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"Cr~y out for discernment 

And lift up ~:our ,·oice for understanding, 

.... for the lord gins wisdom. 

\And) from his mouth comes .... understanding:" 

Proverbs 2 v 3-6. 



ABSTRACT 

II ow l1:nglish as ;a fon·i~11 lnn~uagl" (EFL) writing is taught in Solomon Islands. 

:\ uroundcd thcorv invcstiuation o!' Solomon Island teachers' best methods !Or tcachirm 
0 - - ~ 

EFL writing was undertaken in Perth Thirteen teachers (three male and ten female) 
participated. being selected according to availability and coverage of all primary school 
grades Two C'nordirwtnrs assisted with lncation and li<Json between the partieipants <llld 
the research base in \\'cst~.:rn Australia 

The investigation proceeded in lOur phases In the first phase. data were gathered through 
a report tile. in which the teachers identified their three most successful methods for 
teaching EfL writing Data were analysed using the continuous comparative method to 
find the core \·ariable under/vim!. the teachers' best methods ti:Jr tcachinu EFL writinu. . ~ ~ ~ 

In the second phase. a \\·orkshop was arranged in Honiara and was audio recorded At the 
\\·orkshop the key findings of the emergent theory were given to the par·icipants to 

discuss and, if necessary. to modif)' The transcripts were analysed to \'crify and expand 
the emerging theory In the third phase. the workshop data were discussed with one of 
the coordinators. to verify· the emergent theory The final phase. theoretical literature 
sampling took place. to enhance the emerged theory by giving it richness and depth 

It \vas found that teachers believe that students will only succeed in EFL writing if they 
firs.t gain power of understanding. This was best obtained by a form of discussion in the 
classroom which is like the traditional learning by "fa'amanata'anga··. meaning to "shape 
the mind'' through interpersonal relationships, rational thinking and reasoning. Most 
teachers felt a need for grammar to be learnt incidentall_y within narrative and report 
writing, yet the reported methods and writing samples evidenc~d a strict adherence to 
structured non-integrated grammar e:xercieses, from an old ( J 960s) English syllabus. It 
was found that students at all levels of achievement, who participated in group discussion 
before writing a narrative or report. produced good grammatical mi1in~ samples lhal 
fu\fil\cd the writing task objective. Those writing lessons without group discussion tende-d 
to fail the below average students, who make up ap~-ro~imately forty percent of each 
class. As only the top twenty percent of primary ·schoolleavers can attend the eight 
national High Schools available, the failure to help the lower forty percent of students has 
no impact on Secondary School entry. but could have considerable e!Tect on life 
opportunities for primary schoolleavers. 

It is evident that English is not being taught within an integrated curriculum The use of 
an mtegrated curriculum would provide significantly greater opportunities to improve and 
make EFL writing more purposeful Within these opportunities the use of 
"fa'amanata'anga'' type group discussions could help to provide understanding before 
writing took place. This would enable a more rapid acquisition of EFL writin~ bv 
students in the Solomon Island situcttion ii 
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Chapter I 

INTROI>liCTION 

1.1 BACKGROUNIJ TO TilE STUIJY 

Solomor. Islands is about 1800 kilometers northeast of Australia. a country v ... ith abou\ 

400.000 peoplt> mainly Melanesians. "who communicate in a range of dialects [about 100 

languagesl. SrJ!omon Pidgin (sic). and to a much lesser extent, in English," (Phillips & 

Owens. 1994, p 81 ). From the author's own personal experience in pre-primary teaching 

in Solomon Islands during the late 1980s, it was evident that all learning of English is 

carried out in a English as a Foreign Lan,b'Uage (EFL) context. The vernacular 'Solomon 

Pijin' is widely used as the children's second or third \ao_guagc. with their first and 

possibly second language being their parents native lan,bJUages. "Pidgin (sic) is not 

debased or simplified English. It is a language .. govemed by rules as neat as those of 

English . . Melanesians speak it fluently and grammatically, and very few Europeans 

do," (Keesing, 1990, p.l59). There is a fallacy according to Keesing that the teacher can 

teach English via Pijin. This is untrue. Pijin has a different grammatical structure. "The 

choice is never, for a Melanesian~ whether to leam Pidgin (sic) or English; it is always 

whether to learn English as well as Pidgin (sic)," (Keesing, 1990, p.160). 

Since the advent of the British Protectorate over Solomon Islands in 1893 opened the 

way for missions, plantation development, and later industrialized development. formal 

educational teaching practices have gradually taken precedence over traditional teaching 

practices. "In contrast to Western schooling, the village was an informal context. where 



children learnt individually and informally as tllings happened, by observation and 

imitation of parents and elders," (Demerath, JfN6, p.67). Trad"1tional learning was a 

means li.)r imparting survival and spiritual knowledge within the context of the village 

rather than in the abstract context of a classroom "The conceptual framework f(Jr 

Melanesian knowledge processes is inspirational. rcvclationary and transmissional, while 

Western knowledge is characterized by inquiry. rcncctivity and creativity," (Dcmcrath. 

\9%. p.67). 

Watson-Gegeo & Gegeo (I 992) studied traditional knowledge among the West K\vara'ac 

of Solomon Islands. Though West Kwara'ae are only one people amongst many tribes in 

the Solomons, the process of traditional learning is simiiBr to other Solomon Island ways 

of learning. According to Watson-Gegeo & Gegeo (1992) traditional knowledge was 

imparted in two ways. One way was to gain secret knowledge of a spiritual nature, which 

can be given through the 'Gwaunga'i' (literally, 'headness') process of teaching. w~1ere a 

distan~ relationship of teacher and listener existed. One should note. however. tha1 

Gwaunga'i is not the person as depicted by Watson-Gegeo & Gegeo ( !992) bu1 a 

teaching process as stated by the two Solomon Island coordinators for this project who 

. 
shall be referred to later. The other way of knowledge was free. by necessity of its 

survival and technical nature. It was received by imitation, observation, and the 

.fa'amanata'anwl' (literally, 1Shaping the mind') process of leachinK thormtKh discussion 

Watson-Gcgco and Gegeo ( 1992, p.22) suggest that "redesigning schools to integrate 

local knowledge with the social, politicaL and scientific knowlcd!.!c ncc.essarv for sun·iyal - . 



m the international arena is the grl·atcst challenge facing schooling in the Solormm's 

today". At present the vocational schools ut!lisc traditional v,:ays of learning fhr students 

\Vho do not pass the National Secondary School Entrance Examination, but the 

Secondary schools do not consciously integrate traditional ways of learning. This presents 

a dichotomy either the child proceeds to non-traditional secondary or to vocational 

school with a clear commitment to using traditional learning. But formal primary 

education is largely non-traditional so the \0\ver or below average student is unprepared. 

and so is disad\·antagcd twice over. The preparation through formal education for 

industrialised jobs that do not exist for everyone also raises the dilemma "educ:alhm for 

what," (Boutilier, 1992, p.80). In the pressure to 'develop' Solomon Island modern 

society tends to make parents strongly resist consigning their children to what is often 

perceived to be second class status. They seek t;:, provide an education that gives equal 

opportunities for their children which sounds excellent, but 

in practice, translates into access to 'professional' education of the sort 
suitable for employment in the I0\'1-'flS . [but] those who do not succeed 
frequently find themselves cultural schizophrenics, emotionally committed 
to a neotraditional culture from which they arc more and more divorced in 
practise (Boutilier, 1992, p. 81) 

To provide access to this new world, primary school teachers are thus under pressure to 

make sure their students achieve a good standard of written English, so that the students 

can pass the National Secondary School Examination in grade six. This pressure is 

intensified by the fact that only twenty percent of the primary school population will fill 

the available places at the eight National Secondary Schools. 

' ·' 



Solomon Island teachers therefore strive to achieve a high standard of' EFL writing in 

their students, especially iii. gPtclc six This goal is somewhat complicated by the <Jimost 

universal dependency on Solomon Pijin to conHnunicate meaning verbally before the 

written task can be attempted, as English "is perceived as the technical language of 

education . [and J the teachers themselves do not master !.he language very v.;cll. '' 

(Jourdan, \990, p 172). Thus teachers do not find it easy to teach its usc "The rate of 

illiteracy in the Solomon's continues to be very high By independence in 1978 \6% of the 

population were estimated to be literate almost exclusively in English. \Vith <J 

concentration of literates in Urban Honiara," (Muhlhausler, 1995. p 161 )_ The University 

of tho South Pacific Institute of Education ( 1992) (USP). began a project in I 989 to 

improve Vernacular and English programmes [providing] appropriate books for 

children to read, (USP, 1992, p.3), and "experiences in writing traditional stories", (USP. 

1992, p.23). The USP project has established a new syllabus which is starting to be 

utilised in lower primary (grades 1-3). This will be referred to again in the study. 

Anecdotal evidence provided by observations and experience in Solomon Island EFL 

_teaching shows it has favoured a product centered writing ap.proach focusing on fonns, 

due to a heavy reliance for classroom guidance on the older 'Pacific Series' English 

syllabus (1967) that is very skills-oriented. In the West. a variety of approaches has 

emerged which move away from the traditional product approach that is still currently 

used in the Solomons (Raimcs, 1991). Change in writing pedagogy began with the 

process approac:1 which focuses on the way a child writes. It moved to a content contc.xt 

for lcaming language, and then onto a whole text genre analvsis It nmv seem that OTll' or 
~ - . . 



all of these new approaches would signilicantly improve the teaching of EFL writing in 

Solomon Island Primary Schools. llnwevcr. Jourdan ( IWJO) indicates that the average 

Solomon Island teacher mav not command sunicicnt English to utilise \h{: process 

approach in English, but would still tend to be dependent on structured excrc1sl:s as 

presented in the Pacific Series syllabus 

A study by Pennington ( 1997), examining the practices of native and non-nati\·c tcachc~rs 

of English-as-a-second-language writing in Australia, Hong Kong. Japan. \"cw Zealand. 

and Singapore based on a questionnaire and follow-up interviews. found that teachers in 

Asian/Pacific countries trying to use the process approach tended to orient towards a 

product or traditional approach due to educational constraints It is tempting to look to 

ways to improve methods, but it is not whoHy clear if teacher~ could break out easily 

from their constraints, And, in any case, Anderson issues us 

a word q{ advice. Howerer appealing a particular method might seem ... 
. No -:pick and emy method ,;\· ,._'1mrallfe'!d to prm·1de ,\?tccess. /~·wry 

Ieamer is unique. l~·vety teacher is unique. And e\'L't:l' Ieamer teacher 
. relationship is unique .... / . .'l;aefim.!. tire f task 1s to under.wand the 
properties of those relationships. lf.\·in~ a cautwus, enlightened. ec/at;c 
approach, . . . ftof huild a theory, (Anderson. 198i, p.l Jj. 

This suggests that a study of the teacher/learner relationship is required, not merely the 

evaluation of the end products. The 'why' and 'how' of EFL teaching may be as important 

as the 'what' is being achieved. 



1.2 SWNIFICANCE OF Tilt: STl/IJY 

This study sCcks to describe how writing is currently taught in Solomon Islands Th'1s 

descriptive model could then be utilised to indicate strategic possibilities for irnprovcnwnt 

and development. where writing is a necessary tool to advancement and empowerment 

This description may also enlarge on the EFI. field in writing which has been studied very 

little. It will also show something of the relationship between teachers and learners as an 

essential part of the success that students, and thus schools. can achieve. 

1.3 THE PURPOSE OF THE STUDY 

In completing this rt>search .l expect to achieve a description that illustrates the core 

element which underlies successful teaching of EFL writing in Solomon Island primary 

school classrooms. Knowledge of core element can be exploited afterwards by any EFL 

teacher to facilitate design or redesign of any method he or she is wanting to use and so 

to teach EFL writing more successfully. 

1.4 RESEARCH QUESTIONS 

The three key questions this study seeks to answer are: 

I. What methods are used to teach EFL writing in Solomon Island primary schools? 

2. What characteristics emerge from the methods used to teach EFL writing? 

3. Do the emerging categories of the successful writing methods reveal a core 

variable? 

6 



1.5 DEFINITION OF n:I{MS 

For the purpost..~s or tlus study. English as a Foreign Language (EFI.) is defined as bcir1g a 

context in which the learner and othl~r native speakers converse either in _ihc vernacular 

(first and second language) or Sololl'l.?n Pijin (the lingua franca/third language). but 

seldom, if ever. ,in English. English iS only used in Solomon Islands to read and 
' ~ 

communicate in writing at school and in th~. workplace. 

