increaéing strenigthening of the ego and the deve[opment of the super-ego through
the 1dent1ﬁcatmn process so that the "teacher-trus t" can gradualiy grow into "self—
trast” and self confdence The internalization (IIltl‘ijtlQn) of positive learmng
relationships can become a cyitical factor i the learning process. The conscions or
unconscious memory of the fact that learning ultimately results in a new feeling of
security and safety can sustain a learner’s s jenness in the Iéanﬁng relationshin when
mediation is experjenced as an infepse struggie for signs, Thus- it fdllows that
internalization of semjotic material in the learning sitation is fhe result of an
individuals’s psychic need to internally maintain the influence of reality (mediation)
and to use it to strengthen ihe life instinct, This happens in a continuous cyclical

mavement.
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Feelingincontrol .................. N

- New learning

Feglfugamafcoml ................ _: A, REREARE

The e erience of learning follows a eycle of feeling in and out of control.

The Ie_:_aming' experience of a person will hence follow 2 cycie 6f feeling in or out
of contzol. The learner will ;ﬁstinctively resist the loss of confrol and security and
might abaﬁdon the learning process when s/he e;tpexiences excessive anxiety.
Recognizing this cycle leads me to suggest that the affistive factors that contribute
to successful 1earning are any Tactors that sustain the learner’s sense of sscurity and
control, despite the necessary process of letting go. These factors are
i capacity for love and abiiity to trust in order to engage
in relational experience of learning;
ii. tolerance of pain and frustration in order to endure the
temporaty feeling of being out of control;
iii.  some awareness (by te:acher or learner) of personal
inner history and how cognition (use of mediated
signs) can become a tool to control and stabﬂ{ze inner
realitiés; |

iv.  access to affective erergies that ailow for change and



creativity. -

~ The application of the preceding discnssion to the context of ecreative writing will
show that creative writing is caught in a deep coxiﬂidt between the personal,
emotional demands of the creative process and the social, cognitive demands of the
writing process. The creative process as described by Klein (1988a) is rooted in a
person’s ne_éd to repair and restore iinages damﬁged by the person’s destructive
impulses. 'Thus it will only bccnr if the child 1, allows sotne free flow of psychic
energy (anxiety) so that repressed phantasies can emerge; 2. .that it rebinds this
energy innew symbol formations that are drawn. from the child’s internal or external
reality . This rebinding of energy provides the child with an opportumty for the
destruction or reparation of previous images, This ability to repair images
essentially is the creative space where no meanings are taken for granted and the
child is able fo make something "new”, Thus the notion ¢f control in the creative
process is intensely personal as it takes the child through both feelings of anxiety and
pleasure caused by the guilt and Teparation (renewed control) of its internal, private

world.

The demands of the writing process are in complete opposition to those of creativity, -
Writing is a process of. symbol formation. that is governed by strict social rules, The
written words have to be socially acceptable, e.g. correct spelling so that they can
coramunicate the meaning of the creative process. Frosh (1985) expresses the social
demands of communicative language as the "principle of otherness that any act of

speech presupposes” (pg. 150). Thig principie operates naturally in speech, but in



25

writing it is rather a formal demand. Writing, being an act of communication, |
therefors presupposes an aci of reading. The reader, however, is not a neutral
figure, Srhe is part of the external social reality and will judge the creative act in
terms of the norms of that reality. Thus it is the iﬁl&gined act of reading by an
"Qther" that contains - simultaneously - the purpose and the limitation of the creative

 act.

A_lthough the imagined presence of a reader provides the purpose and the limitations
for the writing process, it is nni: part of the writing experience as such. Writing is
vcrj% Tonely. ¥t is fundamentally different to talking, There is no immediate listener,
no immediate response. The child is speaking to an "Other" which cannot answer.
The "Other" is lost. The child is forced (by the créative pfocess) into an internal
struggle, iS abandoned in it and in addition has to internally provide the audience for
the final outcome of the siruggle. At the same timue the child is also under immense
pressure to communicate with the "eraptiness” in a highly prescribed and coded
ritual of writing conventions. If children do not have inner resources of love and
trust which will enable them to create their own audience through identification, they
-will not cope well with the loneliness of writing. If children feel unsure of the
conventions, the fear of "failure" and of permanenily .being “abaﬁdoned in the
wilderness" is increased. If children camnot tolerate the temporary anxiety and
| loneliness of creative writing, they might resist to engage in the process by refusing

to find a story to tell.

Thus the experience of creative writing will necessarily include an experience of
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increased anxiety as it centres around a gap between what exists internaily for the

writer aud what is actually expressed through language. This gap is a preduct of the
censorship and repmsﬁon that the writing process entails and without which the
creation of meaning cannot be communicated and shared by others. At the same
time, however, it offers opportunities for pleasute when it becomes a creative
process of constracting new meaning out of uncertzinty; of dealing with deeper
anxiety (by providing objects for cathexis); and producing a stronger sense of
personal imegrity, stability and power. It can be a chance to temporarily fantasise

wholengss and control where it will never exist.

Thus mom#nts of anxiety and pleasure are both part of wriﬁng. Based on the ai)ove
considerations I would suggest that the painful parts of the writing process are
*petting stacted, editing (being confronted with one’s own mistakes), getting marked
(judgement of final product)”. The pleasurable aspects are likely to be "making up
a story, reading (listening to) other stories, getiing praise and help during editing,
sharing the story with a re:sl audience". Althdugh thes.:e moments of anxiety and
pleasure would occur in a.r writing experience, the particular emotions relaied to
writing in a language that one is unsure of, need some mention. here. A very
common emoticn that can be expected among writers with a limited proficiency in
English is one of frustration when they feel they are not able to "say what they
mean”, They are also likely to feel very insecure about the forrnalities of the task
and the expectations of the “imagined reader” who will necessarily be English.
Heightened anxiety about the formal aspects of language use (e.g. spelling,

vocabulary) and fear of making mistakes can also be expected.
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The theoretical framework of this research xeport therefore rests on the notion that
thc-cxpeﬁence of creative writing is similar to any other learning experience, in that
it follows a cycle of feeling in and out of control. The experience of losing control
is caused by an internal refease of psychic energy from existing symbol formations.
The binding of the free-flowing energy to the same symbols or to new images
introduced from external sources reduces anxiety and leads to a renewed feeling o _.
Creative writing, however, differs ﬂ'om other learning xperiences in that it does nolt
provide an explicit learning relétionship in which the task is pursued. The act of
writing essentially isolates the writers and they are forced to project their readership
in the absence of a real communicative setting. They are thus continuaily confronted
with the difficulty of bridging the gap between their complex inner reality and their
‘limited external expression of .it. The isolation from a real."Other” during the
writing task is experienced as a i)ahlflxl, alienating process which makes the feeling
of losing control all the more threatening. :
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CHAPTER 3

COLLECTING THE DATA

The collection of data involving the feelings of children while they perform a
creative writing task has to take o account the very personal aature of the creative
process, Quatitative evaluation and .research methods (Patton, 1990), (Henwood & |
Pidgeon, 1992), (Bell, 1984) provide the tools to nnderstand individual children’s
behaviour and feelings and atlow one to probe their emotional reactions to particular
tasks. Explanation in this methodology rests not on an observable causality between
behavicur and written autcbme, but on 2 critical description and analysis of the
empirical writing behaviour, as well as the children’s perceptions thereof. The lafter
will be done in terms of generative forces put forward in the theoretical part of the
study (Harré & Secord 1972). Validity of the study will be secured through
triangulation, reflexivity and plausibility of explapation (Maxwell, 1992),

The subjects

The subjects involved in the research project are 29 Standard 4 pupils at a Catholic
Primary School in Johannesburg., There are 16 boys and 13 gitls in the class. The |
| class was chosen because I, the researcher, am also the class teacher and
consequently T have direct and daily access to the students. The majority of the
children live in townships around Johannesburg or in Hillbrﬁw and come to schooi

travelling over an bour in taxis or busses. Very few children in the class live in the
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vieinity of the school or are brought to school by their parents. Only 11 of the 29

children are currently brought up in a nuclear family and have regular contact with
both parents. Most other children are taken care of by single mothers with the help

of their extended families.,

As most children are growing up in the townships they are "streetwise”, regularly
telling stories of violence and crime during their weekly "news hour” and many have
been victims of some form of violence themselves. lee ages of the children in the
class range from 11 years to 14 years and 10 students h;ave fépeated at least one year -
_of schooling. All children are orally proficient in Enghsh and can. fully participate
in the school’s social life as well as class discussions. However, only five children
speak English at home. Not all stndents are fully proficient in written English and

generally the students are not confident in their written school work.

Salzberger - Wittenberg et al (1983) point out that children’s early leaning
experiences form the basis for their emotional nvolvement with school sasks and she
lists some of the factors that contribute to children’s heightened anxiety during points

of transition and open endedness in their daily learning experiences. At risk are:

1. those who have had frequent changes of parenting in infancy
and early childbood, each change undermining the trust and
the reliability of a helping aduit;

2. those who have experienced traumatic separations in early

childhood - such events undermine the trust in the surﬁwl of
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the loved person in one’s absence;
3. those who have not been_ able to internalize a good relational

experience because:

ay their motil_ers were unable to provide a sufficiently safe holding

situation, or |

b) the child is so tolerant of aﬁy frustration that any withdrawal of the

mother results in the destruction of the memory of the good

experience. '{1 |

In both.cases, no safe. internal equipment can be acquired.

These children and adults therefore tend to cling tt.;l an external

static situation for to them any change spells disaster;

4  those who have recently experienced loss or separation and
may therefore already be psychiéaﬁy overloaded at this
pazticular ﬁoment in time. _
| (pg. 14 and 15) |

Due to the difficulties associated with single parent_ing, many children in the research
groap fall into the first or second "risk" category., A full investigatibn of the effects
of emotional trauma on children’s ability to learn is beyond the scope of this
research project. Nevertheless, it is important to note that many of the children
participating in the research are likely to have had traﬁmatic expetiences that could

have undermined their trust in learning relationships.
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Apparatus and Method

The validity of the study is secored through triangulation, and therefore three
separate methods of data coller+ion were employed in an atterapt to gain access 1o
the experienced inmer life of the students who pér’ticipated in the creative writing
task. Data collection took the form of 1. detailed observations (Webb,1975); 2. a
focus group interview (Folch - Lyon, 1981); 3. a reflective interview: 4nd 4. the
use of a projective technique (Semeonoff,1976). As I am simultancously the
researcher and .the class teacher, the methods of data collection had to release me
froml immediate involvement in the process. The data collection therefore was done
with the help of a camera operator and a facilitator, using two video cameras, a tape

recorder and my reflective notes written on the day the research was done.

The data collection took place in three phases. The first phase commenced once all
the parents had granted written permission for their children to take part in the
project. It began with the observation of the class’ behaviour during a writing
lesson. The second phase was a focus group interview with eight members of the
class iimmediately following the writing lesson and the third phase was an intervisw
with two members of the class four months after the initial observation, recording

their reaction to a viewing of the video showing the class during the writing lesson.
Observation:

The data collection wes part of an ordinary school day. The class was given a
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chance to acclimatise themselves to the presence of a video camera before they were
presented with a creative writing task. The two cameras were sct up on high n'ipdds
in two comers of the class. One camera recorded the activities of a small section
of the class, that was later part of the focus group interview. The other camera %s
set at a wide angle and captured the activities of the remaining class members. A
row of 3 students could not be seen clearly during the recording and thus were not
counted as pait of the group. Although the children were aware of the camEras and
+:1{ been introduced to the person handling them, many did notn;ahse the two
cameras were recording during the lesson, as the recording light had been hlocked

off, and the camera operator left the room during the lesson.-

During the writing of the first draft, the activities of the teacﬁm*, the mood of the
class and the writing behaviour of the children were recorded on video tape. This
method of observation provided 2 defailed account of the external behaviour
(especially body movements, resistance to the task and rélational interactions) of the
students and it freed me o be part of the process and to reflect on my own activity
as part of the research. 1 also made reflective notes on the reasons for my

interventions during the lesson.

The mood and reactions of the class after completing the first draft of the ﬁsk was
also be recorded on video. While the class went to 2 : ‘a1 lesson, 1 managed to
read the first drafts and provide the éhildren with feedback on their .first writing
efforts, before they wrote their final copy 1o be handed in, The second part of the

writing lesson, where the children were given a chance to cotrect and rewrite their
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stories, was not recordes! on video as the cameras had to be moved to ancther room

in preparation for the focus group interview.
Focus group interview:

For the puzpose of moving toward a more detailed understandil;g of the students’:
experience, a focus group interview with eight children was conducted. As soon as
the same two video cameras were set up in another ﬁlass room, eight children joined
the facititator to participate in the focus group imterview. The group of eiglﬁ
children was made up of two from every "spelling gréup *, thus roughly representing
fhe spread of language ability in tbe class. The interview followed the form of 2
free attitude interview. As the children struggled with the precise expression of theu'
feelings, they were given opqutunitie:s for discussion betwesh themselves and
reflective summaries were used to facilitate 2 deepening in their TeSpOnses, I’Iu:
focus of the jnterview was to draw out the writers’ experience of the different phases

of the writing process,

The interviews were once again recorded 611 video tape. Fach cﬁmera was set up
on a tripod and was directed at one half of the group sitting in = circle. This meant
the two recordings added up to a compiete and cqntinuous reflection of all members
of the group during the discussion. As the interview was led by an outside
facilitator, the children were more self conscious and nervous during the interview

than they had been during the class observation.
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The interview was then transcribed, using the sound track from both recordings as

data base, 'The respomses to this interview were compared to the observable
behaviour recorded during the writing session. The data collected in the- interview

can, however, not be generalized to the experience of the whole gmup

Reflective fnterview:

The third and final phase of data collection was done four months later in the media
centre where two children from the class were shown extracts from the video
recording made during the first phase, and then were asked to comment on whai
they tlmughi was happéﬁing on the video. Their responses were recorded on a tane
recorder and transcribed. As the aim of this interview was to deepen and elaborate
patterns established by the observation and the focus group intcrviéﬁz, the two
children were selected on the basiz of the significant'contributions they made during

the focus group interviews.
Projective technique:

The content of the writing task was not restricted. In order to set a "free topic” and
yet provide some structure for the task, a picture that forms part of the Thematic
Apperception Test (TAT) was used (Se:_neonoff 1976). The TAT material provided
an opportunity for the class to write » tory in response to a Iiicture invelving a
learning situation (a boy with a violin). The pictures in the test were originafly

chosen because of their power to evoke phantasies and therefore it was assumed that -
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“the story” which the children projected into the picture revealed, in a fairly direct

way, something of their own inner reality.

As the fmages of the TAT were compiled in 1943 in the United States and reflect -
a eur-centric cuiture, they could be considered unsuitable for use in a multicult;ral
environment. There are two fi. 'tors, however, that persuaded me to use the TAT
despite its coltwal limitations. Firstly, - English medium school environment of
the children prcsents as much of a eui-occntric culture as the TAT aﬁd therefore the
¢" “dren’s encounter with the image from the TAT could be emotionally similar to
Lol daily encounter with their other eurocentric school tasks. Secondiy, the
projective features of the children’s responses to the TAT imuge would only be nused
Indexically to understand what underlying forces exist and what feelings the chiidren
project into the learning sitwation they find themselves in. It would not be used to
identify and apalyse underlying pathologies. Thus, the limitations of the test and the

{est sitvation would be recognized and respected.

Guidelines for analysis and interpretation

For the purpose of this research report the video recording of the class is used as
detailed observation data. In an attempt to isolate patterns of behaviour while
observing the children’s writing process, this data is analysed by using a time
sampling method. During the time sampling, the recording is interrupted every sixty

seconds and at that point a sample of the children’s behaviour is taken, It is noted
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how many children are writing, talking, are out of their seats or showing signs of
aggression. The aggressive behaviour is explicitly defined. The results of the
sampling procedure are then recorded on 2 graph and emerging patterns are
identified and reflected upon. A similar process of time sampling is also used to
analyse the changing noi:e level of the class during the lesson as well as the

dominance of apy particular behaviour.

In addition to the time sampling, a detailed transcript of the bebaviour of a few
children is made. The finer observation of individual children, as well as the
analysis of the interviews are aimed at despening the understanding gained from the
initial class observation, During the observation of the childrer’s individual
behaviour, the following observable activities are considered significant indicators
of emotional states: shouting, fidgeting, restlessness, disruptive actions and
aggressive acts. These are interpreted in the cbntcxt of the patterns identified with
the aid of the tirne sampling method. Finaily, the children’s comments on their own
behaviour are used fo reflect on contradictions and similarities between the actual
behaviour and their pefceptions of it. The content of the stories written by the
children is also analysed according to themes and images that seem to contain the

children’s emotional projections while they were writing the story.

Following the above guidelines, the analysis and interpretation of the data begins
with a description of the class’s behaviour patterns duzing the writing lesson and
provides a prelimivary interpretation of these patterns, identifying the emotional

experience that gives rise to them, This initial interpretation is then assessed in the
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context of a carcful consideration of particular sequences during the lesson, as well
as detailed observations of individual children. Finally, the analysis of the data
becomes focused on the experiences of a few children, as their observable behaviour

and their verbal reflections on this behaviour are juxtaposed and explored.

‘The outcome of this increasingly personalised analysis of the writing experiences of
the chiidmﬁ provides aﬁ insight into the unconscious aspects of their writing
behaviour and these cannot be generalized to the whole class. The depth and
complexity of interpretation achivved by the analysis of individual expeﬁances, |
however, provides some insight into the complexity of the writing process as &

“whole.
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CHAPTER 4

TOWARDS AN UNDERSTANDING OF THE
CREATIVE WRITING EXPERIENCE

%

Understanding bebaviour patterns

The experience of any learning situation is fundamentally personal and is Idetennined
simultaneously by the external and internal realities of each individual involved.
Even if the extemali_factors of the learning context are systematically controlled,
éach person'parﬁcipat;ng in the situation confronts it with their own, unique inner
reality and thus their individual experiences of the sitnation will not be the same.
| The children’s experience of the creative writing lesson documented in the reseazch
data wil therefore also differ from chiid to child, Their distinct psychic realities
interact with the common exiexnal reality of the writing lesson to constitute
individual exi:eriences. These experiences, however, are pot directly accessible.

They have to be deduced from the children’s observable behaviour and from their
persoﬁal reflections made during the interviews. The identification of patterns in the
children’s writing behaviour, with the help of the time sampling method, is a
significant component of the process of undefstandiﬁg their creative writing
experiences as the patterns could point to consistent features of the children’s

experience,
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General behaviour

The general behaviour of the childcen was observed and recorded using a time
sampling method. Figure 1 on pg. 40 is a summary of the time sampling data

collected during the 25-minute writing lesson.

Noise level

A similar sampling process wés followed to establish the noise level paﬁterns during
the Jesson. At each 60-mimmte interval it was noted if the noise level in the class
durmg the interval had been high , medium or low. The identification of eacﬁ level
was based on my subjective rating_ in relation fo my notion of a guiet, working
environment. The class was considered to be "very noisy" when children were
shouting out comments, whistling, making other noﬁ-verbal sounds and. \genemﬂy
were speaking at a high pitch, The class was said to be "noisy" if many Ehﬂdren
were talking at a normal pitch, some -cﬁﬂdren were making loud comments and if |
the general audible impressi(;n of the class was onpe of restlessness, The class Was
rated "quiet” when most children were settied, concentrating on their task and when
the verbal interactions of children were at a low pitch and focused on the task. The
fluctuating noise level during the 25-minute Ieéscm is shown in Figure 2 on pg. 41.

and Figure 3 on pg. 42.



Time sample of activities

Number of children

Minutes

Figure 1
This is a summary of the time samplmg data with a sample tﬂken evrery minute during a 25 minnie lesson.
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Noeise level _
during a 25 minute lesson

b
k- Very noisy (4-6)
a .
i
z .
Noisy (2-4)
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0 B
.0 5 10 5. 20 25
.“ AR . Minutes
Figure 2

The noise level in the class fluctuated throughout the lesson.
The above representation of the noise level during the writing lesson reveals that the
class was settled and focused during 6 of the 25 minutes observed, Of these 6
quiet minutes ooly 3 minutes (8th, 20th and 21st minutes) could be regarded as
a sample of a natural, busy silence.! The relative quiet Iduring the other 3 minuies

was a direct result of my/interventions.

!A natural busy silence describes the class engaged in their task, with a busy
buzz being beard. There are no disruptions of the activity and thc children
commuuiicate sofily.
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Noise level
during a 25 minute lesson

3 minustes
Natural working buzz

e 3 minntes
Enforced quiet

Figure 3

.. The children were télking throughout the lesson.

Due to the emotional dimension of the research question, I tried to keep my
intervention during the writing lesson. io a minimum. I only intervened directly on
3 occasions, when I felt the students’ behaviour in the class was beginning tol
underinine the project. My interventions were ant attempt to refocus and encourage
the class to complete their task., The first intervention (in the 12th minute) took the
form of re-explaining the task. The second intervention (in the 17th minute) was

mostly non-verbal, as I walked around the class, answering individual children’s
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questions and observing the progress of restless children. The third intervention (in
the 20th mioute) set out a time limit for the task ("you have only five minutes ieﬂ")

and at this stage it included some betsavionral guidelines for individual children.

Aggressive behaviour

It is widély acknowledged that it is very diﬁiculf’"to characterize the children’s
subjcctive experience 6f the writing lesson, as the mental pajn §t entails will not be
directly accessible to the observer. The oceurrence of emotions such as ﬁnea.sine’ss,
fear or aggression can only be deduced from external behaviour such as shouting,
fidgeting, restiessness or other disrupﬁve behaviour. The following activities were
considered to be acts of aggression and were rec-orded as such in the aﬁove graph:
throwing dirty tissues into a neighbour’s desk, pushing a pupil walking past, 2
pupils imitating a boxing fight, poking a peighbour’s face with a pen, shouting at
and érguiug with a neighbour about stationexy. Initially, there were only two
incidents of aggression in the first 17 mimites, They increased to 6 incideris during
the following 8 minutes. Most displays of aggression occurred immediately after the
teacher made an intervention and while most of the class was busy writing. The
increase in aggressive behaviour towards the end of the lesson furthermore coincided

with the first student completing her writing task.
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Figore 4

Aggressive behaviour increased towards the end of the lesson.
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Discossion: the pain of getting started

it was suggested in the theoretical introduction to this study that the learning
expetienﬁe of a person wil follow a cycle of feelihg in and out of control as psychic
energy is released and rebound to changing internal and external symbol formations.
The experience of "creating a story” about a given picture is no different. The
children have to allow some fluidity of internal energy ﬁo enable themselves to

encounter repressed phantasies that respond to the image presented to the child by
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the teacner. The freed energy then has t(; be rebound m new symbol formations that
are drawn from the child’s interaal or external realify and that are formed accordiné
to the convention of story writing. Th;'uatx of wntmg a story hence involves a
lonely, context- independent comfrontation with the self, during which the
“inspiraﬁon‘_‘ or “idea” for the story emerges. At the same time, however, the act
of wrmng necessarily includes an act of seif censorship tha: -wéill transform the
deeply personal ideas into a sociaily"éc;pcptabic story, The ;:,t of ‘writing is
therefore a mentally and emotionally stremutous, lonely and painful proceés and a fair
amount of non—ﬁriting behaviour in -the form of avoidance, resistance or

undermining the lesson can te expected.

The sample taken in the 5th mmutc of the lesson provides a.very inéeresting insight
inta tlw mﬁp!cx web of mental and emotional experiences suggested above, The
sample; presents the first writing peak where 8 stadents arc busy writing, only three
students‘ are observed to be talking to peers, one smdeﬁt is out of the desk and a
further student is engaged in an activity that is considered to be a display of
aggression (attempting to throw his dirty tissues in a neighbour’s desk). The
remai~igg thirreen students of the population are .busy with actions that were not

sampied, such as looking around, fiddling with pens and paper or stretching etc.

The visual data creates the impression that the cla)s is in the process of settling
down and that many children are busy with their task, The noise level, however,

contradicts thie impression. The class is v noisy. A child is whistling, another
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~ two voices are heard shouting dut comments 10 no one in particular, someone is
loudly commenting on the date and there are one or two voices calling the teacher.
This contradiction between the observed behaviour and the noise level in the class
allows some insight into the anxiety experienced during the mental preparation for-,
the wriﬁng task. Most children are Eonnmmicating at a high pitch and some are
making a nolse for no apparent reascﬁ: “Therefore it seems piausibl#;-__fo suggest that
many chi_}dfen are experiencing some of the tension inherent in the creative process

and that their noise making is an expression of their velatile, anxious state,

A possible explanation for this restless and pygressive beha iour at the beginning of
the writing lesson is that the process of writi~g the story is indeed an emotiopally
painful and frustrating experience for most of the children, Their intaitive response
is to avoid writing (as the cause of this uncasiness and frustration) by talking and
fiddling with stationery etc. As more and more children settle down and begin to
write, a pattern of aggression emerges. The anxious state experienced bly those
children who_have not yet started the task is enhanced. ‘I’hen' initial vneasiness
caused by the prospect of having to write is now compounded by the experience of
"being left behind". The acts of aggression that rc&ult from this heightened anxiety
not only give vent to their inmer reality, but also have the effect of disrupting the

writing activity of the children around them and thus reducing their loneliness.

As the teacher intervenes, the children who have not yet started are forced to
coufront their task, and some of these children are unable to face and contain the

teraporary tension: and lonefiness it entails. Thus their negative experience is
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ptojected outwards and the inner conflict hetweeﬁ the wish to plcaée the teacher and
the wish to protect theinselves against the pain of writing is once again expressed in
the form of a visible, interpersonal conflict provoked by the aggr"es_sive behaviour
of the child. As the writing lesson draws to 2 cloée the uneasiness of ﬂlalsc children
who have not successfii;}y cﬁgaged with the task increases agﬁin. The expericnce
of having failed is added to the previous experiénces of not being abie to cope and
of being loft behind, The deepening of the inner conflict can be seen as the acts of

aggression increase,

An interesting _contraﬁ to the above observation of the fifth minute is the sample-
taken in the eighth mipute. The sample presents the next writing peak, with 12
children writing. No children are out of iheir dcsks and there is no visible display
of aggression. Alﬂlougii 8 children are observed to be mvolved in a‘-convcrsati_?n,
the noise level in the vlass hias settled to a relaxed buzz. The mlaﬁve silence in él:le
class is the first of only tbree samples of a naturai, busy quietness in the class,
Althémgh 14 out of the 26 children (54%) are still not writing, the annospﬁ;are in the
class is very different from the sample chscussea above, The tangible tension and
aggression in the class has subsided anri it seems as if most children in the class
have reached a point where they are ready ¢o write and Willing to engage with the |

task set for them during the writing lesson.

The occurrences of the th and 7th niiﬁutc are of particular interest here as they can

ﬂlunﬁnahe the impact of emotions on the writing process and reveal how the

children’s ability to settle down and engage with the writing task (in the Sth minute)
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is directly related to their ability to endure and contain the inner conflict caused by
the contradictory deraands of the creative writing process as well as their conflicting
response (to please and to avoid) to the teacher’s demand, as discussed in the 5th

minute akove.