By contrast. English as a Second Language (E~.L) is defined as being a context in \Vhich 

the learner continuall)':,. hears the native speakers ,·of the country use English as a second 

language is communic.l~ing, both to him/her and with others. 
·· . 
. i 

,, 
,, 
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Chapter 2 

PRELIMINARY LITERATlJRE 

2.1 LITERA TIJRE INTRODUCTION 

The methoO:~logy for this study is grounded theory, and unlike "verificational research. 

e.g., hypotheses testing studies, [where] a literature review is completed prior to data 

collection and analysis," (Hutchinson, 1988, p.137), there is a need not to review the 

literature before the core problem of the situation has emerged from the data. Glaser 

( 1992) suggests that, in examining the data for an emerging theory, the researcher's mind 

should not be clouded with overmuch detail from pre-existing formal theories. That is. 

"grounded theorists generate a theory based on behavior patterns observed in the field 

and then turn to the literature to find support for the emergent theory" (Hutchinson, 

1988, p.137). Chapter One therefore, forms an initial cursory review of the literature 

undertaken as a means to establishing that such a study had not previously been done and 

to provide a theoretical framework for the proposal. 

Grounded theory methodology seeks to apply existing (formal) theories from the 

literature, subsequent to the development of the emergent theory. This sampling from 

literature is done as a way of refining and supporting the emerging theory. "Thus 

scholarship in the same area starts after the emerging theory is sufficiently developed. so 

the researcher is firm on his discovery and will not be forced or preconceived by 

preempting concepts," (Glaser. !992, p.32). Theoretical literature sampling in this vein is 

interv-:oven with the discussion of the study results in Chapter Six 

8 



2.2 LITERATURE ON 1\IICTIIOUOLOGY 

Research designs can be broadly recognised us those that deal with either quantitative 

measurable, observable behaviours, tJr qualitative in-depth understanding of hidden 

behaviours. A brief discussion of these research paradigms follows. 

Horna ( 1994) stated that "Quantitative research designs arC characterised by the 

assumption that human behaviour can be explained by what may be termed social facts. 

which can be investigated by methodologies that utilise the deductive logic of the natural 

sciences." (cited in Jones. 1997, p.2). This positivist view according to Burns (1994) 

measures unconcealed behaviour without assessing individual meaning, and believes that 

scientific knowledge, based on deduction and scientific hypothesis. is the only valid form 

of research. Quantitative methods allow for comparison and replication, therefore 

11 reliabi1ity and validity may be determined more objectively than [in] qualitative 

methods," (Jones, 1997, p.2). If measurement was primary to the current study then a 

quantitative methodology would have been chosen. However, a descriptive theory is 

necessary to find out what is the underlying characteristics of the teachers methods, and 

thus a qualitative paradigm was appropriate for this study. 

~~Qualitative research designs are those that are associated with interpretive approaches, 

from the informants' emic points of view, rather than etically measuring discrete, 

observable behaviour," (Jones, 1997, p.3). There is a focus on the patterns of the lived 

experiences of the participants over a period of time and this allows a theory to emerge. 

This is reflected in the anti positivist grounded theory method where "data collection and 

9 
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analysis proceed sin1ultancously, . [ conrcrningJ itself" with the lllCi:Hiings, madt.: by 

the subjects, (de lrurca& Mcl.oughlh1, l1J96, p 7) 

Qualitative methods approach data collection and analysis from a more "deep, rather than 

broad, set of knowledge about a particular phenomenon,'' (Jones. 1 997. p_3 ). The main 

criticism of such approaches is the difficulty in determining their validity. as the samples 

are usually very small in comparison to the population under study. The rigorous 

methodoiob'Y of grounded theory enables the qualitative researcher to overcome this 

problem. 

Grounded Theory 

In the mid 1960s Glaser and Strauss developed grounded theory which was a systematic 

method by which to study the richness and diversity of human experience and to generate 

relevant, plausible theory (Hutchinson, !98R. p.l27). Glaser & Strauss ( 1967) stipulate 

four principles for applying grounded theory It must: (a) 'fit' the situation, (b) be 

'understandable' by laymen, (c) be 'applicable' to other situations in the area, and (d) 

enable 'control' over the daily situation. 

Glaser & Strauss ( 1967) see theory as a process of "hypotheses and concepts 

systematically worked out in relation to the data during the course of the research," 

(Glaser & Strauss, 1967, p.6). Therefore research questions are made as open as possible. 

so that the real problem emerges from the situation. not from the researcher's 

pre.conceive.d ideas. "One highly important aspl'Ct of gl~nerating thl•ory i~ lhl~ joint 

10 



ctJIIection, coding. and analysis of data [ThcscJ should blend ami int,crtwinc 

.. continually; from the beginning of an investigation to its end," (Glaser & Strauss. )967. 

p.42). To begin collection of data .the analyst "sits back and listens while the rcspondcnts 

tell their stories. Later, . he lor she[ can ask direct questions bearing on his lor her! 

categories," (Glaser & Strauss, 1967, p.76). Collection and analysis of data simultaneous. 

they are fused together in a continuous comparative analysis of three levels of coding 

open coding, focused coding, and theoretical coding. Memos on the constructs arc 

written. Lastly, the theory is written using the data analysis memos. A schematic of this 

methodology is provided in Figure I, Chapter 4 . 

. ' ,. 
Open cooing (level I) is an "analytic device of examining the data line by line . to 

identifY the processes in the data, (de B'urca & McLoughlin, 1996, p.8). Ideas about the 

incidents in the data are written in memos, and sorted to cluster the incidents, to fonn 

substantive codes. Memos are written about the substantive codes. and comparison of 

incident with incident takes place, ensuring that each substantive ~ode is exclusive to the 

clustered incidents. This summarises and sorts the data, forming the link between the d.!ita 

and the theory that emerges from it. 

Focused coding (level II) raises the sorting of data to an analytic level by developing 

categories rather than simply summarising large amounts of information, (de B'urca & 

McLoughlin, 1996, p.8). To do this the analyst reads the substantive memos and sorts 

them in~o clusters of substantive codes. to fonn categories. Memos arc written about the 

CR!~gories, and comparison of incident with category takes place. cnsunng that L~ac.h 

I I 



category is exclusive to the clustered substantive codes. These emerging categories arc 

confronted with new data and the data, even if "tt is negative, is coded, compared and 

contrasted repeatedly with the old data to "diminish bias by increasing the \Ncalth of 

infom1ation available to the researcher," (Hutchinson. 1988, p.131 ). Thus validity is 

confinned by asking for new data and comparing old with new. The participants may lie 

or distort the truth, but "data . are compared and contrasted again and again.. thus 

providing a check on validity. Distortions or lies will gradually be revealed." (Hutchinson, 

1988, p.l31). Wh~n writing up the theory validity is also conveyed by "an extensive 

presentation of the overall theoretical framework and its principal associated theoretical 

statements," (Glaser & Strauss, 1967, p.228). 

Theoretical coding (level 111) is a process of theoretical category reduction, theoretical 

data sampling, theoretical verification, and theoretical literature sampling which 

11conceptualises how the substantive codes may 'relate to each other as hypotheses to be 

integrated into a theory," (Glaser, 1978, p.72). The goal is to describe a general 

mechanism, generating implications for other groups of people in other similar situations 

by 11 Start[ing] with an observation, and then imagin[ing] the observation as the outcome 

of a (hidden) process," (Borgatti, 1996, p.2). For example, Bigus's (1972) research 

provided a core variable showing how milkmen 'cultivate' relationships. It became 

possible to generalise the core variable to other social situations where relationship 

cultivation occurred, (cited in de B'urca & McLoughlin, 1996). 

12 



The theoretical coding process in this study ICJitows lhur stages: Firstly the categories arc 

rcdut:cd by reading and sorting category memos that appear to cluster together lhrm 

theoretical constructs. Memos are written .about the constructs and comparisori or 

categories with constructs takes place, ensuring that each construct is exclusive to the 

clustered categories. Secondly. ''theoretical data sampling occurs and it's primary 

tUnction is to provide the researcher with the opportunity to discover properties of the 

core variable under study by collecting new data to check, fill out and extend conceptual 

categories [constructs]~~1 (de B'urca & McLoughlin, 1996, p.9). No more data sampling 

takes place after additional data fails to bring forth any new ideas; this is called saturation. 

Once the core variable has emerged, the variables are sorted and linked to the core 

variable to forni a story line. Thirdly, the categories are verified in dialogue with the 

participants or major participant as being a true picture of the situation. Finally, and most 
' 

importantly, selective sampling of the literature takes place, but only after the core 

variable has been established. Literature sampling reveals whether or not the emerged 

theory is useful, or can be extended, to describe other situations. To do so, one compares 

the constructs with existing published models. It is possible that the grounded theory 

developed in this paper relating to EFL writing may match other models/theories to a 

lesser or greater extent. Thus the literature sampling generalizes the emerged theory in 

the area of study. That is why in this study, the formal 'Literature Survey' occurs in 

Chapter Six, rather than in an earlier position in the thesis as would be expected in non 

grounded theory paradigms. 
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In conclusion, a grounded theory methodology is a suitable means of deriving a theory 

that "will correspond closely to the 'real' world," (Glaser & Strauss, 1967, p.42). '!'hat i~. 

in this study it will. 

(a) 'fit' the Solomon Island EFL situation. 

(b) be 'understandable' by the participants in the Solomon Island EFL situation 

(c) be 'applicable' to other EFL writing situations. 

(d) enable the participants to have 'control' over teaching EFL writing by utilising 

the core variable on all the other variables of their situation 
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Chapter 3 

TIIEORETICAL FRAMEWOI~K 

The Solomon EFL classroom has not been particularly well described with reference to 

the way in \\'hich English writing is taught. According to Larsen-Freeman (I 991) there 

are no quantitative studies from similar situations to provide baseline values to assess 

teaching perfonnance. Also. there is "very little [known] about what-teachers actually do 

.. 'If we are to generate knowledge that is to have positi\·e impact on pedagogical 

practice, then we must formulate our inquiries in ways that are more Compatible with 
-~-

teachers' perspectives'," (Bolster 1983, cited in Larsen-Freeman, 1991, p.l28). Grounded 

theory offers an approach to analysis that is conducive to letting the _,)i·(~~len nature of the 

teachers' practices emerge from the data. The use of the continuous comparative analysis 

in this current study should unveil the core variable underlying the selection of methods 

made by the Solomon Island teachers. 

By analysing reported classroom methods (details in Chapter 4), a theory or model of the 

nature of the Solomon Island EFL teaching practice will emerge. Data first collected and 

analysed will provide the preliminary categories of the descriptive model, Le.; , an 

'emergent theory'. New data are continuously collected. coded and compared with the old 

data to validate the truthfulness of the emerging theory. Thus. "the rigor of the grounded 

theory methodology depends upon developing the range of relevant conceptual 

categories, saturating those categories, to explain the data," (de B'urca & McLouglin, 

1996, p.ll). 
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This study is not based on a "traditional logical-deductive approach explicitly dcrivcl_ingj 

hypotheses Hom pre-existing theories. J that 1 fundamentally !'ltructure both the data 

collection and analysis toward verification of refutation of these hypotheses," (Charmaz 

1990. cited in. de B'urca. 19%. p.ll) ln.<tcad. it treats the Solomon Islam! EFl. 

classroom situation as virgin territory which requires a fundamental!~· fresh mapping The 

principal theoretical supposition is that the teaching of EFL writing in Solomon Island 

classrooms has validity in itself, and will be based on constructs that may have 

applicability elsewhere as contended by Strauss and Corbin: 'the theorist ... fcan] claim 

predictability for it in the limited sense that if elsewhere approximately similar conditions 

obtain, then approximately similar consequences should occur," (de B'urca & 

McLoughlin, 1996, p.12). 

The short literature review m Chapter One showed that Solomon Island teachers~ 

according to Demerath ( 1996), Watson-Gegco & Gegeo (1992) and Jourdan ( 1990). 

struggle with problems of language, scarce resources and educational constraints. Yet 

they must succeed to an extent. for students to pass the National Secondai)' School 

entrance examination and progress to higher education. Raimes (1991) in comparing 

writing approaches, and Pennin~:,TJ:on's ( 1997) Pacific/Asian comparative study of writing 

approaches, show that teachers use varied approaches successfully to achieve better 

results. Therefore it seems appropriate to find out what the Solomon Island teachers 

themselves actually do, to teach EFL writing. This links with· 

one hypothesis in need of fUrther study . . that the teaching process is 
dynamic and that the most cflbctive decisions will be made by teachers 
who choose teaching practices which are matched for bot!· the challenge 
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the particular teaching point ollCrs and where the students arc at the 
moment, (Larsen-Freeman. 1991. p. 129) 

Data sources in the ~rounded theory methodology used in this study arc not confined to 

participant reports or data directly derived from the local situation There arc later stages 

of analysis in the study which utilise literature sources for which reason the introductory 

review is deliberately short, so as not to cloud the data at an early stage. By conducting 

theoretical sampling of the existing theories in thC literature, the emerged theory can be 

genei-aflzed to be of benefit to other EFL teachers, as well as to those in Solomon Islands 

Borgatti (1996) says "The essence of theorizing, . . [is that] you start with an 

observation, and then imagine the observation as the outcome of a (hidden) process.'' 