In the months before the observation was made, I had intuitively introduced the
mythical figure of the muse to provide the children with 2 metgphor for the creative
process. The children were told that deen insights and creative ideas cannot be
forced from their minds, If the chiidren sat quietly for a minute, the muse would |
come and gently kiss their cheeks to give them an idea for their project. Thus the
story of the muse provided the children with a symbol through which they could
contzén the tension inherent in the creative moment. The potion of "waiting for th;:
muse to kiss you" enabled me to formalise the inspirational morment ‘n art lessons -
a8 well as creative wming lessons without repressing the necessary fluidity of mental
energy. | The encounter with the muse symbolises an experience of giving up
control over the mind in a controlled way. The following sequence (franscribed

from the video) illustrates the emotional complexity of this process:

Teacher: 1et’s look at the picture. There is ....shsh....., [teasher stands back,

looks at the class and waits for the class to settle down.]

Class: [Someone begins t0 whistle, many children are taiking loudly,
some children are making "sh" poises and one child is

imitating the teacher's tone when saying, “there it & boy".



Teacher:

Class:

{4

Teacher:

Llass:

TFeacher:

Class:
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Someone is' shouting "shut up”... slowly the children settle

down...}

Look at the picture. There is ...[one child is calling to another child]
sh... there is a musical instrument. And what is that musical

instrument called?

[Sume children shout out " violin"; others raise their vomes
again; A child called C shouts out "guitar".}
N
|
A violin.... and the spelling of violin is this: VIOLEN [\fi'rlnng
the word on the board.]

[In chorus is shouting out the speliing with the teacher "V § O
L IN". C continues to shout out random letters after the
.class has finished spelling: *T N M I N P*. Someone is

shouting “sh, C".]

And now, M ..., do you remember the muse? What about the

muse?

[M is noi given a chance t¢ answer the guestion, Scome
children are shouting out “it kisses you”, some children are

loudly imitating smiacking kiss zounds and generally the noise



Teacher:

Class:

Teacher:

Class: -

Teacher:

Teacher:
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level in the class is very high.]

_ The muse kisses you. What happens when the muse kisses you?

[A lot of children are calling out responmses. One or two

people can be heard shouting: "you get an idea".}

What about the rmse? Will the muse kiss you while you are jumping
around, makmg a noise?

~ [Someone is shouting "ne, Mrs W"; another voice is shouting
"No, when you keep quiet”; other shouted comments are,

"yon get a kiss", "no".]

Now,... sh...s0, T ..., what I would like yon to'do (sveral
. children start tafking) M ... what I would like you to do is to give the

muse a chance... B ..., please give the muse a chance. Fot one

minute I want you just to sit and...

Your first sentence is "There was a boy".

Yes, K ... Look at the pictare. Look at it carefully.
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This sequence offers a very clear illustration of the extent to which the class initially

avoids the writing task, The resxstance can be deduced from their reluctance to look
at the picure and to reflect on it.”. The teacher’s suggestion that they look at the
picture is met with 2 high noise level and undermining behaviour such as whistling.
As the class setiiss, the ieacher repeats her request and is immediately inierrupted
again by two children calling each other across the class. This pattern repeats itself
towards the end of the seﬁuencc whére students start talking immediately after the
teacher has begun to explain whst they have to do. Student C offers a very
inferesting example as she engages in mort direct and confrontational resistance.
She deliberately calls the violin a guitar and then shotits aﬁt random leiters to
undermine the spelling process. She then engages in a loud cunve.rsatién with peexfs

5o that the teacher addresses her directly to force her to participate in the process.

Another strong emotional factor in the sequence is the children’s need for personal
contact and support at this stage of the writing lesson. It is apparent in the
immediate, uncontrolled responses of the class to the teacher’s guestions. Many
children are "thinking alou&" (a form. of egoceniric speech) when they are shouting
out answers to questions and are at the same time creating their personal "dialogue"
with the teacher. Although the teacher directs one of her questions at an individual
child, thas c!ﬁld.is not given the time nor the chance to respond. Many other
children are not prepared to hold back their own responses and are shouting theﬁa_
out randomly, in an attempt to be heard. The fact that children are spontaneously

spelling the word "violin" with the teacher, without beizig asked to do 80, is yet
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another indication of their need to create communion with another person in an

attempt to overcome the loneliness inherent in the writing process,

The encounter with the muse in the “quiet minute” thus occurs in the context of a
restless, uneasy and to some extent uncooperative mindsat in the class. The table
below is a suinmary of the children’s behaviour during this “quiet mimite®, The
samples were taken every 15 seconds during the minute e diately following tha
abo?e sequence, As only 23 é.bildren could be séén clearly on the video recording,
they formed the total éize of the group observed. Children who were ldokil_lg at the
picture, or sittitg quietly, with a reflective expression on thejr faces, or children
who were lying down on their desks, closing their eyes and/or putting their hands

aves thelr-ears were all grouped together os "children who are waiting for the

muse."
sample taken every. 15 seconds R I S 2
.# of children wfiting_ __ 3 16 |6
# of children waiting for the muse |16 16 [8
# of children talidng - 10 |5 4
# of children strétchjng or moving around — 3 6 {3

i ——— == -

A third of the children do in fact respond to the potion of the muse and use the time
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to settl- down and reflect on the story they will write. A subsequent increase in the

rumber of children writing can also be observed.' The number of children who ate
restless and resisiant (falking and mdving around) decreases in the course of the
mimte. There seems to be a qualitative shift in the mental state of the class during
this time, as the noise level sinks and more and more childrer: become focused on

the task,

My explanation for this change in the class is that the image of the muse is a symbol
provided to the class that they can use in order to temporarily bind their mentat
energy. As the muse is a creative and positive image, the identification with her can
strengthen the life force and contain the decper anxiety experienced by the child,
Thus the experience of uneasiness is transformed into one of anticipation, As the
conflicting emotions (the need to please and avoidance) experienced by the children
are contained (possibly in the "neuiral” yet supportive figure of the muse), the

children are able to overcome their defensive attitude and attempt the task.

Discussion; The difficulty of keeping going

The initial graph preseated as Figore 1 illustrates samples of children’s behaviour
throughout the lesson, It reveals that even if children have seitled into the task and
no longer seern to be excessively restless and aggressive, the writing act does not
constitute their dominant behaviour during the writing lesson. The maximum

nuriber of chitdren writing at any sampling moment was 19. This means that in the
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20th and 21st minute of the lesson, when this maximum was observed, only 73%
of the class was writing, | Only 32% of the'sampies (8 out of 25 samples) show at

least 50% of the class writing.

% of Children Wriﬁng
during a 25 minute lesson

6 miruntes
0-25% of childrer. #. "

13 minutes
26-50% of children writing

6 cinutes
5§1-75% of children writing

Figure 5
The writing act does not constifute the children’s dominant behaviour during

the writlag lesson.
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A clear paitern of behaviour emetges from the data where writing peaks are

immediately followed by talking peaks. When the number of "writers" increases,
the number of "talkers" decreases. The inverse can also be observed. When the
number of "tatkers" increases, the number of "writers" decrease. This pattern takes
the form of a <iamond shape on the graph (se¢e Figure 1, pg.40). It is significant
that the diamond pattern repeais itself over time thmughout the lesson, as this goﬁid
pointtoa self-sustained sequence caused by deeper emotional forces at work. The
writing and talking behaviour of the e:iass is not merely a response to an immediate

external stimufus, but is also strongly influenced by the children’s internal realities.

The same pattern occurs in the context of various external circumstances, and thus
it seemns reasonable to c;;ﬁélude that the children’s tatking behaviour that intérsperses
their writing behaviour is their response to an internal need to talk, In other words,
whife children are busy writing, they experience a dééj;_pr emotional need to establish
contact with a visible, real "other” as opposed to the imaginary “"other" contained
in the writing process. The identification with an imaginary "reader” of their. work
does not seem strong enough to sustain them throughout the writing &sk. The
lesson begins with a talking peak that lasts about 3 minutes, The children initiatly
are not able to sustain their wri ig for more than a minute withont talking. The
regular talking peaks occur on average every 3 minutes, foildwed by writing peaks
of similar length. There is a longer writing time between the 10th and the 15th
minute apd there is a spurt of writing activity in the 20th and 21st minute,

immediately after the teacher set a time limit for the task,
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This diamond-shaped pattera clestly cchoes the above discussion that learning
| . Tollows a cycle of fceling in and out of conirol. The children intuitively protect
themselves against their anxions feelings during the writing process by abandoning
the task. After abandoning writing most children immediately begin to interact with
their peers. Initially these interactions appear to avoid the task, but graduaily more
and more children cﬁn be observed to talk about what they have just wriiten, This
ge_.ncrai pattern. is extended later in the lesson wﬁen children are observed to be
talking and writing at the same time, It seems as if they have a need to talk as it |
" helps them to manage and overcome the isolation inherent in the writing process and

to re-establish the feeling of control during the writing process.

This obsérvatiun can be linked to the earlier theoretical argument that the
psychological process of identification, hecoﬁles the condition under which an object
cathexis can be abandoped and the psychic epergy, necessary for the creative
process, can be released without losing a sense of reality and control. Contraty to
the predictions of the earlier argument, the observation does not show many children
seeking identification with the teacher in an attempt to stabilize their inner conflict,
Most children in fact turn to their peers (an externalization of themselves) and
simply use them to tid themselves of their anxiety, through teasirz and laughing and
teiling their stories.

A closer look at the 16th minute .represented on the graph provides an interesting

development uf the above scemario. It describes a talking peak towards the middie
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of the wntmg lesson, mmedmtely following the longegt writing peak of the iesson.

On the graph, the 16th mimite represents a meetmg pomt of the writing curve and_
the talking curve. A few children are giggling, some children are simultaneously
writing and talking and & chﬂdren seem to tell each other parts .Of their story as their
gestures imitate the playing of a violin, or conducting or alterﬁatively,- thc. children
are pointing directly at their sheets of paper. One child can be observed in the

process of reading his/her story to the person in the front row.

The no_i'se level ;iucmates and reaches a peak during this minute. The sharp rise
in the noise ievel is sparked off by one child langhing loudly into the relatively
focused noise of the class, This laughter releases an avalanche of activity such as
more loud laughing and talking, stretching, looking around, some téasing and one
child is vigorously shaking his writing hand to relax it. There are no visible signs
of conflict. The class seer;ls refaxed and many of the children who are alking seem
to enjoy iheir interactions as they are looking at each othér and are smiling. Despite
the high noise level, the class remains relatively focused on their task. As the
teacher gets up and walks around, many children immediately return to writing and

the noise level drops rapidly.

The class is clearly engaged in the creativle process of making sense of the picture
gy were given. This means they are compiementing their external perceptions of
the boy with the violin in the picture with their very personal internal perceptions
of the potential learning situation depicted on it. The stories they are telling are the

resuit of their phantasies being activated (during their encounter with the muse) and
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of their private meanings becoming attached to the external obj.er,:t of the picture.
As it was argued during the muse episode, the process of phaniasizing is understood
as an important mental mechanism of contro}ling anxietx. "Filling” the object (in
this case the picture) with the anxious feelings experienced at the beginning of the
Yesson, restricts the feelings to the object and in tlus sense the ch:ldren § destructive
impulse pets bound and thus theit feelmgs vecome less threatening 'I'he question |
arises whether the relaxed, cooperative atmosphere in the class, after a lengthy
writing peak is the result of such a process. Have the chiidrenlbﬁm;d their tension
and anxious feelings :a_me picmré through the story and are thus_able to enjoy this

part of the writing lesson?

An analysis of the content of the stories written by the children can provide some

insight into these con%ﬁderatioﬁs. The analysis was done by looking for common
images or themes that occurred in the children’s stories. These images were then
sorted into images uxpressing anxiety, Fleasure or phantastic (unreal) situations. The

image clusters are presented in the following table:
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The nunber behind each image indicates in how many stories the same or equivalent

image was found.

images expressing

.images expressing phantastic
anxiety | pleasure sitaations. |
* broken violin 1o * boy loves music (9} * _violin plays  itself
* anger (4) | * learning to pla;r the | @ .'
* 1o money for violir well | © * the boy becﬁmes o
lessons (4) *the boy works  hard | famous instantly {10)

I * Jose parents (6) and then becomes -’§1
* run away from  home | famous 3) i
(1) * the boy uses the  violin | ‘

|| * nate viotin @) {tomake  money (4) I
* hate violin teacher - | Total: 25 !

" o) | |

Total: 28 Totai: 12

The endings of the stories were copsidered separately as they probably were not yet

written at this po’ 4 in the lesson. Every story that indicated the boy’s failure to

deal with the viol>n was considered to have a sad ending. The happy endings either

depicted the boy as cuccessful or they expressed some direct form of reparation of



the story’s problem (wealth, happiness, new‘__violi;?};

1

_ Ll Sad ending Happy ending | g
* viokin is broken and can’t be fixed | * the boy is rich tna Happy fathily (4)
[EV tﬁ“‘boy gets a new violin as a . gift (4)
* the boy dies suddenty (3) | * boy wins a competition (5)

- * the boy selis the violm ~ for

scmethmg else (3)

| * boy is accepted by others (1} -

I

The most d;mmon image expressing axety is that of the boy’s inubility to play the

violin. It fe.atures in 22 out of 28 stories. Itis mterestmg to nnte that ,mst ithages
provide extcmal reasons for the boy’s failure to play and thus dep\ { "e boy as a
- victim . The violin is broken, or there is no money for lessons, thc parents have
died eic. This raises questions about the exient to which the children feel victimized
when they are forced to complete written tasks at school. The phantastic iinages are
also in some wa;y related to the anxiety expressed above, us fantastic or wealistic
solutions are bame out of feelings of panic and fear, Only chﬂdren that cannot
imagine succeedmg at all will need a magic violin to play 1tse1f and chndren who
fear the pain of practising (frying again and again) will phantasize about instast
fame. This meaﬁs that the majority of the images projected by the children into
their story do in fact express anxious feelings, pain, panic or fear and thus it

becomes feasible tao suggest that firstly, these anxious feelings were expgriénced by

the children when they conceived their stories and, secondly, the stories have indeed
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become symbol formations that contain their anxiety. The object cathexis that
results from the binding of psvchic energy reduces anxiety and thus creates the
conditions for the more positive, reiased state of mind documented in the 16th

maimite.