(Borgatti, 1996, p.2). In this study, theorizing begins from the first level of the open 

coding of the data from the situation. Once the analysis has been built to higher categories 

these wlll begin to reflect preliminary generalizations. The analysed observations will not 

onJy yield infonnation revealing the hidden process(es) which drive the teacher's choice of 

method, it should also be generalized. If, for example, the coding reveals a category of 

'student involvement'. this will not only be true in the situation from which it has 

arisen/emerged, but it may be theorized or geperalized for other situations. Thus this 

study, though rooted in Solomon Island classrooms, is liable to generate a theory that will 

be reproducible under similar conditions elsewhere. In summary, the theoretical 

framework of this study does not use pre-existent models. It is expected that, through 

rigorous grounding, a generalized theory is to be developed revealing the nature of the 

EFL teaching process as currently practiced in Solomon Islands 
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Chapter 4 

METIIOI>OI,OGY 

~.I TilE SUBJECTS 

The tbllowing participants were selected according to their availability and suitabilitY 

Thirteen Solomon Island Government prim:.:1 ~ school teachers in the urban area were 

selected due to their availability, ten female teachers and three male teachers. Due to 

transport problems teachers in village schools outside the township (Honiara). and on 

other outer islands, were not sought. In order to gather data from all the primary school 

years, two teachers were chosen from each grade where possible. Each teacher was asked 

to complete a report file (sec section 4.3, for dctaiis) on three of their successful methods 

for teaching EFL writing. A month later they completed a belief sheet giving further 

information on their teaching philosophies. Some also attended a workshop in Honiara 

during October to verify the preliminary findings of the study. 

Two coordinators were selected for the study. Coordinator One, a currently practising 

teacher in Solomon Islands, recruited the thirteen participating teachers and participated 

in the first phase of the study. During the second and third phase of the study she was on 

leave in Western Australia, and was able to discuss the workshop that was audio 

recorded by Coordinator Two. The researcher and Coordinator One had previously 

taught together in a Solomon Island preschool classroom. Coordinator Two. a current 

Project Coordinator in Education. was selected to liaise and pass information bettvccn the 

Solomon Island teachers and the researcher. in the second and third phase of the study 
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He also coordinated the workshop with the thirteen teachers m October to check the 

emerging theory. 

4.2 DESIGN 

The grounded theory design was discussed in detail in Section 2.2, above. Figure l, 

below, is a schematic summary of the stages of grounded theory analysis. This shows 

how such an analysis has been utilised in this particular study 

Figure 1: Schematic showing the stages of grounded theory data analysis. 
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Starting from the bottom of the page, the purple base represents the incidents in the d~ta 

This data is collected and analysed continuously throughout all three levels of cod~ng. 

The blue level begins with open coding of the incidents, which arc clustered to form 

substantive codes. The green level becomes more foct_lsed in coding, where· categories 

develop by clustering the substantive codes. The orange level theorizes the categories 

into clusters of constructs, and finally the tip of the pyramid indicates the emergence of 

the core variable, which links all the other variables together to form an emergent theory 

Afterwards literature sampling takes place, comparing categories, in the emerged theory 

with categories in the literature, to refine and generalize the theorv in other contexts. . . 

4.3 DATA COLLECTION INSTRUMENT 

A report file was issued at the beginning of July to each partiCipant. to be completed and 

returned by 30th July, 1998. The report is shown in (Appendix 4.3.la-f). The participants 

had been primed previously to consider their three most successful methods in teaching 

writing, before receiving the file, making possible the short time frame allowed for the 

return of the report file. The report file was pilot tested in Solomon Islands by 

Coordinator Two. The instrument was found to be r~'lsonably clear, and only needed a 

few adjustments. For example, the draft report asked the teacher to explain his/her 

reasons for using a method. Unfortunately, this was answered with general lesson 

objectives. In order to access the underlying belief:., this was altered to: Please explain 

your personal beliefs about teaching that have led you to use this method, (appendix 

4.3 Jc). 
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The report file was divided into three parts, as follows: 

The first part contained instructions on how to complete the file. and how to 

collect students' writing samples. There was also a page requiring the teacher to describe 

his/her classroom and their resources. enclosing a photograph, if desired (Appendix 

4.3.la-c). 

The second part contained three coloured sections, green for method A; pink for 
,: 

metho~ B, and blue m~thod C. For each method the participant was asked to ~xplain his 

or her personal beliefs about teaching that led them to use the method. Then they were 

also asked to report any problems they encountered in the method. A lesson_ plan format 

for each method was provided (Appendix 4.3.1d-f). Note: only Method A sheets have 

been enclosed and these are on white paper. 

The third part contained blank coloured sheets (relating to the colours of the 

methods sections), onto which the students writing samples were stapled. Note: these 

pages have been removed from the instii.iment, shown in the Appendix as .they serve no 

purpose in this report. 

4.4 DATA COLLECTION 

The procedure (time frame in Appendix 4.4.1) was divided into four phases. Firstly, 

collection of initial data through report files and a later collection of data through belief 

sheets. Secondly, a workshop was held and sound recorded, with participants tilling in 

comment sheets. Thirdly, a dialogue was held with Coordinator One. and finally, atler the 

core variable had emerged, literature sampling took place. 
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Ph11se One 

The report files were sent to Coordinator One, who delivered them to the participants to 

complete. Then Coordinator One collected the report files and brought them to Western 

Australia. Only eleven teachers completed the report files. Analysis of the report files and 

their adjoining student writing samples took place immediately after. To give participants 

a second opportunity to share their beliefs, further data collection in the form of belief 

sheets {Appendix 4:4.2) were utilised and these were collected via Coordinator Two. 

Thus what the participants were saying over a period of time was validated. These too 

wer~ analysed and compared with the old data. The process of analysis for both sets of 

data is explained in Section 4.5, below. 

Phase Two 

To make sure the emerging theory was grounded in the participants data, a workshop 

was held on October, 1998. To facilitate this, the ten major findings (Appendix 4.4.3), 

from the analysis were used as discussion points. They were aent by fax, one week prior 

to the workshop to Coordinator Two who distributed a copy to each teacher to prepare 

them for the coming workshop. The ten major findings were discussed in Solomon Pijin 

and English, briefly stopping at the end of each point to enable teachers to reflect 

personally by writing about each point on a prepared comment sheet (Appendix 4.4.4). 

The workshop was sound recorded and sections of transcript appear in the categories 

section of the results tables in chapter 5. The teachers unable to attend completed the 
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comnicnt sheet at home and returned them to Coordinator Two. Only five teachers 

attended the workshop, two of whom had not previously completed a report file. 

Ph11se three 

A dialogue was held with Coordinator One to verify the theory by discussing the 

workshop sound recording and comment sheets. after she had read and listened to the 

workshop data. Notes were taken during the dialogue and these appear in the construct 

boxes of the results tables in Chapter Five. 

Phase four 

Data gained from selective sampling of the literature were compared with the emerging 

theory to alert the investigator to central issues in the emerged theory and to see if it 

could be extended to other situations. The issues highlighted by the literature sampling 

were added as data and t~is is discussed in Chapter Six below. 

4.5 DATA ANALYSIS 

The report files were read onto a speak pad software program. This enabled the analyst 

to hear the data reducing it into a single computer file, making it more manageable. The 

speak pad software program had a facility whereby the teachers' reports could be read 

back by the computer while the analyst listened to what the lcachers had to say. An 

example of one teacher's computerised report file can be found in Appendi."t.4.5. 1. The 



childrens' writing samples were also carefully scrutinized to sec if they fulfilled the 

teachers' stated objectives. On the whole the majority of the below a·veragc students' 

(known as student 3) writing samples, evidenced failure to reach the lesson objectives. To 

enable analysis to progress broadly over all the teachers comments a one-page summary 

of the data was constructed (Appendix 4.5.2). Then the computerised data were 

transformed into seven files of 'incidents'·. beliefs and problems, time, objectives. 

organisation, materials, languages, and lesson plans. Teachers' names were replaced at 

this point by an incident number and gender of ~he teacher \Vas not taken into 

consideration. The lesson's method was indicated by a capital letter A, B, or C, and 

gender of the teacher was not considered. By coding in this way identity, age, teacher 

training background, gender. and lesson origin all were removed from the preliminary 

analysis, and not considered ti11 after the core variable had emerged. This reduces any bias 

that might otherwise occur from these factors in the early stages of analysis. 

The analysis process below uses just the lesSon plans file of 'incidents'. Chart I, below, 

and successive result tables in Chapter Five, illustrates graphically the process of analysis. 

Both the chart and the tables present colour coded data in the pattern given in the 

schematic figure (Figure 1). The chart and tables flow from left to right, rather than 

bottom to top, and 'incidents' (the purple base) are found wherever they are needed in the 

various columns as examples of data reference. The full list of 'incidents' are located in 

Appendix 5. Each incident is followed by an alpha code, either, 'YYY', 'YYN', or 'YNN'. 

(Y=yes, and N=no). These indicate if the lesson objectives were fulfilled or not in the 

student's writing sample. 
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Student I, is represented by the fi rst l etter~ Student 2, 1s represented by the second letter~ 

and Student 3, IS represented by the third letter The incident number IS the Teachers' 

code number. and the letter fol lowing indicates which teaching me thod (/\. 13. or C ) IS 

being referred to. In the category boxes the workshop quotes are presented 111 Pij in. 

followed by an English translation . C hart I: conversing methods' belo w is a subsectio n of 

Table 5 . I, m Chapter Five. 

CHART 1 'CONVERSING' METHODS 

6UBSTA.'IITIVE CODJ:S 

LEVEl. I ~OPEN CODING 

Repo%1 file data 

LI:VJ:LJl.J"OCUSED CODING 

B.UefaheetJ; Workshop datA 

===------. \ 
nlyrun. outofOUrlyaixlesaoJUI uaedqroup diacua.sion.. \ 
ow.-..rthe teachen ware only allmnd ton part Uuee of 
eir m.thocb they had lowtd. •ucc .. ..JUl. 

eacher l e: (Mi hu a«i., mi pr.1.u ehil.ch.n W.eu.aion 
· ot~ wlwnlfindoutl domoatofthetalkin.g'ia, thoae 

- dr.nu..boredaom.ayb. one or two continue fo li.eten. 
U iu nomo<~. n&dim not• ia and putim up lonq 

ckhoud ro aloketl. cop.:m. aa.mfaiUtl th.y d.a.n't know 
h.a.t 1hey an wt:i.tinq ..:bout U; ao Ot.a.t'a why m.i conaider 
· student diJiaaaion group n:th.er than 1h• teacher 
done) -I p.ntffl children cliiClaDonbec:au~~e when I do 
oat olthe talJcinq thoM children are bored while only 
w would liat.n. If you -alone nAdnotea, write it on fhe 
oud forth. em. to copy aome1irn.ea th.y don't know wha.t 
-v are writing about. 

LEVELW -'l'BEORETICALCODHIIC 

DWogu><Wa 

KEY: Stndentwrit.inqaample ohjednefulfillad? (Y=yea, Nono). Student 1: l att.ttn,Stu.Mnt 2: 2n.dlatter,Stud&ont3: 3rd letter, of YYY arYYN. 
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Process of analysis 

The process of analysis in grounded theory has three levels of coding, (level I) open 

coding, (level 2) focused coding, and (level 3) theoretical coding. Theoretical coding is 

shown in four subsections in this study. (a) theoretical category reduction, (b) theoretical 

data sampling, (c) theoretical verification, and (d) theoretical literature sampling. These 

levels and subsections of analysis are located within a study structure in four phases. 

The four phases of this study are as related above in the data collection. Phase One 

answers the first two research questions: 

1. What methods are used to teach En. writing in Solomon !skmd 
Primary ~)'chools? 

2. JVhal characteristics emerge .from the method\· used to teach l·.:F•l_. 
writing? 

Analysis therefore proceeds first 'oy open coding, focused coding and theoretical category 

reduction of the computerised l(:)sson plan fi1es. This will answer research question 1, to 

find the methods used. Secondly the same process is repeated on an the computerised 

files, to find the characteristics of the methods used, so answering research question 2. 

Phase Two answers the third research question: 

3. Do the emergin~ categories qf the succes.~ful writ in~ method~ reveal a 
core variable? 

This is done by theoretical data sampling which reduces the number of categories by 

comparing new with old categories until saturation. A core variable \vill emerge from this. 
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The theory with its core variable is then checked in Phase 3, using theoretical verification. 