During a later interview with some of the children, further evidence emerged that
an object cathexis, linking the picture of the boy with the violin with the children’s
own anxious feelings about porforming their task, has taken place. This interview
was conducted by myself as the researcher (R) four months after the initial writing
lesson had taken place and the class had no contact with the video material or their
own stories since the day the original lescon was held. At the beginning of the
inrsrview two chiidren, A and M, were shown extracts of the video made during the
writing fesson and were asked v observe themselves and éxplam what they thought
was happ.cning. The content of their sﬁoﬁes was ndt an ;xplicit part of the

discussion and yet, towazds the end of the interview, the folldwing was said:

R: So did you enjoy that story iesson?

M: Hm...
A Yah...
And A?

A: I enjoyed it, because I was next to K and we were talking, and X did a little
bit of my work ... bm ...and I dop’t think I finished it ... write n Jittle bit ...
and I talk...

[Pause]
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So what happened that you didn’t...
A:  (interrupting) T was next to X, hm ... and that boy’s violin ... ¥ didn’t know
... T din’t know what to write ... how it broke and all ... Him ... So then

1 started to ialk.

The significance of this episode is that A recalls the image of the broken violin
without being asked to comment: oﬁ the content of the story at all. The image is not
part of a conscions memory, It is an image linked to the unconscious, emotional
memory of his failure to___perform during that lesson. As there was no external
reasoil l"or A to mention the broken "'violin, the only other possible explanation for
its occurrence at this point of the interview is that an object cathexis between his
insecure feelings and the "object of the violin" bad in fact been established. Now,
as he is recalling the feelings he felt the day he first encount=red the picture (object),
and as these feelings have been bound to the image of the broken violin, the image
emerges from his Unconscious as well.

There is a second indicator that A’s account is drawn from the unconscious,
emotional realm of his mind, rather than from his ration2* ~ouscious memory of the
day’s events. He "remembers” that he did not finish the story. This memory (of
having failed to finish) is a distortion of the actual fact that be did complete his
original story during the wntmg Iesson. In his story he even solves the problem of
the broken violin when the boy eams some money to have it fixed. All of this A
does not seem to associate with the experience of writing the story. Thus this

episode illustrates how close is the livk between the child’s anxious feelings ("I
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didn’t know what to write") and the jmage of the broken violin and supports the

earlier suggestion that for some children in the class, the picture of the boy with the
violiz has become the object through which their feelings of insecwrity and tension

are cortziped and this in turn allow for a more rejaxed mood in the class.

The pain of ending off

As the end of the lesson approaches, the emotional experience of the children
appe'érs. to dudergo a further change and becomes increasingly negative. The
following tulking peak, which occurs -during the 19th mimute, once again coincides
with a high noise level and presents the class in a very different mindset to the
previous discussion. Ther: seems to be a more fluid, dnfocused encrgy in the class,
which in turn is expressed as frustration and aggressive behaviour, This emerggs
from the high noise level and the presence of several aggressive acts, The ﬁuisc is
sparked off by a singie child who loudly comments fo 1o ore in particutar: "Very,
very sad." He then drops the pen, gets up, walks around the class, pointing and
shouting at other children and eventually is involved in slapping another child, The
tension expressed by this child is immediately echoed in the behaviour of other class
members, Someone starts singing, another is making squeaking noises, a few
children shout across the class, one child loudly calls the teacher, 3 children get out
of their seats to stretch and 5 children can be seen showing signs of discomfort,
shaking their arms or hands to release physical tension in them. Only two children

are reading their stories i each other and one child responds to the conversation
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with a neighbour by getting and idea - freezing in mid sentence - and then frantically

writing it down.

This episode bégins with a very clear and impulsive verbal expression of ome child’s
emotional involvement with the task. The loud, unfocused comment "very, very
sad" expresses strong negative feelings. This emotion is initially more closely linked
to feelings of unhappiness than to aggression. As the child’s comment is not
directed at anyone in particular and as it is made while the child is looking down at

his own writing, it secems feasible to argue that the words are an externalization of

the child’s own inper reality projected into the story. The emotional experience at

this point murt be intense as he does not seem to be able to contair kis feelings and
thus exiernalizes them spontanecusly, The intensity of his emotions expressed in his
words is substantiated by his subsequent aggression, when he gets up, walks around

and eventually provokes a fight by slapping anotber child,

The tension and ushappiness expressed by this child is not an isolated feeling.

Many other children in the class can be observed to share this experience as they
immediately respond to the emotion and ampti{y it. His disruption provides the rest
of the class with an external situation that reflects their own inner realities and the
similarity between the two seeuss to draw their own experience of tension to the
surface. The resulting escalation of disruptive behaviour threatens to undermine the
writing process compleiely and thus, as the teacher, I interfere to sifence the class

and to set a clear time [imit for the task.
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Figure 1 (pg. 40) shows that the enforced silence lasts for about 2 minutes before

the class once again erupts into noise in the 22nd and 23rd minute. This eruption
provides a further insight into their emotional experience toward the end of the
lesson as it exemplifies the emotional effect of the increased pressure on the children
due to teacher control, and the time limit. As observed pfeviously, the noise !evel
rises suddenly and rapidty. The disrupiive behaviour of the children also seems o
follow a similar pattern to that of the 19th minute., Once again a child loudly calls
the teacher’s name, another one is singing and the whistling has started again, A
fewc. wlren are shouting teasing comments scross the class. One child can be seen
to look at her work and she is wildly beating her arms up and down while reading
it over. Figure 4 (pg. 44) also shows that these minutes present the peak of
aggressive activity. One child is being hit over the head from behind, another child
takes away the picture of a neighbour so that her writing is dismpmd, two children
get up and angrily discuss some issue while they keep pointing at another child in

' the class.

These observations present a repetition and intensification of the anxious behaviour
recorded in the sample of the 19th minute. The recurrence of disruptive behaviour
patterns such as singing, whistling and shouting confirm the earlier suggestions that
the heightened aggression at the end of the lessor is an expression of heightened
anxiety caused by an accumulation of negative experiences towards the end of the
writing lesson. As previous emotional experiences are not lost, but merely
repressed, the various "layers" of negative experiences impacting on the child’s

feelings are composed of the initial anticipation of the difficult task of writing,
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mixed with the frustration of capturing an ¢lusive story at the begianing of the

writing lesson, Secondly, there is the experience of loneliness and threatened failure
during tue actual writing process in the main part of the Iesson, and lastly towards
the end of the lesson, there is the experience of hioss that is characteristic of any
learning experience, For any child, the end of a lesson means that the familiar
patiern of the lesson has io be given up and thus the predictability and hence security
of the lesson is lost. For children who héve not successfully engaged with the
writing task, _- the end of the lesson also becomes a lost opportinity fo do well and to
o gpprovi\l_ from the teacher. Finally, all children would experience a sense of
loss when thb;"hand over" their story to the teacher for assessment and thereby

surrender their private experience to the social sphere,

The experience .of loss remains emotionally the same, no matier what context ga\fe
rise 10 it. Thus the end of the lesson could evoke earlier situations in the children’s
lives when they experienced 2 loss and where they were left heipless, abandoned or
inadequate. As parting with ("losing") writien work is g very common experience
in the children’s daily lives, fhe present act of handing in the work could already
anticipate previous experiences of failure or of fecling disappointed when the work
is refurned. The anticipation of such a negative emotion brings out the children’s
defence in the form of disruptive or aggressive patterns. Thus, although at first
glance the emotional reality in the class toward the end of the lesson seems to be
characterized by aggression, 1 would argue that the aggression is the children’s
defence against their deeper experiences of helplessness and inadequacy towards the

enid of the writing process.
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The behaviour samples of the whole class at the beginning, the middie aﬁd the e:nd
of the lesson broadly reflect 2 pattern of anxaety and pleasure that is lﬂlk'éd to feeling
in an out of control of the writing process. The beginning and the end of the lesson
aré’fdoi!'i}ﬁnatcd by open endedness and c.ange and thus with lack of control, The
children display reétlessness, insecurity and emotional pain most clearly during these
times, Although the children remain restless and talkatlve during most of the lesson,

there are some s:gns of pLasure durmg the nuddle of the iesson,

All behaviour recorded in the time samples above was used to establish patterns of
behaviour for. the class as a whole and these patierns were then used to make some
deduction about the children’s states of mind during the lesson. Behaviour patterns,
however, can not alwiys be 6quated with the aciual experiences. The ﬁggressive
patterns, for example, could be seen to be a defence against a deeper, more painful
experience of loss and helpiessness.  In order fo gam access to this deeper level
of experience, it is important fo move beyond the general patterns of the class and
to reflect on ﬂxese patterns in the light of individual children’s behaviour"and their .
own perceptions of it. A detailed observaijon of these children, together with an
interview could heip us deepen our understanding qf the complexity of the
chiidren’s writing experience described so far. Howe\;ér, the experiences deduced
from the detailed observation of individual children will not be generalizable to the

class as a2 whole.
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Understanding individual behaviour

The identiﬁc.;tioh and critical description of the children’s behaﬁiour patterns during
the writing lesson has been vseful in that it points to the regular and consiétent
occurrence of emotionally motivated activity. The children all seem to respond to
- the wntmg itask in terms of their emotional neeci for security and stability and
therefore beﬁt;me anxious if they feel they are losing control. Some of the external
behaviyur such as restlessrtess and aggression couid bﬂ seen to be an cutward

defence against a deeper, more painful experience of vulﬁ;:rabﬂzty

In an attempt_tb utderstand the mors fundamental expericnces uﬁderlying the
children’s behaviour pattems,_.I decided fo narrow dow.: my investigation and to
observe the detailed behaviour of only a few individuals in the class. A
comprehensive obse;yaticn of five children was made di!.ring the first two minutes
of the Iesson as soon as the children received their papcr with the topic picture of
it. Thechﬂdrenarerefermdto as WK, A, M and AL, The children’s immediate

response to the task is degumented in the next few pages.



Child 1: W
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Minute 1

| W picks up his picture;

T —

W is looking nnder desk,

;’-"'i(teach;: places paper ou desk)
1 W tooks up, glaﬁées at picture for 1 second;

W turns aronnd and looks at piciure of the person (L) behind
him;

W points to L’s picture;

L moves hand up and down in front of W’s face to shoo him
AWEY; | - : =
W turns back tO own desk;

W picks up own picture and glances at it;

W turns avound with picture in his bapd;
W pats his piciure next to L’s picture on L’s desk;

L ignores W, looking at his own picture;

W tarns back;

‘W looks at his own picture for 5 seconds;
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- Minute 2\;_'" ~ I W stands up and walks to back of the class;

T |

W stops to talk to E at the back;

W is waving his hands while talking;

W turns around and returns to his desk;

W stands next to his desk;

W opens pencil case on the desk and takes out a pen;
W looks at the'pcn;

W retarns the pen to the pencil case;

W turns to the front and walks to the feacher’s desk;
W talks to the teacher;

T nods her head;

‘W turns and walks toward the door, skipping once;

W leaves the class (to go to the toilet);

W confirms the general behaviour patterns of the class described earlier in the time
samples. He is restless, initiates contact with his peers several times and shows
resistance to the task. A closer readicg of the above observation reveals that W's
experience of anxious feelings that are expréssed in his restlessness, occur in
anticipation of the writing task, rather than in response to it. He merely glancés at
the picture before turning to his peers and initiating contact with them. By the time
he leaves the room to go to the ioilet, he has lcoked at the picture on three occasions
for a total of ten seconds only. 7The most revealing moment of his anxious
anticipation occurs when hLe returns from the back of the clziss, opens his pencil

case, picks up his pen and looks at it. The contemplation of his pen seems to be the
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emotiopal mrning point of this sequence. He returns the pen and immediately seeks
to leave the room. Thus the thought of baving to write a story rouses suf_ficient
anxious feelings for W that he puts up his defence and leaves the ciassrcljﬂﬁa:"beforc
* he has reflected on the picture or confronted the actual writing task in az_;j;r' way. 'I;h_(_',
intensity of this emotion is captured jn the way he léavés the TOOTH. 'I‘he”release
from the threalenhw situation in the class room provokes an instant and Intense

pleasure which is exp*t‘esscu in the skipping movement on his way to the door.

It W’s rcsistaﬁce to the task, his communication wita his peers, his physical
restlessness and finally his exit from the class are considered to B defence -
mechanisms, there should be some deeper emojcional experience that is sufficiently
threatening to him that it provokes them, In W;s case this deeper emotion seetas to
be an experience of fundamental insecurity. He gives the impression of feeling
.unsure, as his actions are not directed at the task, but rather at confirming his
percepﬁpns of the situation. He merely glances af his .a\apvu picture when he receives
it , but immediétely points to and looks at the picmré df +., the person behind him.
When L chases him away, he makes a second attempt to look at his own picture, by
moving his pictlire from his desk and placing it next to the picture of L, behind him.
Then he looks at his own picture, imitating I.. When L ignores him, W geis up and
moves to the back of the class to talk to E. All along it seems as if W intuitively
seeks éﬁpport and affirmation in his responss to the situation, as he does not feel

secure in it.
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The feeling of a basic insecurity in the learning situation also seems to influence the

behaviour of the other children observed. The behaviour that is recorded in bold

print documents the children’s actions that create the impression that they feel unsure

and experience a need to find support and acceptance of themselves.

Child 2: K

s

Mi_xintel

Teacher places paper on the desk;

X looks at the picture for 5 seconds;

K stands up holding paper fn right hand and his pen in the left

K walks to M’s desl -

K stops in. front of M and leans ovcf ber paper;

M looks up and K pokes her face with the pen in his left hand;

M lashes out and K Taughs ;

K turns and walks to the teacher;

K points to his picture and talks to T;

T glances ati{’s picture, passes him and continues to hand out the
papess;

K follows T; |
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Minute 2 T makes short respcnse 0k;
_ _. K stops, iooks down at his paper;

K turns and talks to closest student B;

K points to his picture; .