This includes verifying with participants that the theory docs actually fit the situation. 

l~hasc 4 is the refinement of the emerged theory through literat'urc sampling. An example 

of how this process of analysis was used on the lesson plan files is illustrated in Chart I 

above. and explained below. 

Open Cotling (lel'el 1). -substantive codes from the data incidents in the 'lesson plans' file. 

were read and incident compared with incident. The incidents that were similar were 

clustered and each cluster was labeled with a substantive code. accompanied by a memo. 

For example a substantive code: 'Peer/topic discussion' was formed from a cluster cf 

incidents: 

ln Lower Primary, discussion facilitates writing but it is difficult to check on 
individuals. 

15A: talk about pictures to write sentences. 
7C: talk about what they saw outside, to write a description. 
15B: talk about a slOfJ' that they listened to, to write a descriplion. 
1 5C: talk about what happened on the weekend to write a news report. 

In Upper Primary, discussion arouses interest to write but slow readers cannot 
keep up with the pace set by the fast readers. 

1 3B: discuss pictures to write sentences about each picture, for a slor)'· 
1 3C: discuss topic of story in real l!fe, for co_mprehension exercise. 

Then the incidents were reread to check that each cluster of incidents were exclusive to 

the substantive code: 'picture/topic discussion'. 

Focused Coding (level II). -codes clustered to form categories. The substantive codes 

were reread and those that were similar were clustered. and each cluster was labeled with 

a category accompanied by a memo. For example a cluster of substantive codes were: 



'l'icture/loph: discussion' ami 'sludenl queslioninJ.:. The category fbr this duster was: 

'Ctml'ersin~;' , and its memo was. On{v nine out f![ 1/tirty-six lessons used Ktoup 

di.w:ussion, hut these were the mo.\'1 e.ffective in .fu(fillinK objectives. Only lncidelll 7( ', 

failed the he/ow averaKe child Then the substantive codes along with their incidents. 

were reread to check that each cluster of substantive codes were properly exclusive to 

their category. 

Open & Focused L'oding (leJ-•e/1 & II) repeated on new dattL The belief sheets provided 

new data which were read and coded, using level I and II coding as above. The categories 

from both the old and new data were compared validating the truth of the teachers 

descriptions of what they do over a period of time. For example the new data added to 

th.e 'conversing' category memo, "Group discus."iiou studying pictures, he./ps to write. 

better sentences," (Belief 14.4), thus strengthening the conversing category as an 

effective strate,bry used by the teachers to help students' to gain understanding. An element 

of traditional learning called fa'amanata'anga (shaping the mind) was possibly prevalent 

in the successful methods used (assuming discussions were undertaken in the 

fa'amanata'anga manner). 

Theoretical Coding (level Ill), in this study, is a four stage process of; (a) category 

reduction, (b) data sampling, (c) verification, and (c) literature sampling. 

(a) Category reduction: The categories were reread and compared with the clustered 

codes. The categories that were similar were clustered and each cluster was labeled with 



a theoretical constmct, accompanied by a memo. For example a cluster of tatcgorics 

were; ·,·om•er.\·in~·. 'experiential', jJnu.:Jisin~·. and 'listening'. The theoretical construct 

for this cluster was 'Hw !-viet hod\·'. and its memo was: 

Conversin;: is necessm:v if you want to motivate the children to learn 
Jvlorning talk is wmdfor ac/il'aling prior experience, which Kives ideas 
for writing Jlracticin~ is ~ood for children to see model, i.e.; prinl in 
action and team how to use it. /,istening is the core catexory, t4 this 
L'onstruct. l.ots t~l leaclwrs a~ree thai teacher example best, while 
children listen 

The 'conversing' and 'listening' categories became core categories due to the emphasis 

placed on them by the participants, especially the 'listening' category. Then the categories 

along with their codes and incidents were rerC!:.:d to check that each cluster of categories 

were exclusive to their theoretical constructs. 

(b) Theoretical data sampling: The workshop data was coded, using level I, II, and Ill 

coding. The categories from the new data were compared with the old categories, to 

rigorously check that the emerging theory fitted the participants' situation. For example 

the new data was added lo the category 'conversing': 

I prefer children discussion because when I do most of the talking those 
children are bored while only few would listen. If you alone read notes, 
write it on the board for therr. to copy l?Dmetimes they don't know what 
they are writing about, (Teacher !6, Chart 1). 

This showed that the teachers agree that there is a need for student discussion before 

writing takes place. Existing categories were endorsed, with no new categories emerging, 

therefore the saturation point had been reached. A core variable had thus been arrived at. 

29 



(c) Theoretical verification: The key findings had to be verified. This was done via 

dialogue and the participant workshop. To verify the core categories and core variable of" 

the construct 'The Methods'. fOr example, a dialogue with Coordinator One was held. 

when the category 'conversing' was discussed: 

The Investigator asked: '{f gnmp discu.\:\·iun helps the child write better, 
how is this true?' 
Coordinator One replied: 'Hecause it opens the child~~· mind. It helps him 
to understand, and broadens his thinking. ,)'ome teachers don't make sure 
their swdcllls understand, so pikinini /the child/, just 'hit and run' ewn 
though blind. Hut it never works, because they have no understanding. 
Teacher must take time to shape his mimi'. (Chart 1, Construct. Dialogue 
II) 

(d) Theoretical literature sampling: Literature was reviewed and relevant samples were 

selected as data to be compared with the theoretical constructs of the emerged theory. 

Such sampling is not intended to change the emerging theory. The grounded theory is 

already shown to fit the situation researched. Literature sampling reveals whether or not 

the emerged theory can be extended to describe other situations. Take for example the 

category: 'conversing', from phase three. Garcia (1 991) is an example of communicative 

coJiaborative prewriting activities enabling success in ESL Latino writers literacy. The 

category 'conversing' is clearly matched by the other study which strengthens its validity 

for application across a wider series of situations. Data from the literature sampling are 

being built together with the emergent categories and constructs to refine the final 

emerged theory. So, in this instance, the category 'conversing' together with the datum 

from Garcia could be refined to become 'EFL writers succeed where ESL teachers 

promote collaborative prewriting activities for understanding'. 
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4.6 LIMITATIONS OF TilE STUU\' 

The small number of participants were not fully representative of the Solomon Island 

situation but this is appropriate for grounded theory. Due to the time frame for this study, 

actual observation by the researcher in the Solomon Islands could not take place If' 

observations had been possible much more field data couid have been gathered and this 

would have strengthened the emerging grounded theory. There was also the possibility 

that the reported lesson plans and writing samples may not have fully revealed the whole 

range of teaching strategies utilised currently. The workshop was held to try to overcome 

this limitation. It was hoped that by engaging as the workshop facilitator Coordinator 

Two, who was familiar to the participants and fluent in Pijin. the participants would feel 

comfortable and at ease to share their beliefs. 

It is possible that the collected data was unrepresentative of the total range of teachers' 

methods used in the Solomon Island context. However, if the core variable is truly rooted 

across the restricted teacher sample, as it should be, there is a high probability of it being 

true on a larger scale. That is, the small participant population does not directly denigrate 

the grounded theory methodology, and core variables can be generalized to similar 

situations through literature sampling. 
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Chapter 5 

RESliLTS 

.The results which arc presented in the text arc summarised in five tables: (5.1) The 

Methods, (5.2) Characteristic One, (5.3) Characteristic Two, (5.4) Characteristic Three, 

and (5.5) the Core Variable. The flow of these tables follows the pattern described in 

Section 4.5. The complete tables of results arc included in appendix 5 The tables present 

graphically the results of the three stage process of continuous comparative anal) sis. 

ending. with a summary oft he emergent theory. 

5.1 First construct: THE METHODS 

The construct, Methods, arises from four categories. 

• conversing 

• experiential 

• practising 

• listening 

There were eight lessons that utilised the conversing method, seven the experiential 

method, six the practising method, and twelve required that the students listen attentively. 

The Methods construct is presented in Table 5.1 on the following page. It visualises how 

the four categories of this construct link between the data and the theoretical construct. 

All the data incidents are examples quoted from the full list (appendix 5.1, p.139-142). 

and some of these examples will be used in this results section. 
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TABLE 5.1: THE METHODS 
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The cmn•ersi11g methods arc used both in lower and upper grades lhr understanding, 

prior to EFL writing taking place. In lower grades~ children say sentences about pictures. 

describe things they sec, discuss the story read to them, and give oral reports. In upper 

grades they also discuss stories. but the children themselves read the story. discussing and 

questioning to understand how to write seritences. There was an overall fulfillment of the 

objectives across all student writing abilities in the writing samples. For example sec the 

writing samples (P_?pendix 5.\.l) where the substantive code: Picture/topic discussion. 

was used by teacher 13C: 

"Ask children to open reader one to p.4345, and pupils' hook one, p.J28, 
lesson . Imroduce the story; di.w:u.\·s, 'What is business?' Introduce the 
followinx wordv imo discussions, 'Stall, bargain, 011 credit, running a 
business, real business van'. Talk about the kind of business students 
would like to start when they leave school. Children read stmy, then do 
lesson one in pupil hook. (Y'lY). 

This substantive code 'picture/topic discussion', and also 'student questioning', were 

clustered to form the category, conven1ing. For example Teacher 14 wrote. "Group 

discussion, studying pictures helps lo write heller selllences," (Belief 14.4). At the 

workshop Teacher 13 wrote, "Student discussion/question helps students get invoh-ed 

get ideas for writing". Another teacher, not at the workshop, wrote, "Writing improves if 

children allowed to dJ~r;;cuss owfl· experiences," Jnot at wcs3); and one teacher said, "! 

prefer children discussion because when I do most of the talking those children are 

bored while only a few would listen," (Teacher 16). Only nine out of thirty-three lessons 

used conversing, but we must bear in mind that the teachers were only asked to report 

three classroom methods they had found successful, and not every kind of lesson or 

method. 
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The experie11titll methods are used more by the lower grades than the upper grades. The 

lower grades match picture flashcards, sequence stor'1cs with pict~rc flashcards, write 

about any real life experiences, and col)cct own objects to talk about and make 

observations of. their environment. Only tw~ teachers used this method in the upper 

grades, using a picture chart and a set of pictures to roleplay and sequence a story. The 

low achievers tbund it difficult to fulfill the writing objectives but in incidents ?B. 7C. and 

9A, they '~ere succ~ssful. For example sec the writing samples (appendix 5.1.2) where 

the substantive code Own experiences, was used by Tea..;hcr ?C. The incident recording 

the teacher's lesson is as follows· 

"Children went outside and describe what they see or hear. Children 
draw and write about it in tllt!ir papers. Children read what they wrote, u 

(YYY). . 

This substantive code, 'own experiences', and two others, 'flashcard experiences', and 

'picture experiences\ were clustered together to form the category; experie11fial. For 

example Teacher 3 wrote, "Children .found it easier to recall and write about the past 

events they're involved in," (Belief 3.l). Teacher 3, who was not at the workshop a\so 

wrote "writing improves if children allowed to discuss own experience." 

Many teachers wrote that they believed pictures were important in motivating interest. 

For example Teacher 3 wrote "1 believe when writing a sentence with its picture ai end, 

it helps the children understand what the se111ence is all about," (Belief 3 .3). Teacher 14 

wrote that a '~\Wflu.mce (l piclures helps children write semeuces ahouf what they see," 

(Belief 14.5). It can be very hard to convey concepts before writing, so the "Pacific 



Series" provides a sequence of pictures for many of its lessons. This category 

'experiential' was not discussed at the workshop, as it was not seen to be a core category 

The prtu·ti.\'ing methods arc only used in the lower grades, as they concentrate on the 

word and sentence coding level <?f the EFL writing. Examples arc drilling flashcard 

words, reading sentences with verbs miS-~ing, saying alphabet sounds, studying wordchart 

to write a letter correctly within words, and extending sentences by adding a noun each 

time. With these methods it proved diflicult for below average students to achieve the 

writing objectives as judged by the writing samples. See the writing samples (appendix 

5.1.3) where the substantive code oral reading. was used by Teacher 1 A: 

"Teacher hlackhoard three o~iecls for letters abc. Children say the 
phonic smmdfor letter a to=. and a he leiter names f~[ the pictures several 
times and .\pel/ the tellers f~[ the word writing them with their fingers on 
the floor. 'lhen draw pictures and ~vrite the names beside. (JTA~. 

This substantive code 'oral spelling', and two others, 'oral reading', and 'oral noun actions', 

were clustered together to form the category: practising. Teacher Nine for example 

wrote, "Teacher explain the lesson on writing clearly and give some examples for the 

lesson on the board," (Bclief9.5). This enables the language to be heard in action, to be 

seen, then written. Another teacher wrote "children's learning fi,\j not dependent only on 

reading, but by the way they see things, so they. make up sentences in their mind before 

writing it down," (Belief 14.3). At the workshop this category was also not discussed as it 

was seen not to be a core category. 

The li.~tening methods are used more in ,upper grades, where listening has a greater 

expectation and is a cultural norm. In lower grades, students sit and listen, while the 

teacher questions about the story to. activate prior knowledge. In the upper grades. the 
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teacher explains the topic or skills excrc1sc, sometimes allowing the students to ask 

questions. In all grades from preparatory to grade six, the below avcra~c student tended 

to fail in achieving the writing objective as judged from the writing samples. Sec the 

writing samples lor 9B (appendix 5.1,4), and for 9C (appendix 5.23) where the 

substantive code: listen to write, was used by teacher 9B/C. Here arc the two incidents 

recording the teachers' two lessons for this listening method: 

9B skills exercise: "Teacher explain the lesson, and gi\•e example to the 
class before the lesson. Children work by themselves in their own desks," 
(YYY). 

9C freewriting: "Teacher read the storybook to the students. Teacher ask 
the questions about the story. Teacher ask the ~:tudefiiJ to read the 
storybook together. Teacher told the children 10 rewrite the story 
following the story t/Jey read as example," (YJ'Y). 

This substantive code 'listen to write'. and 'listen to shorten sentences', were clustered to 

form the category, listening. As a further Teacher One wrote, "In Solomon Island\· 

children learn to write English ... just by listening .... as children must on~v do what 

older people /old /hem and no/ lo answer /hem hack, (Belief 1.1) At the workshop 

Teacher Four wrote, "Siudenl musl listen while I explain main characJer or grammar 

clearly to be able to write." Teacher 14, who was not at the workshop, wrote, "1 alwa;w 

act as leader in the da.\:\· and reason about the topic or exercise, while children/is/en". 

The teacher's explanation is seen as very important, "take for example, if you do 

singulars and plurals, it has rules that might he change what/ regard as on(v the basics. 

E.\]Jecia!ly 1 can tell this is your listenin~ time, you miss it I'm not explaining or saying il 

' 
again, that~\' where you become a chief where they need to focus their concentration on" 
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(Teacher 16). There is a very clear commitment to helping students undersumd before 

they go on actually to write. 

Summary of the first construct: The Methods 

The four categories: cmn•ersing, experiencing, practi.\·ing and li.~tening, were clustered 

to fom1 the construct, The 1\lethods. This construct had one core category li.stening 

predominating the methods. which was confinned in dialogue with Coordinator One. I 

asked about the difference between the teachers' beliefs in wanting student-centred 

discussion, whereas in their reported methods many showed a preference for 

teache~-centred writing lessons. The reply was that the teachers consider listening to be 

the tilost important way for the children to learn, because "children must listen fO 

understand or they will not understand what to do, [and] . ... some teachers don't make 

sure their students understand, so pikinini, just 'hit and run' even though blind, but it 

never works, because they have no understanding," (Dialogue 1.1 & 1.2). In general 

though, the conversing methods were more able to fulfill the writing objectives for all 

levels of student writing ability. Yet only eight out of thirty-three lessons had a prewriting 

activity of discussion. 

Sections 5.2, 5.3 and 5.4 now present 3 further theoretical constructs, which are the 

underlying characteristics of the first construct. These three underlying constructs are 

referred to as Characteristic One, Two and Three, and all of them underpin the first 

construct 'The Methods'. 
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5.2 CIIAI!ACTERISTIC ON 1•: - a second lheorelir.al conslrucl. 

The second construct, educational objecli\'es, provides one of' three the underlying 

characteristics that shape the teachers methods. These arise from three categories: 

• !iki/1.~ 

• comprehetuion 

• .free writing 

The skills exercises predominated, there being sixteen lessons centering on skills writing. 

The comprehension exercises were Iiniited to just four lessons out of thirty-three and the 

most successful 'real' writing were ten free writing exercises. Table 5.2: Characteristic 

One, visualises how the three categories of this construct link between the data and the 

theoretical construct. All the data incidents are examples quoted from the full Jist in 

(Appendix 5.2, p.l43-145), and some of these examples will be used in this results 

section. Table 5.2 is presented on the following page. 

39 



TABLE 5.2: EDUCATIONAL OBJECTIVES 

SUBSTANTIVE CODES 
LEVEL 1- OPEN CODING 

Report file data 

CATEGORIES 
LEVEL II - FOCUSED CODING 
Belif!f sheets & Workshop data 

KILU I:XERCISES 

Hn atnlcfund writing' luacm. (5118 TTY), -depe:ndulc:e on 
aahon tnglil.h tutbook maybe- ulr at wcrrlrahop. Tune tak.n 

th.Hetypooleurei.ta..,.. 1S-30n\1Jw, much ah0'11uth.ut the 
hole tut a ~ph ln'al Dfwd:til\9. Thuo Hnta\n l.rral 

• m.ay ha't'o sharl dfKt em the Uftnct thcra.vhb flftha 

.u.f 1.4: 'B.c<l\lbWO don't .pa-aJI EA9Jiahnquuly, itb YCIY 
cultfOT u. to te01ch fb• corrtct 11M ttfGranun.a.rto our 

tuclmts'. 

eachu Uli: (Thoso idus of utn.cti:nv v:nmmart.a out, Che thing 
Juldm hunino n1llly uttnd.im piktnJ.nlia Hern.i sut of 

amlngblo:nq ham kuim daa nomoab wu.lu laddm fo ~J 
• Thdt i4ou o1 dtraclbuJ qnnun.u out I sH Jt does not 
roa.do.thec:hlld.'a~d::l.nq. lt.ba.tort.t"lumiDqtlQ.t 

Umitl you waat tbam to ~· ... 

Jtu. an tan wholo tnt t .. ellauom out efthlrty-0\n.o, (8110 
. Timotuenforthesolesson.. an 30miluoad\wlth on11 
q au hour. The writing »amplH -.hnr the ch114 putting 
into adion in their stories and nportJ. Ondentvuling 
wriflng. 

t wcs 10: 'lnridan.bl but- childl'uanc09J'll• eontut of 
u, ancl pun~o.na'. 

ot at weo 3; 'Punt\Ultion otc, leunt incicludally ))at • u 
write about O'WJl expuim.co' . 

odrthop 1•: (ls-tnglishuawhole. Tn tako a story out of 
ost.ay. lu oa.n.bauwbtnuiu lu.kfodulm waltim buh&Jn 
rlofmou opon to the children i.a tolou:nia, bi.kos JtUca. 

Uctntnino •avew:atrtAo -..rh'1 watnao 'noun.a't.. lfiu tbim 
para. to ollem bae oloketa ccmfu.M whanQ ifiu toltun stor:l an 

U,let'•1lnd. our•u:bsinh.ue olMm, uiu.du.im allalongba.. 
.hat pun ololr:eta). Fnm the siozy, and. talldng about it, you 

an base whatnv y.u want iho chD.d:rul to do on it., u it's ouUT 
tha c.hUdnR U.lum.lrom, fbar.:ausel :many childnn dm"t 

fiWwl\atUa•ttb, orwha.tl'lJI'UAS an. lfyouteKhsuch Dlin.p 
bobJ:ion tta. ~<lrut will be ~•4.: whueu if you take tho 

LEVEL Ill • THEORETICAL CODING 
Dialogue data 

I 
I 
I 

\ 

\ 

-1 
J 
I 

I 
I 

I 
I 

KEY: Students wrltJng sample objecliwe fulfilled? (V=ycs, N=no). Student 1: 1st letl.cr, Student 2.: 2nd letter, Student 3: 3rd letter, of' 
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The methods were very .'ikills oriented which rcn<!cts the usc of the ''Pacific Series" 

syllabus (Oxrord University, 1967). Every day, fifteen minutes arc given to writing 

sentences. three tim·cs a week fificcn minutes written composition, and once a week thirty 

minutes arc given to handwriting. Below is a sample depicting a lesson plan for 

'sentences.' which are used whenever the teacher has to teach a sentence construction 

lesson. Teacher 3A used a practising method. Lesson points 3-7 in the teacher's notes 

below, closely relate to the 11 Pacific Series" lesson plan presentation stage as shown 

below. AU students fulfllled the skills objective, as evidenced in the writing samples 

(Appendix 5.2.1), but note that the teacher wrote the complete sentence for the children 

to 'copy', using explicit language skills to enable a grade one class to be able to write in 

EFL. 

11AI:HER J, HETHOO ~ Grule one (18 7"" old) 

TIH£ 1Gmim, al a wholecW1 uti'fity. 

OBJECTIVE To help flrnilitrife them with 1irnple 
sentences which art eflen u1td. le de~elop tktir 
grallml!r and YOQbubry. 

THE UIION 
I. Show and drill the Huhcud word1 (combing, 
reading, drawing), then :uk the children lo say each 
word lfter !he teadler. 
2. Aik thrH yalunteen lo stand in flonl and give 
them !Ire comb, and a chalk. 
3. Te\11\e dlild wilh the comb to comb htr hair. 
4. Ask Jbe cb11, whal is sbt doing! 
5. Children an!Wel, !.he il combing her hair. 
6. Teacher writes the sentences on the board. 
1. PoinU 16 are repealed for reading and for 
drawing. 
8. Teacher and !he children m.d !he 1entence1 on 
the board alter thai children are 10 copy !he 
1en1enm into !heir book. 

PACIFIC IERIEI: GP.IDE ONE 

leuon plan (16) for wriuen 1entences, any time in the year. 

Altl To \each the children to wrile sen\ences based on the 
1entence pauern 'she i1 arrying a balket'. (Iirll! lOmin1~ 

PREPARATION Objecrs at iron! ol the room. The !ell!eac~ 

written on the b!acli;lmrd with SplCes k!ft for the werds ill 
~r:;l.(ktll. 

HETHOD Oral introduuion of the 1entence pattern: lhe teacher 
clroom a girl to corll! to the front and telll her to arry the 
lwkel While 1he is carryin~ the llllket he !ays the sentence. 
'She it a.rrying a buket'. 

Presenhlion of the writcen sentencet: The teacher shoW'! the 
children tbe fint sentence and peints eut the pl;m to put lbe 
mining words. He chooses a child to !aY the comp}efe seMme, 
including 1he mi11ing word, e.g.: 'She i1 a.rryin& a bnket'. Th~ 
teacher completfl the fiut sentence on the blackboard. The 
children write the completed ten\ence in their book1 while the 
teacher surer~im and help1 where ncmsary. (Tht\ t\ repealed 
with !he other two obje<ll). 

Caoclutian: The teacher writes in the mining pMt1 from each 
stnttnce on the black!mrd and a tbi!d reads tht cemplttt1l 
len/cnces. The \eacher complelcl the lllilrking. 
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The substantive codes 'sentences', 'punctuation1
, 'spelling and pencil control', were 

clustered to form the categol)', .~kills e.xerci!l·e ... ·. The teachers are not entirely happy with 

the "Pacific Series" syllabus (1967) but have to make do, "het.:ause we don'/ .\fJeak 

Rn~lish reg1tlar~l'. it is very difficult for u.v to teach the correctwie of grammar. 11 (Belief 

1.4). A teacher not at the workshop wrote, "Time limitations means we must keep to 

English text h£mks. 11 (Teacher 9); but a teacher at the workshop said. "these ideas ~~l 

extracting grammar out, I see ;, does not broaden the child~\- understanding. It is sort (~f 

learning that has limits," (Teacher 16). 

There were also four comprehension exercise lessons that require~ the students "to listen 

and speak or participate with class discussions to motivate this understandin~. (YNA~. 11 

(Teacher I 6B). Teacher I 6 used a listening method to enable the students' understanding 

of both content and language, but only Student One in the example could fulfill both. 

Student Two could write clearly and obviously this took a substantial amount of time, so 

was unable to complete all the content questions. Student Three's writing is not as clear 

as student1s one and two, though he did answer all the questions. However, questions two 

to six were incorrect in their content, and question four could be interpreted as 'not 

listening', rather than 'silly boys listened to Old Abraham's stories'. The writing samples 

(appendix 5.2.2) illustrate the difficulties in attempting writing in EFL while trying to 

comprehend content at the same time. 

The "Nguzu Nb'UZU" syllabus (Curriculum Development Centre [CDC]. 1997). is a 'whole 

language approach'. It was introduced to the Solomons following two trial projects of the 



'whole language approach', "South Pacific Literacy Education Course,'' (University of the 

Pacific, 1992) and the "Literacy and Language Project," (Rotary International and 

University of the Pacific. 1989). It is being introduced by the Edu~ation Department in 

the lower grades, one. two. and three. Ten out of thirty-three lessons werefreewritinK. 