B points to his own picture and talks;

K farns and walks back fowaxds I~ desk; o
X approaches hg{,gfﬁesk, stops and pis up a pen f;o;'n her desk;
M looics up; B | | o
K pokes her face {again) z;nd iaughs, ) _
M puts vp her hand, iooking toward the teacher: 5

K looks in same direction;

X turss, goes w his desk, sits down; .

X Jooks at the picture for 2 seconds;

-

-
L _ e .
- r L
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Child 3: A

* Minute 1 A looks at picture placed on his desk for a few seconds;

| A yawns, stretches and leans over to KW,
A wm.ms to uprighi position, puts hands over his face for 1
second; '

A stretches again, moving his body forwards and backwards
in a rocking motion; |

A leans over to KW and talks ft;r 2 while;

Minute Z A swings sideways and returns to npright position facing his
desk;

A picks up the paper on his desk and glances at it;

A turns back to KW and talks; | |

A furns back;

A puts his hands in all his pockets and moves them arouud,
looking for something;

A gets a pen out of his breast pocket and puts it down on the
desk;

A looks at the picture for 1 second;

A lifts both hands over his head in a helpless gesture;

A stands up; -

A opens his desk;
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Feeling unsure at tiie begimﬁng of a fesson seems o be a common emotion, as the
children know from past situations that learning is  risky and painful expesieace.
One likely source of insecurity could be the children’s limited proficiency in
English. As none of the children observed here speak English at home, they are
required to perform the writing task in 2 language that they do not féel entirely sure
of. The formal aspects of the task, such as syntax or spelling pn&ent hem with
.many obstacles and challenges that enhance the difficulty of the task, Eﬁ';‘,-hging n
a creative writing task also méans they are taking the risk of attchxpting something
they have never done before. Antibipating this risk could lead to fears of feeling lost
and confused. It could also lead to fears about not making sense and disappointing -
the tcachér or being considered a failure in relation to the other children in the class.
Creating their own story on the one hand takes away the pressure of understanding
and mexﬁox‘izi_ng set work, but on the other hand iﬁ forces the children into a situation

where they have to “put themselves on the line".

The feelings of insecurity are, however, not limited to children who visibly struggle
with the task. Even for children who settle down and start writing immediately,

there seems to be some hesifant and anxious behavicur involved:



Child 4: M
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Minute 1

—

M picks up the paper as it is placed on her desk;
M looks t the paper for 10 seconds;
Mlv'scratches her head and keeps on looking;

M begms to write for about 1 second;

M looks up, looks around;

| M writes for about 20 seconds;

;
’mez

M .smps writing, stifl holding the pen;
M Iooks at the piéture; |
M looks up and looks around;

M looks down and plays with her pen, looking at if;

M looks to the front, rabbing her face;

P

Child 5: AL

Minute 1

AL writes on own §* eet of paper.

T places picture on hi\s desk;

AL ignore picture and continues writing slowly for about 20
 seconds;

Al looks toward the blackboard, frowns;

AL writes again;
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Miﬁute 2 | AL looks at paper where he has written and rubs his nose;

AL takes the picture with his right hand and moves ii closer to his
sheet of_ writing paper;

AL looks at the picture for 2 seconds;

AL looks up and around the class;

AL scratches his neck;

AL looks sideways at M

AL rubs his neck again and bends forwarﬂ;_

AL looké at the piciure again;

One of the fundamental premises of the theoretical framework underpioning this
study is that no life experiences are lost to the childré_n and that therefore they will
recapitulate some earlier anxiety siiuations in each new learning situation they
encounder. The .ghﬂdrcn’s abilify to be open to new tasks depends on the extent to
which they hzc developed the inner resources that will provide them with some
fecling of security in order to stabilize the insecurity of the new, open-ended
learning process. If the ability io provide inrer stability in the face of outer
unpredictability has not been developed, the children will find new baginnings, such

as the beginning of the writing lesson, particularly stressil.

The brief description of the children (refer to pg. 28) involved in this research
indicates that many of them have not had a very secure and successful school
experience. Living in a South African township in 1994 furthermore is an

experience of continuous unpredictability and insecurity., Therefore, when the
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earlier theoretical considexations about emotional memories are put into the context
of the children’s observed behaviour, some important insights emerge from the
évidence of aggression, anxiety and insecurity during the lesson, The first is that
the emotional needs of children have a powerful 'impact on their mental preparedness
for learning and can therefore also be a significant obstruction to the fulfilment of
cognitive tasks. Secondly, the detailed obsesrvations confirm the notion that when
the act of creative writing forccs the children to confront their private sense of
f?:emselves, they appear to experieﬁce intense feelings of insecurity and emotional
pain. Howew. >, it is impossible to develop a more differentiated understanding of
these emotions withou* the chiidren’s own perceptions of the writing process. I will
attempt to de:* ~ " *~.ip the next section, paying particular attention to the way
in which the i ) ‘-‘-,_::Is._.*'r;y undersianding of the experiences of A and M

described so far, -
Talking to.the children

- The focus group interview held with 8 children immediafely after the writing lesson
provides some insight into their own perceptions of their writing experience, The
interview was conducted by an outside facilitator (referred to as F in the
transcriptions) whose aim it was to discover from the group how they felt when they
were writing the stories, He repeated this one question several times and tended to

use reflective summaries to encourage the children to elaborate their thoughts.
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During the interview with the outside fabﬁitator the children showed many signs of
nﬁrvduénes‘s and excitement. They were very awate of the camera and often looked
directly ipto it. Initially some boys were deliberaiely _showing off, waving and
winking at the camera. The children were also very aw;m of the intersiewer as a
strangé;:. They intcrrupted the interview twice with personai questions directed at
him, although he had spent some time before the interview getting to know the

group.

There was a lot of laughing during the course of the éessio'n. 1t ran_gcd_' from an
embarrassed giggle to teasing laughs and hysterical chortling. The children often
distracted themselves from ql" “iscussion by teasing each other or accusing each
other-of "bad heﬁaviour"' durmgthe writing lesson under discussion. These teasing
interludes were usually 2 response to a serious moment of the interview, or the tense
silence while some children were struggling to find words to express their feelings.
Many of their teasing interactions had the effect of creating ap "in group" that
excluded the interviewer and temporarily sidelined the discussion he was pursuing.
The nervousneés behind ail of tlmse interactions is most clearly conveyed by the
physical restlessness of the whele gronp. They fidgeted, moved around in their
seats, pulled and touched each other and rocked their bodies in regular movements

during the whole interview.

e
e
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Talking about the experience of beginning

F: Tell me about when you wiote the story.

How did you feel?

There are several slow attempts by the chiidren to answer the question directed at

them. Suddenly A voluntarily speaks up and makes the following contribution:

A: [was disturbed, .
F:  You were disturbed?

A: Yes, by K.

There is a lot of confusion as other children in the group langh, accuse X of selling

soccer cards during the lesson and tease K abont writing a "joke story",

F: So you were trymg to concentrate but you were disﬁzrbed?
Ar  Yes... the muse didn’t kiss me during the whole lesson. I
#31n’t know what to write first... .'

The muse didn’t kiss you?

It kissed me after a few... after a little while.

So the muse didn’t kiss you. You had to wait for it to happen.

1t did! [she laughs and imitates loud smacking kisses]



81
I had to wait for it.

So how did you feel whes you were waiting?
Hm...

He was laughing at my jokes.

> ga»'-n >

Your jokes are so boring, I had to laugh...

General confusion berins again, with many children shouting out jokes that were |
made during the lesson and also commenting on some insults that had passed

between the children.

B So then the muse kissed you. How did it feel when + > muse
kissed you?

A: 1 was writing, But then we were talking. I was writing and
talking. Then I just siarted to write.

F: Thc.muse kissed you while you were writing. HQW did you

- fee] when the muse kissed you?

A: Hm...hm.., it was a nice feeling. X thoﬁght 1 couald write a
nice story, but then I just forgot about what... and I just wrote
something...

F: You just wrote something. You forgot about what you were
going fo write?

A: 1 remembered, but lt, lots of..., not reaily...

F: What happened?

A [long pause and sigh] I was too busy talking.



1.  Discussion: The need to talk

The children’s comments about their experience of the beginning of the writing
lesson confirm many of the tensions and anxious feelings that were earlier deduced |
from their physical behaviour in the class. As argued before, there is evidence to
suggest that the children expcncnce a cfcic of feeling in and out of control of the
writing process and therefore have the need to defcnd themselves against the
recurring threat of losing éomrol. Their defence are often expressed m the form of
avoidance behaviour, such as joking, talking or moving around. In the above
episode, for example, A expresses his frustration about the fact that he did not
immediately know what to write . He felt disturbed by his neighbour, KW, and yet,
according to KW, hc readily inleracu;d with him: and was laughing at his "boring™
jokes. Being disturbed by jokes was thus not a solely negative experience for A.
KW’s joking appears to be as much of a disruption of his concentration as it is an
escape from the inper anxiousness of not knowing what to write. It was argued
earlier that the alternating phases of writing and talking are caused by emotional
forces and that the talking sustains the children in the writing process. by helping
them to overcome the isolation that is an inevitable part oflthe process of beginning.

A, talks about this experience:

E 8o then the muse kissed you. How did it feel when the muse
kissed you?
A: T was writing, but then we were talking, I was writing and

talking. Then I just started to write.
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In a follow-up interview held four months later, A was shown the beginning of the

writing lesson on videe and when he reflected on his behaviour he expressed his

feeliﬁgs in a very similar way:

A: 1 enjoyed it [the writing lesson], because T was next to KW
and we were taiking, and I did a iittle bit of my work... and
- 1 don’t think I finished it... write a Yttle bit, and I talk... I

write a litile bit and 1 talk...
...I didn’t know what to write ... so then I started to talk,

The significance of the comments during the Iater interview is tha:t they point to
consistent paiterns and perceptions in A’s behaviour. Alibough, on both occasions,
A. expresses the feeling of being disturbed by his own talking, the pattern he
reflects on displays a contimous alternation of writing and talking. He also
consistently refiects upon talking in the context of questions about how he began to
write. This raises the question whether the talking could also bea productive force,

sustaining him in his writing process.

A: T was writing, but then we were talking. I was writing and

talking. Then I just started io write,

A’s comment seems clumsy, yet it captures a sophisticated sequence of events.

Initially the talking and wntmg are referred to as mutuatly exclusive activities (but},
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then théy become simultanecus processes (and) and finally he focuses on writing
alone. Im this sequence, talking intercepts writing and then is phasrd put as writing
becomes the dominant focus of his aetivity. It is possible that the pro;ess of creative
writing is not merely a2 mechanical execution of a ﬁreconceived, finished story, but
includes “creative talking interfudes” during which writing is suspended while A, the
writer, allows space fof new inner developments to occur, These new developments
depend on the binding of A’s mental energy to images that will then be included in
the stery.

This process, as it was discussed earlier in the context of A’s object cathexis of the
broken violin, remains an unpredictable, elusive aspect of the writing process,
Before A can coptinue to write, he will have to reestablish Tﬂs:"'c.énscicus control of
the symbolic processes within the self. This is achieved when he @ﬁms his
position as an active, meaning-making subject by ":g?:ngagi.ug in a concrete
communication where hie is relating to the realities of Iusi ;. seif in the context
of talking to others. Taking active control of internal mez;ﬁing-making processes
through talking, can- be seen as a r;_rqcial intermediate step for A to help him fo
anticipate the next writing phase. .In this preparatory sense, talking can be
understood to have a supportive function for the writing process. Frosch (1989)
theorizes the differences between the creative and expressive phases of the pmbess

as follows:

" ...psychoanalysis suggests that the emotionally charged natuzre of language

gives it the power to introduce new meanings into the individual’s mental
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space; given its cultural embeddedness, this in furn means that language helps

- structure the mind along social lines,” (pg.134)

This was already discussed in the theoretical intreduction to the research, where it
‘was stated that the mental demands of the communicative process are in complete
opposition to those of creativity. This opposition becomes clearest when
.communicaﬁon depends on the medivm of creative writing. Creativity is a deeply
personal process of charging images with emotion while writing is governed by strict
sﬁcial convention# and therefore has an external, impersonalZocus of control. The
imperséihal nature of conventions makes writing fundamentally different to ta]kmg
Thete is no immediate listener whom A can communicate with as part of the writing
process, and as a result writing becomes very lonely. The cracial social element in
a written story does not lie in the direct communication with others, but in the
assumption that there will _he somebody reading the story., Without the internal
projection of a reader writing loses its meaningfulness. Thus, through the meaning-
making activity of writing a story, A has been forced into an internal struggle for
images that leaves him feeling out of control. In addition to that be has to internally
provide the audiencs. (teader) for the fina! outcome of the struggle. Interrupting the
writing process to engage 1 a conversation with a real person can become the
Sustannng mechanism with which A ensures that his activity remains meaningful and
that his story develops along socially acceptable lines. In this sense, the regular
pattern of alternating writing and talkirg peaks throughout the lessoa age not only
the result of regular afiempts to avoid or stabilize the inner conflict between the

personal and social aspects of creative writing, but the pattern suggests a deeger -
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significance. The act of fatking not only creates personal conditions for the process

of meaning making, but furthermore helps to structure the mind aiong social lines, - |
With this double fu'nction of language in mind, it is worthwhiie to take agother look
at the children's comments, to s¢e how the link between language and emotion givc-s;] '
rise to new meanings and also the way in which children socialize their own $tories

to meet the social demands of the writing task.

2.  Discossion; The muse

It has already been suggested that the creation of "meaning” in a story d:_epends. on
emotions becoming linked to language. This happens in a defined moment of
inspiration - when the muse kisses the children - and that is the moment in which
they bind the free flowing mental energy to a particular set of images. This binding -
of energy reduces their inner tension, giving rise to feelings of relief or excitement
and leading to a qualitative change in their mental state. This was obseﬁed in the
difference between the 5th and 8th minute of the iesson {discussed on pg. 47). This
éxpcricnce is now confirmed by the children in their owh perceptions of their wntmg
process. They intreduced the image of the mmse into the imerview ﬁlemseives and
talked about her "kissing” as a hricf, yet definitive "happening” during the lesson.