Below is a sample depicting a lesson plan for 'story writing'. This method is used 

whenever the teacher \O,'ants to give time for the child to write creatively. For example; 

Teacher 9C lesson points one and three, relate to the 'Nf,'UZU Nguzu' activity point two. in 

reading the story together. Lesson points four and five relate to ·activity point seven. in 

writing a stmy.that is modelled on the story they have read but which is expected to be 

their own 'creative' story. The relevant sections of the teacher's notes and the Nguzu 

Nguzu syllabus are shown below. 

l!ACHU I, MElHOD t 

G\WlE fOUR 

Tli1E: 3Cmins. wholecW1 utiYiry. 

OBJECTIVI: Til~ unit I!Qke the child 
think about the story be read and rm.kes 
him know how to write their own story. 

!HE U!SCN 
I. The tucbt.r rud the rtadinz slory 
book to the studtnL 
2. The tucher ask the que1tions about 
1~ readinz boot to the uudent 
l The teacher ask the 1tudent to rud 
the story book togethtr in !he elm. 
4. The tu.cher told the cllildren to 
rewrite til>' !lory ~~~y read a1 nample. 
& Children wrile their own uory. 

NGUIU NIUIU: GRADE ONE 

ACTIVITIES FOR ONE WEn Itt TERI1 THREE 'Timi the tease'. 

I. Horning talk: udr ITI:lrning about bein& tu.sed. 
2. Shmd reading: 'Timi the true'. 
l Hew fOGbub.ry: looking 011 sp«ific words in ot !lory. 
4. OraiTI!: grou~ to mtke Qrd puppets ol story cllaramn. 
5. Bin&o rar~ (hi!llren w1ite four words from uory, when child ge!J aU h~/btr 
fuur word!, then BINGO! 
6. Shared writing: mxlelled writin~ of the story, &rouJl! write pam to mtke into 
a book. 

1. mEW~TING 
ObjetliYe: Can aU the children write their own !lory with hetr, 
Help the children to write short uories ol tl·eir own :~bout Timi the te.m. ll!r 
tht children ttl! JOU their uory and help them when the-, need iL lhe chi\drtn 
an then dr.~w pi<tures for their !lory. rou an d~pby the childnm'J writing on 
the dmroom wall or put 01.U the 11orie1 together in 1 book 

B. lb.inbow alphabet spelling pme: 10~ of the words in the uory u1ed. 
~ Handwriting, practilin£ lettm, 't' & '1' in semences. 

-n 



The three students were able to fulfill the writing objectives, as can be seen from the 

students writing samples (appendix 5.2.3), and these arc very creative, and quite diflCrent 

from many of the other writing samples in this study. The substantive code 'story writing' 

and also 'news report' writing. were clustered to form the category, freewriting. Another 

data point illustrative of this is where Teacher 9 wrote, "My da.\','i learn to write hy 

getting them iuvolwd themse/w,..,· in the roleplay," (Belief9.1 ). At the workshop. Teacher 

10 wrote that grammar learnt incidentally in stories was best because, "children recognise 

colllexl qf grammar, and punctuation's." Another teacher not at the workshop also 

wrote, "Punctuation etc; learnt incidelllallv hesl as children wrile ahoul own 

experience," (Teacher 3). This was emphasised by Teacher 16's comment that, ''from lhe 

story, ... you l.'an base whatever you want the children to do on it, as it's ea\·ier.for. the 

children to Jeam from, fhecausej many children don't know what is a verb, or what 

nouns are. If you teach such thiii1!S in isolation/he children will be CDI!fused." 

Summary of Characteristic One 

The construct, educational objectives, was derived from the three categories: 'skills', 

'comprehen.~ion', and 'freewriting'. This construct had one core category, 'skills', i.e., 

there were only ten freewriting lessons out of thirty-three whereas sixteen were of a skills 

nature. That the skills orientation comes from the influence of'Pacific Series' syllabus was 

confirmed in dialogue with Coordinator One. There is a preference for teaching ski\\s 

incidentally within stories but the 'Nguzu Nguzu' syllabus which docs this is not used 

much. as "teachers find this verv difficult lo Illilise because il takt.•s a lot of lime in . . .. . 



preparation and the makinx and gatheriug of uwteria/.\', It is easier ,10 follow the old 

·\l'llabus. "(Dialogue 1.6). 

5.3 CHARACTERISTIC TIVO - the third theoretical construct. 

The second underlying construct •operating conditions' affects the methods the teachers 

use to teach EFL writing. These influences arise from four categories: 

' wholeclass and groupwork participation 

• English being clarified in Pijin 

• teachers1 oral Englishfluency 

• stimulating resources 

Table 5.3: Characteristic Two, visualises how the three categories of this construct link 

between the data and the theoretical construct. All the data incidents are examples quoted 

from the full list in (Appendix 5.3, p.l46-150), and some of these examples will be used 

in this results section. Table 5.3 is presented on the following page. 
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TABLE 5.3: OPERATll"~G CONDITIONS 
IOBIT ANTIYr. COOtS 

U:VI:L I . O PCN CODI NG 
Report me 4&1-;a. 
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I 
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The category partidptlling is the students' attitu~e of active listening to a teacher's 

explanation. nr active cooperation with peers in the pre-writing activity At the workshop 

every tcacl showed a preference for group work for getting participation because this 

overcome~ shyness and extends knowledge through discussion. This was also evident in 

the report till'~ For example the substantive code, groupwork, shown in Incident 16A: 

"In groups, random(\', so that evc~vmw would get a chance 'ro ''ollstruct a selllcncc". 

However, two-thirds of the lessons reported evidenced a wholcclass approach to 

participation. For example the substantive code: wholcclass, at Incident I SC was. "~f'e 

together as a whole class; let the children tell the ,class whal thev did on the weekend, 
' . 

then they divided illlo groups." This teacher seeks participation by active listening in both 

group and whole class organizational settings. 

The substantive codes 'groupwork', 'wholeclass', 'individual and pairwork' were clustered 

to fonn a category, participating. For example Teacher Nine wrote, "Children learn to 

write by group work where the children can discu.\:\' the problem they face in writing,'' 

(Belief 9.3). Teacher Three also emphasised this group participation. "/believe that the 

children learn more quick~J' when in pairs or small groups because everybody will 

-
participate and help each other". (Belief 3.4). However this participation is also 

considered to be active in wlloleclass lessons too. "A whole cia.~:\· aclil'i~J' which im•o!l'·ed 

all the children in the class," (Substantive Code: Wholeclass, I A), 

The category, clarifying of instructions and activities in Pijin. is necessary bcrorc the 

methods can operate. One private school teacher strongly preferred not to use Pijin for 
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clari(ving since its perceived similarity to English (in its root nature) can make its usc 

confusing to the child trying to write in English Even so, all the other teachers without 

exception used Pijin for clarifying instructions and for teacher or student discussions. For 

example the substantive code, recycle simple English in Pijin, in two incidents, 128 and 

t C were: 

!vlost explamrfion were dmw iu h'ngli.'·;h, hut emphasis and repetition wor'k 
in Pijin. 1his is to give a clear understanding to the pupilr," and 
"Solomon Pijin and simple Hnglish because some children can't 
understand F:nglish, it is their third or .fimrlh language. 

This sub Hive code 'recycle simple English in Piiin', and one other 'teach in English 

only', were clustered to fonn the category, clarifying. For example, at the workshop, 

Teacher 10 wrote that Pijin was necessary for the children "to understand explanation of 

activities". Teacher 3. who was not at the workshop, also wrote that you must "repeat 

children's words in English and use Pijin if sJ14denJ can't understand". However. "Pijin 

is a mixture of English, /i.e., is mixed with English and} as a result/llze] children often 

found il difficult to learn English," (Belief3.2). At the workshop Teacher 4 said that "In 

our town, some children dou'r .\peak rheir native language, they only use Pijin so for us 

to read the story in English, we must relate it it! Pijin so that they can understand what 

the story is about". It would seem appropriate that the students' fluency in spoken English 

should be encouraged to produce fluency in written English, rather than continually 

returning to Pijin fa:- clarification, but as "there's no encouragement from parents 

hecause the National entrance exam for secondary schools is a written exam, and no 

speaking is needell." (Bclie.J 1.3). There is no demand for the development of spoken 
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English, the whole emphasis is on proficiency in written English. The advantage of having 

fluent spoken English as a help to EFL writing appears wholly absent 

The category, fluent.')' in teachers' spoken English was seen to be a particular problem in 

the teachers' ability to teach written English without dependence on the 'Pacific Series' 

syllabus ( 1967) exercises. For example the substantive code, speaking English, in the 

incident (Belief Sheet 1.4) said that, "We have lillie knowledge r?f 1~11glish grammar 

during our teacher's traij~ing at college it is dffficult for us to teach correct use r~f 

grammar. Solomon Island teachers need~· good training qf English grammar.\·." This 

substantive code developed into the category, fluency. Teacher 9 who was not at the 

workshop wrote, "Yes, everytime, we need .further training in English !f I wam students 

to be fluent so must I. 71zis is a nuijor problem." Also Teacher I wrote: "Yes, importam 

to be fluent to teach correct use. " 

At the workshop the teachers were unanimous in their need for practice and training in 

the English language. For example Teacher 4 said, "It's good for us to learn more ahow 

English." Another said: "try to make it compuL\·ory at the college so that everyone must 

have cmifidence," (Teacher 13). and another: "hut due to fear and si{vness l!{ speaking is 

the problem," (Teacher 1 0). Coordinator Two summed it up, "with teachers, I agree 

with the fact that we hm1e problems in Engli,'ih as well. (everj•hody laugh\). You are 

laughing because il~\· true ahoul us. JFhatl see is that training is needed . . . fso we don't 

have tof rely on . . . guidance in the teacher~\· hooks." 
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All teachers tind limitations from a lack of ,\'limulating malerial.'i for the children to usc 

but most teachers at the workshop said that they made their own from local materials. 

Teacher I 0 said, "A-lake own picture hook, use local materials, and environment 

di.,·cussions." However. Teacher I wrote: "teachers usually skip over le.\:wms when there 

are no resources to help teach the concept," (Belief 1.2) as even the usc of local 

materials can be unsuitable to the concept. There is an obvious lack of local materials 

used in the reported lessons. For example the substantive code for lower primary. 

blackboard & hands on materials, in Incident 7 A was, "reading hooks, .flashcards, and 

blackboard". A substantive code for upper primary, icoriic & abstract materials. in one 

incident 13C was, "Reader I, using English pupil:·; hook I." The teachers prefer to have 

stimulating materials, but for various reasons it is not always feasible to make or acquire 

them. 

Summary of Characteristic Two. 

The construct, operating coiiditions, was derived from the four categories: 

participating, clarifying, fluency and stimulating. In dialogue with Coordinator One, 

these condition~ were discussed, especially the category 'clarifying' which became a core 

category. Speaking English is important, "hut the population .\]Jeak and ww many 

languages, and Pijifl is the third !f not fourth language," (Dialogue 1.8) Teachers even 

have this problem, "and we need this .fluency in h'nglish," (Dialogue 1.9). Further. local 

resources "can be time consuming to collect .. .. and parents are not /ahvays/ willing to 

help because they have paid a sc/wo/fee," (DialO!,YllC 1.1 Q). Also, "/he ,,yl/ahus slates to 
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do Kroupwork sometimes, but most r~f the lim!! it i.\· left to your own decision," so student 

participation depends on teacher style. (Dialogue 1.7). Added to this is the wnstraint of 

the teachers' limited fluency in the English language. The main condition operating on the 

methods however. is the:necd to clarify English in Pijin, hence its selection as a core 

category. 

5.4 CHARACTERISTIC THREE - the fourth theoretical construct. 

The third underlying construct was the teachers' underlying philosophies which were 

found to affect the implementation of teachers' methods. These philosophies were 

categorised as: 

• 

• 

• 

involvement 

interaction 

inducing 

the understanding of the student. Twelve lessons were influenced by a philosophy of 

involvement where the child was involved in hands-on activities. Eight lessons were 

influenced by a philosophy of interacting activities, where the children interact among 

themselves, and with the teacher. Thirteen lessons were influenced by a philosophy of 

inducing the child's understanding by listening to teacher instructions and explanation. 

Table 5.4: Characteristic Three, visualises how the three categories of this construct link 

between the Uata and the theoretical construct. All the data incidents are examples quoted 

from the full list in (Appendix 5.4, p.l 5 1-156), and some of these examples will be used 

in this results section. Table 5.4 is presented on the following page. 
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The category, inl'fJIJ•emerrt in prcwriting activities, requires that the child is actually 

doing what the activity requires. This is not just an attitude of mind as in the category 

'participt~tioll ', but a conscious cflbrt to work at the acquisition of conceptual knowledge 

before writing. For example the substantive code, playing motivates. in incident 3A was 

such: 

that when students iuvolve themselves in an activity they quickly gra.\ped 
the ideas. Also the_v'll enjoyed the lesson hu1 some of these sludellls are 
wry slow writers. Others are brought up from families which parental 
.\11pport it never have been applied. .._\'o their knowledge on things done in 
class is not up to the standard (YYN). 

This substantive code 'playing motivates', and three others~ 'daily writing practice', 'prior 

knowledge', and 'pictures activate knowledge', were clustered to form the category, 

im•olvemerrt. For e:\:ample Teacher 14 wrote that, "Student involvemellf in practical 

activities before writing [is good} to catch interest," (Belief 14. I). At the workshop 

Teacher 13 wrote, about "group work to involve children in discussion and give the slow 

learners praise". Teacher 4 said, ':for me I put them into &rroups but I don't tell them 

that they are the slow learners; [for J if they know they will be embarrassed and are not 

encouraged to learn. " 

However, Teacher 9, who was not at the workshop, highlighted the problem mentioned 

by Teacher 3, above, as coming from children not being "supported in .\]Jeakin~ J .. :nglish 

by parents." Teacher 2 put forth a solution, to "hold work...,·lwps for parellls and educate 

them about English". 
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The category interaction clarifies abstract knowledge before writing. The substantive 

code free-discussion, in incident 1613 was: 

When children are given the clumce to .\11eak freely inc/as.~·. it develops 
sc{f-confidence in whatel'er they do .... Open di.\·cus.\·ion aroww.!s or 
motivates children's learnh1g, (YYY). 

The substantive code 'free-discussion', and two others; 'peer-discussion', and 'open talk 

with roleplay', were clustered to fonn a category; interaction. For example Teacher 13 

wrote, "! believe that the children in my class learn to write hy gelling involved in 

groupwork and discussed about the activity," (Belief 13.1 ). In the workshpp Coordinator 

Two clarified a traditional method of discussion, which was referred to in the first chapter 

as. 'fa'amanata'anga' (Watson-Gegeo & Gegeo, 1992): 

Fa'amanata'anga is where we lly as much as possible to dewlop this 
inter-relationship with the children, because we walll to shape up their 
mind so that when the.v grow up, they must know their culture. 17Jis is 
referring to 'custom', !"II in this case we refer to learning language by 
reasoning, taking part, or talking round the topic. 

This was seen as the key goal of the teacher, especially by the female teachers, and if it 

was not used it was likely that the children would not participate in discussions. Teacher 

I 5 wrote, "Shape mind, l really want to know whether the child is learning to go on to 

next class". A male teacher who was not at the workshop wrote; "Yes, my class discuss 

meaning, reasons why, arguments, rab;ed questions about topic. Finally they conclude 

hefiJre they write," (Teacher 9). Teacher Two said, "We need a 1•ision .... It is very• 

important for us to shape our children's mind as we teach them, before they move on to 

the next class." Another female teacher agreed, that "if we , , . real(v want to shape up 

our children to he what they should he, it does require this. Sometimes you lake your 

own child ... and say, my child, this is how you should RO," (Teacher 16). One male 
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teacher also said, "Not OJI~l1 that, hut suppose we a/lend to shaping the children~\· mind 

proper~l'. 1\'e will see their pro;:ression start to improve. lllen, when thuir evident 

improl'emem 1'ontinues, I hey won't find it hard to move up to the next cla.\'S," (Teacher 

13) 

The category, imluc:iug understanding in the student enables the explanation of the skill 

and/or the lesson, and the reasoning about the subject that is being taught in skills 

exercises to be understood. For example the substantive code, listen to stories, in one 

incident. I 58. was: 

I believe that when listeniiiK to the story the children may use their 
listening skill and /he ahili~v /o write their own stories. But for some rij 
the children who are not listelliliK while I'm reading the story they don't 
understand whal to do. So I explain it slowly to them, (YYY). 

This substantive code, 'listen to stories' and two others; 'teacher examples correct fonn' 

and 'teacher-led talk', were clustered to form the category, inducing. For example one 

male teacher wrote, "/ believe that children learn to write !f the teacher explain the 

lesson to them more clearly and give them enough il~formation about the lesson," (Belief 

1 3 .5). Another male teacher (9), not at the workshop, wrote, "studellls musllisten to my 

explanation and reasoning," and Teacher 5, a female teacher. wrote, "Children must 

listen and watch hejore they can write well". 

At the workshop it was asked if this listening was like the traditional Gwaunga'i way of 

learning referred to in the first chapter (Watson-Gegeo & Gegeo, 1992). Teacher 1.3 (a 

male teacher) said, in "n~y experience I the I teacher must explain first, name characters 

of the stmy to the children so that theyful~v understand whar it is all ahout, before tlu:r 

55 



try to lead other in their group work doiiiK activities on the story." llowevcr, several 

femall.' teachers, for example Teacher 4, said "In n~~~ experience when I tell a stmy, I 

don't act as a policeman to the children hecause they willlull'e fear and don't waJJI lo 

learn I don't \fWit to talk too loud and harsh and the children to have the thoul!ht Jhat 

I'm the ho.\:,·". This teacher is quite typically desiring a closer personal relationship 

Solomon lsland women have a freer access to the young both in the warmth of 

relationships and in roles of authority, which disappears as children get older. 

Summary of characteristic three 

The construct underlying philosophy, was derived from three categories: involl•ement. 

interacting, and inducing. In dialogue with Coordinator One it was confirmed that it was 

difficult to get children involved in class, as "parents c?fteu look at child's work from an 

adult view. {fit doesn't match up, or has just one cross from the teacher, then parents 

think it is ruhbish and real(v put down the child. So the child gives up. Also in our 

Melanesian culture, we do not praise. You praise someone, and he will become Mr.Me. 

So no praise is given by parents and most teachers. So he/ow average students have 110 

chance," (Dialogue 1.11 ). 

Interaction wHs most effective when used in the traditional Fa'amanata'anga way, where 

the teachers "goal fisfto shape the mind (!f the child to he able to progress lo the next 

cla'i.\: but not all teachet:r lake time lo have these kind\· q{t;roup di.w:us5ions," (Dialogue 
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1.12). However, the male teachers and some of the female teachers sometimes favoured 

the distant teacher role with the students respectfully 'listening', as a more productive way 

to learn EFL writing. This teaching approach appeared to portray the Gwaungai teacher 

role. Coordinator One agreed, adding that "the male teachers lend to take the oldest 

primary classes, grade.\' 5 and 6, therefore their relationship has to he diwant iu thetr 

approach, to be able to teach them, and culturally the male teachers have to keep their 

distance from the female students," (Dialo!;,'UC 1.13 ). Even female teachers must have this 

distance with the older classes, whereas the younger grades, which usually have female 

teachers, "musl develop a close illlerpersonal relationship with the children ,'io thai 

children are willing and wanting to participate with you in/earning," (Dialot,rue 1.13 ). It 

must be noted that only six out of the thirty-three reported lessons used 'conversing' 

methods, so that interacting remains an idealistic philosophy, but inducing qualifies as a 

core category. 
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5.5 The CORE VARIABLE 

There; are four theoretical constructs: 

• the methods 

• educational objectives 

• operating conditions 

• underl~·ing philosophy 

Each of these has been derived from categories which in turn depend on {i.e., they arc 

grounded in) data incidents. The first theoretical construct, the teaching methods, is 

underlain by the other three. All four constructs have a core category among their 

pe. cursor categories. From these core categories, and the constructs themselves the core 

variable is drawn. This is shown on the follow:ing page, in table 5.5. 



TABLE 5.5: OVERVIEW OF THE RESULTS 

SUBSTANTIVE CODES 
LEVELl 

Toble5.1 

Tobie 5.2 

OPEN CODING 
Report files data 

I A Spelling ~ Pencilcont 

CAlEGORIES 
LEVEL II 

fOCUSED CODING 
Be!itf sheets data 

98 Constructing senteniEeJ>-----+----1--.==,. Skills 
Punctuating sentences 

I 3C Comprehension q,::_ues= ti:=:::.-Ji-::::::::::::!f=='" 
9C Story writin 
7C News R rt 

Tahl.5.3 

I 

Groupwork 
Individual ~ Pairwork 

13C Recycle English in ,..,·tft··,._..-.----c~fl.---(; 

T each in English only 
98/C Instructing in Ellgli...__J.---n---: 
s·board ~ hands-on mat 
Iconic 6 abstract materials 

Tabl•l.4 

Playing motivates 
7C Daily writing pracr· 

Prior knowledge 
I A Pictures activate 

knowledlj!e-- -------U·- -Int 

listening to stories 
9C Teacher examples form 

Educational 
Objectives 

·-

Underlying 
Philosophy 

THE 
CORE 

VARIABLE 

Empowering students 
in understanding to 

write in 
EFL 

Dialogue I.J 4 
We need more than 
grammar exercises. 

Relationship ~ Pijin is 
good but they don't 
actually help get the 
writing done all by 
them~lves, and not 
every teacher uses 

discussions. But every 
teacher tries to make 
sure the students have 
some understanding of 
the topic or exerdse 
before they go ahead 

and write. 



The core variable IS grounded m the constructs and their categories These arc 

summarised as. 

a. The methods were conven·ing, experientia/1 practi.\'i11g, ami listening. Listening 

predominated among the methods used by the teachers. However, they were less 

successful in writing outcomes for the below average student than were the conversing 

methods, which achieved successful outcomes for most of the low achievers. There were 

no single totally successful methods common to all the teachers, but rather the internal 

ingredient common to all was found to be an activity or explanation geared to enabling 

student understanding. 

b. The educational objectives were skill,,. exercises, comprehension exercise.~, and 

freewriting. Skills objectives strongly affected the methods used by the teachers. 

However, they were less successful in writing outcomes for the below average student 

than in freewriting objectives which achieved successful outcomes for most of the low 

achievers. Even though educational objectives tended to force teachers' methods to be 

very skill oriented, the teachers' explanation, seeking to enable student understanding, is 

common to the use of successful lessons where objectives are achieved. 

c. The operating conditions were participating, clarifying, fluency, and ... tim11lati11g 

materials. Most teachers used a wholeclass participation as opposed to group work 

participation. Although there are limited stimulating materials for usc, and the teachers 

feel a lack in speaking English fluently, their largest concern throughout all the ditl'erent 
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data collections was the need to clarify English using Solomon Pijin. Their most common 

idea is to empower students to understand the writing task 

d. The underlying philosophies were involvement, interactingt and inducing. 

Involvement and inducing approaches were both equally predominant and equally less 

successful in achieving \Vfiting outcomes for below average students. The interacting 

approach was much more successful in achieving outcomes for all abilities. Only one 

below average student in a comprehension lesson was unable to complete writing 

objectives, (Table 5.4, Teacher 12A). The underlying philosophies reveal that student 

involvement in handson activities and the distant teacher role to induce understanding are 

favoured but in reality the outcom~s for low achievers in both cases is low. However. the 

less favoured interactive close teacher role was more successful in helping low achievers 

succeed with writing outcomes. It is now quite clear that the primary theoretical 

constmct, and its underlying characteristics, all share a trend towards promoting student 

understanding. This is a recurrent theme which presents itself as a likely candidate as the 

Core Variable. This had to be verified. 

To verify the core variable, the above were discussed in dialogue with Coordinator One: 

We need more than grammar exercises. Relationship and Pijin are good 
but they don't actually help get the writing done all by themselves. and not 
every teacher uses discussion. But every teacher tries to make sure the 
students have some understanding of the topic or exercise before they go 
ahead and write, (Table E. fifth column, red box). [emphasis added]. 
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The core variable ti:lally emerges as "empowering students in their 'understanding' so as 

to write cllCctivcly in EFL''. This empowerment through understanding is the main 

element underlvinu all the teachers' methods and their reasons for using them 

Below arc four examples of four di!Terent teachers' data which exemplify how the core 

variable is reflected across a great variety of methods. The examples arc drawn to 

illustrate the four categories of methods, as well as the different characteristics, 

educational objectives, operating conditions. and underlying philosophies. As stated 

earlier, it was not intended that gender or grade be considered and these were not 

uncovered until after the examples had been chosen. Therefore the four examples below 

serve to illustrate the clear relationship of the core variable to all other variables in the 

theory, independent of confounding factors. 