The sections in bold ptint highlight their emotional response to the muse.

| 3 So then the muse kissed yen. How did it feel when the muse

o

kissed you?



87 |
A: T was writing, but then we were talking. I was writing and
talking, Then I just started to write.
F: The muse kissed you while you were writing; How did you
feel when the muse kissed you? -

A:  Hm..hm.., it was a xice feeling. ...
OR.

E: So what else can you tll me?
KW - Once the rause itisses 1e, I get exeited..,
F: You get excited?

KW: Yes.

The fact that the children quoted above have a distinet memory of a shange in their
emoticnal experience, and the fact that they themselves give meaning to it by using
the image of the nmse, supports the above considerations that the binding of mental
energy to story images has a significant effect on the children’s experience of the
writing process. The "kiss of 13 wnuse” is the point at which the language becomes
emotionally charged and new meanings are infroduced iuto the children’s mental

space.

However, not all "beginnings" follow the same pattern of tension and relicf, M
presents a very interesting case, as she relates a more anxious experience despite the

fact that she seftled down very quickly to write her story; wrote consistently for
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most of the lesson; and was the firsi to finish her story in the 19th minuie of the

lesson. The following extract from the interview records M’s perceptions of the
beginning of the lesson. It is interesting to note that she did not refate a "muse
episode” and renmned uneasy and troubled throughout the sequence, vademe of

her uneasiness is recorded .in bold prin:.

Y

F:  When you saw that picture, wher you started Wiitipg... How

£
- i

did you feel?
M:  Hip, I felt that... the boy was looking. at it... X felt somaﬂning
was wrang.. You s-¢, like... I wrote the boy that he wanted
a violin and... tomorrow its his birthday and his father did

‘buy him a vioin and he... they gave him .as a birthday

present...
TR How did you feel writing the story?
M:  Hm... I.feit happy and...
S. . sa&...
M: ol... I felt happy but Y was wondering about soraething. .
F:  You were wondering?
M: .. about this boy,... the bay and the violin...
F: You thought something was. wrong you said,...
M:  Yes, but then I just wrote the story...
F:  You felt something was wrong. Were you worried?
M:  Yes,... I wanted to write another story, but net... but then



89
1 decided it was just ok. FII just write this one.
E: I see...
KW: I thought that the boy with the violin was waiting for the rause.

to kiss him so that he... {general laughter}

M’s account creates the impression that she wrote a story without containing the
energy that was released in response to the picture. She is unable to identify or
; express her actual emotions when she looked at the picture, but cleatly dis;ulajs her
fecling that the story she wrote did not satisfactorily capture nor fully contain ber

experience of it. She was left wondering about something.

" Four months later, when M observed herself on the video and was asked by the
researcher (R) to respond to it, she once again dispiayed strong contradictory
feelings, _whem her unguarded, immediate emotional response is much more anxious

than her considered, refleciive account of the event:

R:  What do you think about it, now that you see it?

M: ... hope that we’ll never ever see it again... hm...[long pause]

R: Ifyoubhadto tcll let’s say you toid your mother that yon
saw this video about you writing the story, what do you think
yot would say to her? |

M: [ ashott laugh] D'li say to her... bm... 1 concentrated a ot

about miy story and ... hm, I thinked a Iot and, but some of
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the people were disturbing me because they were making

jokes and laughing,

. These interviews with the children furihermore provide an insight imio the
contradiction between the dreamlike fiash in which children "know " what they want
to write and the slow, apen ended process of constructing the initial conception of
the story imo a socially acceptable unit. Although finding a story is a deeply
personal and ;motional experience, sharing it by wﬁﬁpg it” down still requires a
painful process of "sﬁelling it out" and childrén express their difficulty with doing
that and thezr sadness in accepting that the final product is often very different from
the initial idea. In the episode discussed sbove, A’s comments in bolci print

illustrate this very clearly.

E The nmuse kissed you while you were writing. How did you
feel when the muse kissed yon?

A: Hm...bm... it was 2 nice feeling. I thought I could write a |
nice story, but then I just forgot about what... and I just
wrote something...

F You just wrote something. You forgot about what you were
going to write?

A: I remembered, buf it...; lots of..., not really...

What happened? |

A [long pause and sigh] T was too busy talking,
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Later in the interview A came back to these experiences:

. 'Tell us how you feel.

> m » W o B

Sometimes you thirk of such g Jong story and then you write
it... but then you say "oh its going to iake too long" 50 you
Jjust shorten it...

How do you feel when that happens?

“Ab... T feel... [pause]

Ah, I don’t know... it’s bad..,

A bad feeling?

I don’t know... maybe 2 bad feeling.d..

In the follow up interview held four months later, A once again expresses the

tension between finding a long story and feeling unable to write it down, because it -

is too long:

R » ¥

And' ~ometimes, do you enjoy writing more than talking?
Sometimes...

Like when?

...when you get a big idea in your mind and you want to
write it down ... then you write.., then you write it ...
sometimes you can just think of something, then you write it

down, but it takes a long time... to think of it and...
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M also expresses simi_lar {eelings about not being able to express the story she really

wanied to write:

M:  Yes,... I wanted to write another story, but not... but then
I decided it was just ok. ¥l just write this one.

E: I see...

KW, too, mentions a tension between the personal experience of finding a story and

-

the social performance of writing.

KW: The muse kissed me while I was on my second paragrapi...
F:  ‘How did you feel then?
KW: Ah... I just wanfed to get finisked with my story because...

A:  Buthe lonly wrote a joke story...

General laughing and joking about KW’s behaviour in class starts

again,

This confirms the earlier theoretical considerations that the personal and social
demands of writing are not compatible and that a fruitfu! writing experience depands
on successfitl transformation of the emotional impulse into a formal, structured unit

through the process of self-censorship. All the above comments in bold writing
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constitute such an act of self censorship, where the original experience of finding a
story is modczﬁted and restricted in the interest of the “task”. A’s and KW’s self-
censorship is driven by the principle of completion, as they ignore their personal
attachment to their” real” stories and simply write "something" with the aim of
finishing off, M’s seif censorship also suppresses ihic story that symbolises her
.strongest emotional link to tlie picture, although she does not really teli us why she

chose not to write that story,

In either case, the suppression of the original symbol formation essentially amounts
to a compromise of the self, as the "real" story can not be told and a moderated
"false” story takes its place. If the story is abandoned because of the child’s limited
abilify fo express it ("it’s gding to take too long"), the false story is compounded
 with an experience of faiture. They are Ieff with a bad feeling that they wrote the
wrong story and that their personal reality has been lost in relation to the social
demands placed on them. Their inner selves are not good enough and must be
repressed. The overall effect on the children’s emotional state is that t}my give up
the possibility of happiness and rather choose sirategies to avoid pain. Asla rcsult;
they struggle to identify with their final story and thus the emotional foundation of
hiding the "real” story and presenting "just something” constitutes an expériencc of

alienation,

The discussions with S illustrate this process of aliepation; his emotional response
shifts from excitement to dejection as he is confronted with his own mistakes. The

themes of loss and alienation in the writing process also feature in S's story, where
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he wrote about the boy getting rich by pretending to play his grandfather’s magic
violin after his grandfather died.

F:  Tell me about when you wrote the story.

S: Hm... [very long pause]... It was normal.

F. Normal?

St .-Yes... [long pause] ... I felt like writing a story.
F:  You felt like writing your story? i
S: .._.Yes... [long pause] |

E: Were you excited? Were you happy?

S: I was excited...
Later:

F How did yon feel when you were rewriting the story?

S: ¢+ Ifelt... [ long pause]
General confusion and laughing...

F: Give 8. a chance.
S: I feit.., hm... I felt I made many mistakes.
F Misiakes?

St Yes... Ifeltlike... when I saw my story... I felt the second
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- story... It wasn’t.,, it wasn’t the right story...

35 So you found 4 lot of mistakes and you felt it wasn’t the right

story?
S Yes... {long pause] ... that’s all.

Later:

8. is making wild writing movements with his hands and then

suddenly bursts out:

S: I wrote 50 mistakes,
F How did you feel when you wrote 50 mistakes? -
S: Hm... [giggle] ... it wasn’t 50 mistakes.

Oh.

~Ar Maybe it was 70 or 81, 2

The extent to which the children are aliepated from their own writing experience
became apparent, when M and A looked at some extracts of the video showing
themselves writing the story. In the course of the discussion following their viewing

of the video, their failure to ident.iy with the events they had been part of was

2 In reality Siphiwe had only been confronted with 7 minor mistakes in his
original story. His distorted recollection of the actual event points to a very deep
insecurity about his writing ability. This insecurity is confirmed in the image of the
roaagic violin. '
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What were the things you thought of while you were watching
it now?

Hm Ints of things.., hm.., for one I thought that ... hm...
I couldﬁ’t remember what happened there.., and... couldn’t

remember everything that happened that day.

And M, how do you feel?

{langhing] it’s not me!

~ Ab... yes...

Just explain... |
You look and say: "Was that me? Was that me?" fboth A and

-~ M laughing]

I didn’t think that I would do such a thing like that in class,

because sometimes I like to talk.

Hm... Do you think I should show the video to the other
children in the ¢lass?
[laughing] No!
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R: Why not A.?

A: They'll even be embarrassed, shy and all...

R:  About secing themselves?

A: I think so.

M: .. ﬁlemselvés they will say "that’s nof me".
Talking about rewriting the story o

' One of the methodological prinf:iples that I have emphasised during the writing
lessons with the class is that edﬁing is part of the wntmg process, An editing phase
is built into the structured Iesson time, i thé class writes a piece of work. The
editing usnally happens a few days after the original story was written and after 1
have read the first draft and have made some comments gbout how the children can
improve the formal aspects of theijr story. On the day the research data was
collected, I managed to give them very brief feedback on their stories. The children
were then given a chapce to rewrite their stories before the focus group interview
took place. During the focus group interview the children were asked to comment

on thejr experience of rewriting the story:

F:  How did you feel when you were rewrltmg the story?

3. I felt... { long pausse] {

General confusion and laughing. ..
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Give S. a chance.

- § felt.., hm... Y felt I made many mistakes.

w3

Mistakes? '

S Yes.. Ifeltlike... when I saw my story... T felt the second
story... It wasn’t.,. it wasn’t the rlght story...

F: 8o you found a lot of mistakes and you felt it wasn’t the right
story? -

S: Yes... {long pause] ... that's all.

KW. then takes the initiative and . smments:

KW: I thought I wrote a beiter story the second time.
‘Ar Yes, yes! Same here. |
There are many cornments thrown out as chitdren tatk to each other and then A’s

voice emerges loudly..

A: ... mine was very short, so then I just made it Jonger when I
was rewriting it .. a bit longer... |

Yes...

I wanted to put in an extra paragraph.

Yes...

> 3 » 3

I wrote..,
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The general noise of the group once again drowns distinct comments. _'The gétmml

discussion centres around details of mistakes they made [* I forgot an s" ] _arid then

moves on to a speculation if the video camieras were on in class aod if yes, if the

parents would see the video and how they would react.

?wﬁkmgag'ﬁ-_-?.grﬂ?'m

2

T didn't Iike it.

Now how do you feel about rewriting the story?
I felt it was better...

It was a lot of work.

You correct all your mistakes,

Yah... you correct yoﬁ:r spelling...

- ‘Mire was much better. ..

Mucl: better... much, much better...
I still don’t like it.

So how d:» you izei?

Lucky.

Yah, lucky, because you can change it...

Lucky? _

Yeh...hm... because Mrs. W is actually sﬁoiling us by letting
us write again.

Spoiling you?

Yah... you cau fix your mistakes and you can change it.

...because you cen forget words... like I forgot two..,.
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Lavghter, general noise whiie the children once again share details of their mistakes

that they had made...

F:  B., how was it for yon to rewrite the story?

B: I felt happy, because my first one had mistakes. .. the second
one... 1 had mistakes so Mrs. W was showing me... there I
made ¢ "+takes... so the second story it was nice,

The second st was nice?
Yes. |

You felt happy?

T o7 oW om

Yes.
M., then volonteers this contribution:

M:  The second time I did rush.

o

You did msh?
M:  Yes, because I was tired. 1 wanted to colout in... drawing...

but not... because iny finger was getting tired...

For most children in the episode, the experience of editing the story was clearly an
experience of making reparation. They were given a chance to make good their
personal incompetence by costecting the spelling, syntax and struciure of their

stories., KW changed his "joke story" and felt he improved his work, B also felt
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happy about correcting her mistakes. For A, who had earlier admitted that he had

just written "something” to avoid having to wrtie his long story, the editing lesson
was a chance {0 “make it Jonger" and to correct hismlstakes This left him feeling
that his second story was much better. A’s experience strongly resembles Klein's
{1988a) classic description of making reparation:
"At the same time, in our uncoﬁscious phantasy we make zood the
injuries which we did in phantasy, and for which we still __
unconsciously feel very guilty.”  {pg. 312 - 313) |
He had done injury to his original story which "the muse had given bim" and which
had contained his emotional reality and now he is able to repair it by making this
story longer. For A this process was more than he thought he deserved. He feit
spoilt by being given another chance. Further evidence of reparation processes can
be found in T’s comment that she felt lucky to have a chauce io rewrite her story,
because she could ¢hange it. For her the editing lesson was a reprieve, ¢ chance to

escape judgement as she could change her story and improve it.

Klein argues that making reparation is a mental process that supports the child’s life
instinct which is always in search of the perfect relationship, Thus it is a process
that is borne out of feelings of guilt, loss or sadness and that is driven by the child’s
desire to rebuild what has b;aen damaged. The evidence that the children experience
the rewriting of their stories as an act of reparation confirms earlier suggestions that
their first writing experience was an experience of alienation or of being broken and
left titern feeling a sense of loss.  Without these destructive feelings, reparation

would not have been possible, They are the foundation of the rewriting process
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which has put them in a more positive mental state.

S and M present stightly different experiences. They did not express any emotions
that would support the assumption that they were making reparationt. S, saw how
many mistakes he had raade and suddenly felt ihat he had written the wrong story.
M on the other hand was adamant ihat she did not like rewriting her story (bold
print). The only rason she gave for these feelings is that she was tired, her fingers
were getting tired and she wanted to draw or colour in insiead.

P No@v how do you feel about rewriting the story?

A:  Lifelt it was better...

T Twesalot of work.

M:  Ididn’t like it..

A Yoil correct all your mistakes.

T: Yait... you correct your spelling..

KwW: Mme was much better...

Much beiter... much, much better...

Al

M: I still don’t like it,

M:  The second time I did rush,
F: You did rush?

M:  Yes, becanse I was tired. 1 wanted to colour in...

drawing, .. Hut not... because my f‘inger was getting tired...
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M’z experience of writing that has been traced throughout this work can provide

some insight into her reasanmg M is a competent writer who makes very few
formal mistakes. She was the first to finish during both writing sessions. Duxing
the first minutes of the iessdn she was observed to display hesitant, anxious
behaviour. She looked around a lot, scratched herself and nftel_l rubbed her face.
She presented vnresolved fe. hgs when she talked. about her first writing of the
stoi'y, as she kept wondering about something to do with the pictare and eventually
suppressed those feelings ¢na wrote another story. Months later she still expressed
strong éontradjctery feelings about her own writing. Her™"gut response” to the
video was very negative, but then she gave a mote positive, rational account of her
ov?h writing behaviour, All of this was understood to be indicative of a
fundamental, unresolved contradiction in M's experience of the writing process, She
has the language ability to be in control of the formal aspects of writing and 1s also
able to use her own rationality fo control her feelings. Yet she was not abie to
establish control over the mental images aroused by the picture and ﬂlefefom
abandoned the attempt and wrote "another story". This process leaves her with very
little to repair. She is faced with a well written, yet uns'atisfactory story and
therefore does not Jike rewriting it and rushes to finish it. The point at which the
"injury in phantasy“ was done and which has to be made good is at the begitining
of her writing experience. She lost the story before she had even found it. 'The
real reparation in her situation would be to take a new look af the picture and search
for the repressed, unconscious images she abandoned right at the beginning of the
whole writing process. Even if it were successful, this would be a long and painful

experience.
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The overall value of these interviews is that they present the children’s perceptions

and memories of their own experiences. The focus group interview that immediately
followed the writing lesson reflected their perceptions of theic Writing experiences,
while the later interview based on a viewing of the video revealed the children’s
emotional memiaries of the task as well as their own projections of themselves as
writers. The éhildre::’s comments shpport the findings of the class observation that
‘the children experience times of feeling in and out of control of the writing process
and that they regularly escape into talking if writing becomes too difficult. The.
interviews aiso confirmed the experience of an inspiratioﬁat moment as nearly all

children related an episode involving the muse.

Finally, the interviews have added to the nnderstanding of the children’s emotions
during the writing lesson by highlighting two experiences that could not be deduced
from the chiidren’s behaviour ag such. These are iheir experience of aﬁenaﬁm
during writing and their need to make reparation for failing.to write what they mean. -

!
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CHAPTER 5

MY PEN WON’T TALK, BUT 1 WILL

The earlier descriptions and reflections on the children’s eﬁperience of writing fulfil
one of the aims of the research project, as the affective factors that impact ob the
writing process of the children have now clearly been identified. Another aim of the
project is to reflect on the impact of the emotions identified above on a cognitive
task such as writing. The investigation of the chilf.h*-r._.'- e c..,k,-x-.:'-:hc_e {in particular
that of M, A and S), reveal that the anxious emotional state of the chiidren distorts
their perception of their own activity to the point where they are completely
alienated from it. The experience of alienation through writing in turn undermines
any rational attempt by the children to learn how to express their personal realities
in the written medium. Their initial response is to avoid writing and they struggle
to pay attention to the formal aspects of writing while they are preoccupi;d with
formulating their story. Once the story has been formulated, some of the children
could focus on the format demands of the writing task during their rewriting session.
The cognitive, format aspects. of the writing task do not occur as a separate process,

but are experienced as part of the emotional difficulty of "making sense",

The cognition and execution of writing conventions therefore do not have a neutral
starting point, but occur in the context of words and images that are already invested
with personaf affect. Writing rather represents a process during which the children

engage in a rational and voluntary manipulation of existing, emotionally significant
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symbol formations. The outcome of the writing task is not the result of a process

of cognition and reflection of an exterpal, social reality, but rather involves the
cognition and externalisation of their internal projections of this reality. In this
sense ihe emotional state of the children cantiot be separated from their cognitive
activitics as their affective resources determine the condition of their mental "raw.

material" needed for cognition.

The cognitive theories presented in the introductory section of the report affirm the
notion that cogpition occurs in the context of personal., pre-existing knowledge.
Children progressively constiuct their own knowledge by bringing what they already
Xiuw fo bear on new information in order to extend or modify their indtial
understanding. This process of knowledge construction is understood to be
essénﬁaliy social in nature, as the interaction with signs, tools and relationships in
.éociety become the cultural material that regulates the internalization of the material
in the process of knowledge construction. However, as the children are active
participants in the internalization process, their resultiﬂg knowledge is not a copy of

the external realities, but a new personal construction of it,

Cognitive theorists, however, do not go on to claboratc the personal aspects of
knowledge construction and therefore fail to fully problematize the affective origins
of the distortions and discrepancies betwsen the children’s individuall knowledge of
the same phenomena, The personal features of knowledge are rmugmzed as a
possibie obstruction tc the social aspects of cognitive development am:l hence the

notion of intersubi ectivity is employed to define the conditions under which learners
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successﬁ:lly communijcate with and participate in a shared understanding of the
reality with others. By sharing in the meaning systems provided by more
experienced members of the society, the children exiend their mental activity and
develop their cognition. Shared meanings are by definition social meanings and thus
the act of sharing meaning, i.e. the act of communicating with others .is the activity
that trapsforms personal meamings into social knowledge. The notion that the
communicative intention is the force that can transform affective images from
unconscious private realities to conscious social symbols aitaches ne-w significance
to the continual talking of the class during the writing lesson and raises the guestion
whether the dialogic function of the children’s talk is in fact a thinking device that

supports their writing (Wells, 1992).

The preceding data analysis reveals that the children are talking throughout the
writing lesson. No time sampie is without talking children and the noise level in the
class is kigh during 19 out of 25 minutes. The diamond shaped pattern of the time
samples also shows that the children immediately stast talking when they stop Wnting
and this pattern repeats itse_:lf throughout the lesson. Their ta]king, however, does
not necessarily model their writing task nor does it engage them in the language
conventions they need to imitate, Their talking episodes rather reflect a general
pattern of feeling in and out of control of the writing process. Therefore children
can be seen to talk to avoid the task. They talk because they feel isolated and
lonely. They talk because they need somebody to listen to their ideas. They talk
 because they feel tense and wevt to get rid of this fecling by teasing others. They

talk because they do not know what to write. They talk because they don't want to
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lose ideas and it takes too long to write them down. They talk because they need

| help with spelling and vocabulary, They talk because they are responding to other
children talking. It was argued above that the consistency in the télking patteras,
the absence of an explizit link fo the task and the frequent lack of external "causes”
for the talk support the notion that most of the talk during the writing lessons is
caused by internal, emotional factors rather than changes in the external context of

the lesson.

The children’s talking during the writing lesson seems td have two key functions that |
are integral to the creative writing process. The first functiont is to externailise the
children’s jnr-a experiences and by externalising them, to contain them in a socially
meaningful form. They extcmélise their tcnsinxi, aggression, helplessness and their
excitement m the way in which they relate to each other and in the stories they
create. The second function is fo maintain the purpose of the writing task for the
wtiter, While the children are chaiting about their stories during thie lesson they
talk about their ideas in the context of real communicative seftings, 1.¢ in the context
of a real audience, and this helps them to internalize their identity as a writer and
to project their potential readers into the act of writing. Without this projactibn the
act of writing becomes meaningless. The cognitive activity embedded in the writing
process therefore can only be experienced as significant if the children are able to
link their emotions to the language they use in the context of real or imagined

interpersonal relationships.

Purely intrapersonal symbol formations will remain repressed and socially
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meaningless urtil they are attached to social signs. Vygotsky pointed 1o this
phenomenon when he suggestéd that signs are medlated to the children in the context
of relationships and these signs have then become internalized when the children are
able to make vse of these signs independently of a real ‘relational context. The
children’s continual talking described. above seerus io fit in with Vygotsky’s notion
of interpersonal angd intrapersonal development of signs. The children are learning
to be writers and as they are not yat able to internaily maintain the relationship to
their potential raaders they engage m a real, interpersonal comumunication to support

-

them.

However, the children’s behaviour and reflections reveal that they do not experience
a smooth traosition from the interpeysonal to the imtrapersonal level of shared
meaning. In order to woaintain the social pature of this meaning, they have to
introject the person of the reader. Here it is important to distinguish the process of
intemalim_ti(;n of langnage and concepis aS part of 2 sign system from the
i:itemaﬁzation of the "other", the réader, who makes the act of writing meaningful.
Introjection of relational objects such as the reader fundamentally affects the identity
of the children as they no longer mumcam with a real person, bhut have to
internally redirect their intention to communicate by splitting their subjectivity into
two roles, that of the active writer and that of the projected reader. The separation
of meaningful communication into the roles of "I" and "you" happens naturally in
speech, but in writing this separztion becomes part of the formal demands for
explicitness and structure in the text. 'When the internalization of the "writer -

reader” relationship occurs, the mental image of the reader is endowed with the
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meanings provided by the social convention ™ of writing for an audience as well as

the emotions the writer experiziices in response to suuh an audience.

The reader is not a neuiral figure, but is the recipient and judge of the wri.en
outcome and therefore provokes feelings of insecurity and fear of rejection in the
writer. The sitong emotional content invested in "} image of the reader is
responsible for the distortions and misconceptions that intexfere and make an
effortless internalization of the writing conventions impos-:sible. Thus the children’s
persﬁnal identification with a potential reader during their writing activity is more
than a linguistic and stractural édjnstment to an abstracted and internalized form of
communication. It changes the children’s subjectivity from that of a pasticipant in
a dialogue to that of an author. Ast'author’s social function is to anticipate dialogue
by creating and shalq_iﬂg meanings in an explicit and -permanent form. ~As
"authorship”-is a mental consuuet, it is not permanént and the children only remain

- authors as long as the writer - reader relatiopship is maintained,

One of the central assumptions underlying this investigation has been the notion that
the social and personal symbol formations in writing do not oceur as separate mental
processes. They oceur simultanecusly and thus one provides the context for the
other. In other words, the cognitive (socially regulated) mental broccsscs oceur in
the context of emotional (personal) understandings of a situation, while the emotionat
processes rely on social signs i_ogoitive language activity) for procésses such as
~ Introjection and projection that bind the free flowing mental energy. Talking seems

to be the point in the lesson at which these two processes coincide and interact as
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‘the communicative intention behind it transforms each mental process by bnngmg

the other process o bear on it. This means that the act of talking socializes the
affective symbel fonnanons that form the basis of the creative process of makm}:
new meanings. Ttus happens when the fluid mental energy that deteumnes inner

experiences is contained in words provided by and shared with society.

At the same time, talking persq-;.q]izes the writing convantioﬁs a5 the interaction with
real people gives a purpose to the task and becomes part of the process of
1dcnt1ficat10n with a reader w1ﬂ10ut which the writer can not share meaning. The
most significant mental process durmg creative wntmg that structures and maintains
the writing act is the intention to comzmunicate. It is this intention that motivates the
writer to einplcy socially acceptablc signs systems in an attempt to establish
intersubjectivity beiween the writer and tlle reader. Intersubjectivity, understood
as the possibility of sharing meaning, fonns the foundanon of anthorship and it relies
on both affectwe arxd cognitive processes sunultaneous!y as there can be-no

"meaning” without affective conient ond there can be no sharing of this meaning

without social processes of language and coguition.

‘When children are expecied to perform a creative “writing task, they are expected to
internalize the dialogic stmcture of coﬁlmunicaﬁon by sp]jtting their subjectivity into
the role of the writer and the reader. If children are unable to mtemally balance and
contain the tension caused by suc]‘:z a polarization of mental energy, their vmtaing
process will become an extremely painful experience. Wiiting will then compromlse

their intentional sell and this will rsult in an experience of loss of control. The
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children seem ta experience this compromise of themselves and the resulting lack

of control, as feelings of frustration, alienati_en and insecuyity. The expericnbe of

frustration is the result of an inability to conirol and personalize the writing

conventions and this is experienced by the children as an inability to write what they

mean. Th expenence of alienation is rooted in their inability to infernalize the .

dialogi> shucture of authorship and this is experienced as isolation and aliepation

due to an inability to establish intersubjectivity while writing. In both cases, the
children’s inability to establish and maintain contro! over the writing process give
rise to f::elmgs of fundamertal insecurity. All these c..iotions are not only painful,
but alﬁé ex*aenences of social meaninglessness. They cause childrep to “hate

writing".

"My pen won’t talk, but I wiil" capiures the cenirat concerns of the children’s need
to talk as it reflects the children’s alienation and frustration with a medium of
communication that lacks the basic requirements of dialogue. The above reflections
show that the children not only talk to contain and socialize their ivner experiences,
but also to maintain the purposefulness of writing by providing the exicrnal structure
of diaiogue that is absent in the written medium. The children can create internsl
conditions of dialogue by splitting their sﬁbjeCtiVity into that of a reader and a
writer. As we have seen this causes a build up of tension and anxious feetings. The

impact of these emotions on the cognitive aspects of the writing task is significant

in that the emotions are part of a polarization of mental energy that is aimed at

creating intersubjectivity béﬁi«'een the: writer and the reader. Without this process,

shared meaning in ke form of a story would be impossible. Thus the affective
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process becomes i."w driving force behind the writet’s Iability to engage in authorship
~and to fulfil the cognitive tagks involved in writing. It in crucial to acknowledge that
the affecﬁée and cognitive_ aspects of writing can not be separated into isolated

processes, but that the experience of writing is determined by their interaction.
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CHAPTER 6

IMPLICATIONS FOR METHODOLOGY

The final aim of this project is to suggest practical wﬁys in which wntmg
programmes can explicitly support children in their emotional needs during the
learning process, The emotiopal needs are defined jn terms of the children’s
difficulty o bridge the gap between the personal and social demands of creative
writing. Thus writing programmes nced to explicitly acidress and Iimi't: experiences
of frustration and alienation as weil as building children’s confidence in their ability
to share their personal meaning. The brief methodological considerations of this
section are derived from my teaching practice and are based on methods that the

children under investigation have positively tesponded to,
Developing authorship

1t is important to acknowledge the gap between talking and writing as well as how
difficult it i to "say what yon mean”. The chiidren’s identity as writers must be
developed explicitly .and this means that the conventions and. procedures of writing
must he commumicated and practised. As reflected in the children’s repeated use of
the image of the "muse”, it has been a vseful tool io fonnaﬁ;se the children’s shift
in identity from being siudents tw becoming authors, The following representation
has also proved to be vesy usefnl when reflecting with children on what it means to

be an acthor;
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The Writer
)
The Author | 'The Secrotary

~— Story L gpelling

— events — paragrophing
— characters — punctuation
L— problem — tenses

.— solution L— handwriting”

A writer assumes two roles: Those of the author and the secretary.

Developing editing skills

In any conteit otier than school, writers have the opportunity 10 edit their work
themselves or to have it editcd by somebody else. Introducing the concept of editing
to the writing process in school allows the children the freedom to focus on the story
without having to worry about the formal aspects of the task at the same time. This
freedom helps to cﬁntml their feelings of frustration as they can make several
attempts to capture and express their thoughts. It also builds their confidence as
wnters as they can correct and improve their ﬁvork before it is judged. The
children’s positive comments about rewriting the story in the preceding intcrviéws

support the effertiveness of this method.



116
Ma'king writing purposeful

As the experience of ahcnat:v:“‘ is cl;)saly linked to the meaningiessness of the
wntmg task, it is essential'm hé\;e a clear and explicit putpose for all writing tasks.
The most successfol writing projects done with the class have had a real readership
and therefore a real communicative intention, On one occasion the chss wrote and
ittustrated iittic story books for j'oung;er children in the school and then visited their
class and read the stories to them. On another occasion, they wrote the story for a |
play they improvised and performed. As the children are given a real,
communicative seiting for which they are writing, they find it easier to project and

maintain the dialogic structnre of this seiting in their own writing.

Guided writing

’thn the children are expected to master a specific aspect If;!f the writing
conventions, they need to te mppoﬁed in other aspects of writing so "Epat they can |
focus their mental energy on the learning task. This support can take ;he form of
providing vocabulary, providing a writing plan, presenting a model or-example of
the task, preseniing the content and giving guidelines on how to express .thc content
in & particular form, etc. Non-fictional wntmg can be very useful too, as the non-
fictional content minimizes the anxious feelings aroused when children have to share |

of themselves.
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Focused feedback

As the emotional and cognitive aspects of the writing process are fntertwined, it is
hnportant to respond to the emotional content of the children’s stories as much as
to their formal aspects. This differentiated r=sponse acknowledges the authorship
of the writers and affirms their intenfion to commumnicate. At the same time it
allows the teacher to clearly isolate and address formal difficulties that undermine

the meaning-making process.
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CONCLUSION

The aim of this research has been to m:;dcrstand the crcaﬁve writing experiences of
primary school children. As the investigation of writing experiences addresses more
than the - ly cognitive aspects of writing, ‘theoretical constructs from the
psychoanalytic tradition were used to define the theoretical basis of this research
.project. The central notions that have guided the invesiigﬁticn of the children’s
"experience" are firstly, the assumption that all children egrpetience the ebb and
flow of conflicting psychic energies (Jife and death instinct) as ﬁleasu_re or anxiety

and that they instinctively seek to avoid a build up of anxiefy.

Secon&ly, it was argued that no life experiences are lost to the individual child, Bﬁt
are stored as emotional memories in the child’s Unconscious. The memories of the
Unconscious can be projected into current experiences and this process of projection
is the beginning of the child’s symbolic function, whers external reality is given a
meaning that reflects the internal reality. This fuﬁcﬁon can also be directed inwards,
as external iz!hages are introjected to maintain their influence in the absence of the
real objects themselves. The mechanisms of introjection and projection, farthermore
allow the child to mentally repair an image previously "damaged” by its dcstn;ctilve
psychic energy. Thus the child’s relationship to reality and phantaby are boﬁ1 the
result of "making meaning” by linking tse internal and external realities through
projection and introjection. As a result perceptions of phantasy and reality influence

each other and might cause distorted understardings of external realities.
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The third premise of the report has been the claim that the cognitivé symbolic

function has the same psychic origin as the affective symbolizations, and that
therefore a cognitive task such as writing necessarily involves an encounter with the
pre-existicg pérsonal, emotional meanings of the learning situation. In this research
report, therefore, creative writing is no longer conceptualized as the primary,
rational construction of a stery, but rather as a complex process that involves both
cognitive and affective symbol formations. It is not understood as & process of
inventing new meaning, but as the creatio’, of a new composition of symbols through
the separation and "reconstruction” of reality and phantasy in the Conscious and

Unconscious respectively.

On the hasis of the above assumptions, the creative writing experience at the cenire
of the research is understood as an act of formalised social communication which
demands of the children that they create new meanings by linking their * *--nally
and externally experienced realities in a sociaily acceptable way. Ho» ., the
demands of the writing process are in complete opposition to those of creativity.
The creative process of constructing new meaniﬁg is rooted in the children’s
personal need to repair yepressed images and experiences and in this sense it is
rooted in the conflicting and often socially' "unacceptable” facets of the children’s
experience. Writing on the other hand, is governed by strict social rules that are
imposed by an external reality and which put the child under immense pressure to
communicate the inner conflict in a highly prescribed and coded ritual of writing
conventions. Thus the experience of creative writing centres arcund a gap betweeh

what exists iaternaily for the writer when the story is conceived and what is actually
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expressed through language when ibe story is written. This gap is 2 product of

renewed censorship and repression of images by the writer in order to conform to

the norms of writing.

In an atternpt to understand the emotional experience underlying these conflicting
demands of éreativc writing, the children’s behaviour was observed and recorded
during their writing lesson and the children were later given a chance to talk about
their experience of the lesson. Af:ér four months some children: were shown the
video of the writing Jesson and wete asked to explain what they thought was
happening in it. All three intervendons were aimed at identifying the affective
factors that impact on the writing process of the children during a creative writing
task. The initial analysis of the data reveals that writing is not thé dominant .activity

of the writing lesson.

The children’s noise, restlessness, resistance and aggression at the beginning of the
lesson was interpreted as evidence for anxious feelings in anticipation of the writing
task. In the course of the interviews, the children confirmed this interpretation as
they expressed feelings of nneasiness, helplessness and insecurity about beginning
the writing process. The "kiss of the muse", where the children suddenly kﬁew what
to write, emerged as a critical point of the writing lesson, At this point the children
experienced a qualitative change in their emotionai state as well as their behaviour,
Many children settled into the task and remained focused on it for some time and
they also taiked about feelings of exciteraent and pleasure during this part of the

lesson. The end of the lesson once again brought out many aggressive or anxious
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feelings, as the children anticipated handing their stories to the teacher and being

judged on them. In their reflections, the children mentioned feeling bad about
making mistakes, being dissatisfied with their stories as they did not effectively
express themselves and feeling frustrated and under pressure. Thus negative,

anxious emotions dominated their accounts of their writing experience.

The children’s reflections on their writing lesson, in particular their response to
seeing themsetves on video, provided additional insights into emotions that could not
directly be deduced from their behaviour during the lessoﬁf These "hidden” and
more complex emotions were feelings of insecurity and aliemation caused by the
formal aspects of the writing task which required them to repress parts of the story
they identified with. In conm, the opportunity to rewrite and improve thc story
after it had been returned by the teacher was accompanied by positive feelings
provided it satisfied the children’s need to make reparation, The relevance of tlns
deeper, unconscious level of emotion which emerged during the children’s
reflections is that these feelings are not caused by external factors, but by the actual
process of constructing a written story. The opposition of the infernal and external
demands made on the writer in the course of the writing task generates a flow of
psychic energy which the children predominantly experience as aaxiety. The release
and rebinding of this fluid energy in the course of creating meaning gives rise to the
wide spectrum of emotions described above. These emotions are part of the writing
process, but not necessarily part of the story. Thus the gap between the emotions.
and meanings that exist inl:erﬁally for the writer while s/he is writing, and those that

can consciously be shared with the reader can only be bridged through the
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reconstruction and socialization of the existing personal meanings.

i

The gap between personal and social meanings, however, cannot be presented as the
dividing line between affective and cognitive mental processes for the writer. The
cognitive aspects of the writing task are experienced as a part of .the difficulty of
establishing control over meanings and of making sense. Therefore the emotional
state of the children during their writing task cannot be separated from their
copnitive activities, but the two processes have to be understood as occuring
simultaneously where one forms the context for the other. The symbol formations
that form the raw material for cognition are invested with emotional content and this
means that the process of bridging the gap between personal and social symbol
formations is closely related to feelings of being in and out of conirol of the writing

Prov2ss.

The mental process that moves the private meanings into the social realm is the
intention io commanicate, i.e. the intention to establish intersubjectivity between
reader and writer. As‘the act of conupupicating is an act of sharing meaning it
necessitates the transformation of personal meanings into social knowledge. The
written medium, however, does not provide children with the dialogic structure that
is naturally part of oral communication. '{he writing act therefore lacks the
‘oundation on which intersubjectivity is built and the children bave to internally
provide this structure by projecting a potential reader into thieir act of writing. They

are thereby redirecting their intention to communicate from an intcrpersonal level
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to an intrapersonal one as they are simultaneously taking on the role of the writer

and that of the reader. The children experience difficulty with this, as the internal
provision of 2 communicative setting demands a shift in identity from being a writer
to becoming an author. The internal process is paiﬁful, as the establishment of an
internal opposition between the reader and the writer causes inner tension and
inﬁreases the experience of losing cantrol. This sp¥t in subjectivity is the cause of

‘alienation, frustration and insecurity.

The children’s difﬁculty with the process of reconstrocting their persona} meaning
along social fines was traced in their need to talk throughout the lesson. The two
main funetion of the talking seemed to be firstly, to externalise and contain th.ir
inner experiences and secondly, to maintain the parp: g of the writjﬁg fidk for the
writer, As children are not able to internally mamlam the image of the reader, they
engage in real interpersonal communication to help them ma -‘ain the direction and
purpose of the commuﬂfgpative intention. The children expgrience talking as more
meaningful than Wul:mg1 as it presents them with a communicative seiting, Thus
talking socializes their peisomal meanings by forcing them onto a social,
interpersonal plane. It also personalizes their writing task, as the identification with

a listener gives purpose and direction to it.

The central conclusions of this research report focus on the impact of children’s

emotional reaiity on their writing activity. In summary these are:

1. . The experience of creative writing cannot be separated
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into cognitive and affective components, as the one
forms the comtext for the other. The emotional
experiences ol the children not only interfere with their
wiriting, but limit their ability to confront the writing
task.

2, The children’s experience of writing is dominated by
anxious cmotions relating to their experience of
struggle while they ave attempting to establish control
over the sfmbolic materiai hat forns thelf inner

resource for the meaning-making process.

3. The medium of writing does not provide children with
a communicati\.fe structure and thus it presents many
children with an experience of isolation and
meaninglessness. If th_e chiidren faii to internally
provide a purpose for their task, writing becomnes an
experience . insecurify and alienation.

4, The role of talk in the writing process does not have
.a cognitive significance, Its primary function sezms to
be to control affective forces and to maintain the

personal purposefulness of the writin,, task.

These conclusions challenge any methodological approaches to writing that do not
explicitly address tae children’s emotional reality as part of the writing process.

Teaching creative writing involves more than teaching writing skills. It forces
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children into an encounier with their personal, psychological history and this can be

a very painfi - ,cess Writing lessons therefore have 1o be aimed at supporting
children in this confrontation with themselves by developing their identity as authors,
" iy engdying them in purposeful and guided writing tasks, and by providing them

with struciured reflections on their writing performance,

For me, personaily, the value of this reseamﬁ preject has been in the cunfirmation
and theoreticsl elaboratlon of an intuitive understanding of the children’s dlfficl!'
with written tasks. Central to this has been the rotion that the theoret;cal nature of g
the school enviropment cannot cscape the reaiity of the children’s daﬂv expenem |
and that the personal reality of each child influences their openness to cognition.
When these theoretical considerations are put into the coutext of the hildren’s - |
observed behaviour, two important, yet unanswered questions ‘r-':ergc sbout the
evidence of éggréésion, anxiety and imsecurity duxmgthe ies_soﬁ:’ ' ﬁistly, to what
extent are the children who are unable to tolerate the inisial frustration and tension
of the writing process, victins of traumatic experiences? and secondly, to what
Jextcnt does the often unstable, violent and trawmati. ~ature of the current South
African sociefy determine the children’s incapacity for tnner securily and bence have -
a direct influence on their learning dificulties? The answers to botﬁ questions could
add richness to our understanding of the current crisis in South African educytion.
The questions are, unfortunately, beyond the scope of this research repoxt and will

have to be pursued in separate studies.

In relation to fature research, if my pen won't talk, who will?
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