Example One 

A male teacher m grade five (Table 5.1, Teacher 13C) emphasised the need for 

understanding using a conversing method. He asked students to discuss a topic while he 

used o~en questioning to activate students' real life experiences and ideas about their 

future life before writing took place. As can be seen in the writing samples (Appendix 

5.1.1), all students were able to fulfill the comprehension objective. "to understand the 

background f?{ the story and meanin~ f?( the new word\·," (Table 5.2. Teacher l3C). The 

teacher could only operate the method by clarifying the task, "in PUin, so that if hrin~ 

more understanding," (Table 5.3. Teacher l3C); and the underlying belief that led him to 
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usc this method was interaction where 'Jmpils would invoh•cd in sharinK their 

wulerstandin~ to this activily," (Table 5.4, Teacher JJC) 

Example Two 

A female teacher in grade three (Table 5.1, Teacher ?C) used an experiential method to 

empower the students' understanding through an environmental experience. This method 

is particularly evident in the "NbTUZU Nguzu" ( 1997) syllabus which requires that the 

students !cam to "write confidently and expressively from their own experience and 

imagination using draft-discusions-reading process,'' (CDC, 1997, p.28). As can be seen 

in the writing samples (appendix 5.1.2), all students \VCre able to write at least a sentence 

about their observations. The teacher reported a frcewriting objective for this lesson (see 

footnote1
), and the method was operated by the teacher using "wholeclass participation" 

(Table 5.3, Teacher 7C), where every child must listen and look to be able to write. The 

underlying belief that led her to use this method was involvement "to see ~f children can 

write by themselves and or .for themselves," (Table 5.4, Teacher 7C). 

Example Three 

A female preschcol teacher (Table 5.1, Teacher I A) used a practising method to 

emphasise Ieaming and understanding of phonic sounds of the alphabet. The children did 

this by saying the abc letter names and the picture names several times. The children also 

had to spell the words using an imaginary pencil, that is, their finger on the floor. before 

writing could take place. The skills objective, "As tile children look at the pict11res if 

·---------.. ·-
1 The rrccwriling o~jcctive was stated to be "to see !!"children <:an learn l'l"t't:1,!'/wrl'," !Table 5.1. 
Teacher 7C) but this would appear not to rcl<!tc to writing per se. 



helps them to ~rwp tlw coiiL'CIJI that the picture has a particular sound thai he Kills wlfh 

Jetter A, H, C," was fulfilled by students one and two, (Table 52, Teacher JA), as 

illustrated in the writing samples (appendix 5.1.1 ). The teacher operated the method by 

providing stimulating materials ''three hand drawn abc pictures on the blackboard and an 

alphabetical letters chart," (Table 5.3, Teacher \A). The underlying belief that led the 

teacher to use this method was to involve "the c:hildreu fhyf /ookfin~d at the pictures. 

jhecausef it helps them to grasp the concept that the picture has a particular sound that 

begins with letter A, B. or C. and the word. and its name," (Table 5 .4. Teacher l A). 

Example Four 

A male teacher in grade four (Table 5.1. Teacher 9 8/C) used a listening method to 

empower the students' understanding. In lesson B he explained the lesson and gave 

examples to the class before the lesson so that they would understand the written 

comprehension task In lesson C he read a storv while the children listened. Then he 

questioned them about the stOI)' to make sure they had understood it. The children then 

read the story before writing their own story using the story they had read as an example. 

The objectives for the method ditfered in the two lessons. ln lesson 8 he used a skills 

objective "to write and make up good punctuation for their semences," (Table 5.2, 

Teacher 9B) which all students fulfilled in their writing samples (Appendix 5.1.4). In 

lesson C he used a freewriting objective "to think ahoutthe stmy they read and know how 

to write their own stmy," (Table 5.2, Teacher 9C) which all the students fulfilled in their 

writing sample~ 1, o\ppcndix 5.2.3). The method in each lesson operated by the teacher's 

degree of fluency in speaking English. even though this teacher felt he lacked in this It 



was he who wrote on his workshop comment sheet, "Yes, everytime, we !ICed further 

traiuin}.t in J•:ng/ish ~II wam the studellfs to he .fluet/1 so m11sll. This is a nu4or prohlem," 

(Table 5.3. Category wcs9} But both in the comprehension and the frccwriting his three 

students were empowered in understanding to fulfill the writing objectives. The tcachcr'5 

underlying belief that led him to usc this method was to induce understanding by teacher 

example. In lesson B he believed that "the method is good.fr;r teachin~ this topic hut may 

change (f the topic is d((ferent and I believe that this the good method, "[emphasis 

added] (Table 5.4. Teacher 9B). In lesson C, a free-writing exercise he said "/ heliew to 

this method I think it will enable the studelll to write Kood sentence and KOOd /~'n;dish 

languages," (Table 5.4, Teacher 9C) 



5.6 RESULTS SUMMARY 

The core variable "empowering students in 'understanding' to write Ill EI,.L'' emerged 

from the four theoretical constructs: the methods, educational objectives, oper:1ting 

conditions, and undrrlying philosophy. 

The teachers' methods had iL';:..ll' categories, com•er.\'ilrg, experiencing, practi.\·iug, and 

/isteni11g. Listening was the most u~\ method but conversing had the strongest 

achievement in fulfilling writing objectives. The methods used seemed to matter k•ss than 

that the teacher empowered the child to 'understand' through the pre writing activity or 

explanation. 

The teachers' methods were underlain or characterised by three major constructs: 

the educational objectives with their emphasis on skills exercises: 

the operating conditions with their need for clarii)~ng English instruction in Pijin; 

the underlying philosophies of the methods requiring an interactive approach. 

Having established a core variable, a comparison of the emergent theory with formal 

theories and other published research now had to take place as the next stage of 

grounded theory analysis. This is found within the context of the next chapter in Which 

the emergent theory is formally compared with the literature. 
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THE FOUR TEACHERS CLASSROOMS 

TEACHER ONE TEACHER SEVEN 

•' 
.TEACHER NINE 

TEACHER THIRTEEN 66a 



Chapter 6 

I>ISClJSSION 

This chapter discusses the emerged them)' in the light of relevant literature Grounded 

theOI)' methodology requires that the categories, constructs, and the core variable of the 

emerged theory must all be considered The literature has to be examined, or 'sampled' as 

an extra data source, to show whether or not any existing theory is by its nature the same 

as the.emerged theory (though the terminology may be different). This is intended to show 

whether the emerged theory has merely reproduced existing knowledge from another 

situation, or whether it is a new construct which offers further light on the them;.· of the 

topic under examination. In this instance, literature relating to EFL writing has been 

extensively reviewed to demonstrate to what extent the categories, constructs and core 

variable may be new or unique. 

Literature sampling began with The Methods construct, by comparing categories found 

in the literature with the categories, com•ersing, experiencing, practicing, ami listening. 

Literatun..• ~ampling continued with the constmcfs. 'Educational Objectives', 'Operating 

Conditions', and 'Underlying Philosophy\ and the categories which fonn them. The 

core variable 'understanding' was also further compared to the categories found in the 

literature. Any additional categories found in the literature were added, both those that 

conformed with the emerged theory, and those that, at points, opposed or differed from it 

Once the categories were saturated no more literature sampling took place. 



The following therefon• discusses the results of the emerged theory. in the light of the 

spectrum of applicable general literature. as well as literature on previou~ findings more 

nearly related to the topic, and such spccilic studies known which arc similar to the 

present study. The structure of this discussion therefore treats: 

t1rstly, is there one best method? 

the methods~ com•ersing, experiential, practi.dng, and li.'itening. 

secondly, the surrounding factors, 

educational objectives; skilb1, comprehension, andfreewriting. 

operating conditions; participating, clarifying, fluency, and stimulating. 

underl~·ing philosophy; involl·ement, interacting, and inducing. 

thirdly, the core variable, 

empowering students in understanding to write in EFL. 

6.1 IS THERE ONE BEST METHOD? 

The core variable of the emerged theory is 'empowering students in their understanding so 

as to write effectively in EFL1
• Grounded as it is in the reported data from many teaching 

methods, it illustrates clearly that there is no one best method for the purpose of teaching 

EFL writing. Out of thirty-three lessons four categories emerged: com'ersing •. 

experiential, practicing, and listening. The selection of methods by the teachers, perhaps 

unconsciously, is done under the influence of a complex surround of factors (sec below). 
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and is not dependent on the idea that a given method is, of itself, any the more likely to 

succeed than another. 

Prabhu ( \990) thinks that there is a somewhat unconscious attraction for teachers to vary 

their selection of method, that they not be seen to be tied to just one. At the same time. 

however, he cautions that selection ought to be conscious: "A voiding adherence to a 

single method has a certain ideological aura to it .... It is. hmvever. also a denial of the 

role of understanding in language pedagom', which is necessarily a matter of ideation: We 

understand something when we have a set of ideas or principles that cohere to make up a 

conceptual model, or theory," (Prabhu, 1990, p.166). In the Solomon context whichever 

of the teacher's methods, com•ersing, experiential, practicing, and li. .. tening, were used. 

lessons that succeeded for all abilities sought to empower the student to understand the 

topic or particular skill, before writing took place. Lessons without an initial gaining of 

understanding, where students were guided straight to text books, were ineffective for the 

below average student. This initiating stage is termed 'brainstonning' in product 

approaches and 'pre-writing' in process writing stages. 

All the teachers' methods contain elements of a prewriting or brainstonning nature. and 

show features of existing approaches h ... writing. These are attributable to a combination 

of process and product writing, or purely product writing. 

Process writing is part of a philosophy of education as a broad ranging, all 
encompashing facet of human experience, central to the individual's self 
development and preparation for life. In contrast, a product orientation to 
wntmg is part of a more limited and utilitarian view of education as 
structuring life in one central facet, that of work. (Pennington. \997. 
p.122). 
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The emphasis on the National Secondary School erHrance examination means tli.;lt the 

Solomon teachers tend to emphasise a product orientation to writing in all their mcthbds. 

particularly evident in the prm:tbdng and li.flening methods. These methods resemble 

Hillock's (1986) presentational mode, "a teacher-centred approach in which students are 

the passive recipients of the rules . . [and] imitate a pattern, or follow rules which arc 

given through teacher lecture", (cited in Dyer, 1996, p.314). In Hillock's study the 

presentational mode had the least effect on the quality of writing, but in the Solomon. 

context the listening method is not passive but active, where the teacher has taken time to 

explain and question the children for the benfit of their understanding. 

The conl'ersing and experiential methods are product based due to the above situational 

structured syllabus eftbct, but a feature of process is evident in the initiating of writing. 

For example many of the activities are of an initial brainstonning nature (TaUie 5.1, 

Student questioning 12A) or a shared reading of a story, with groupwork on story 

construction., but no feedback; (Table 5.1, Flashcard experiences ?A). These bear some 

resemblance to Hillock's (1986) environmental mode where writing activities "result in 

high levels of student interaction concernin_g specific structured, problem-solving 

activities, and tasks with clear objectives, multiple drafts and peer revision .... [and lots· 

of] small group or individual task completion" (cited in Dyer, 1996, p.314). 

The conversing methods, according to the teachers, provide ideas on hmv to write on a 

topic or how to complete the exercise. For example, Teacher 12A required the children to 

reach understanding through an initial stage of questioning. This kind of conversing was 
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necessary before the written comprehension task could take place. Both product and 

process writing encourage this kind of conversing betwctm groups of students, especially 

in the brainstorming or pre-writing stage. "For second language learners, an environment 

which facilitates oral language development is vital, [Their English is limited andj their 

limited repertoire of structures; vocabulary and cultural knowledge needs consideration," 

(Turner, 1985, p.9). This probably explains the success found in the writing samples for aU 

abilities where the conversing method is used. 

In dialogue with Coordinator One, as mentioned earlier, some teachers did not use 

discussion as feedback to empower students in understanding, 'so pikinini just hit and run'. 

The process approach, on the other hand, requires feedback in conferencing between 

teacher/student or student/student. 11 ln large mainstream classes, one of the greatest 
" 

problems in trying to implement such an approach is the onerous task of providing this 

feedback", (Boughey, 1997, p.l28). The answer to providing feedback is provided by 

Boughey (1997) in using group feedback; fanning groups of students to work together on 

conferencing their writing. Group discussion enables understanding by "examination of 

consecutive drafts of writing [where] ... feedback [is] ... crucial in getting students to be 

more explicit, and to examine the propositions expressed in their writing more rigorously", 

(Boughey, 1997, p.l32). In the large classes found in the Solomon situation this seems 

impossible, but by group conferencing, the group "provide[s] feedback to a maximum of 

five pieces of writing at any one time," (Boughey, 1997, p.131), or, for however many 

groups you have. This kind of feedback is not seen to be provided in the Solomon 

teacher's conversing methods except at the initial brainstonning phase. Yet, it is strongly 
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stated in the literature on the 'whole language approach' that students, "must take 

responsibility tOr their own writing. [This] is crucial for Graves. Be advocates that 

students must choose what to write. when to write, who to write for, and how to write it," 

(Davison, 1985. p.l2). 

Hillock's (1986) critical analysis of the process approach was that a 'ta>k-based' 

process/product combination of the 'environmental mode' was the most effective mode of 

L1 composition instruction," (cited in Dyer, 1996, p.312). This puts the focus on the 

writing environment. not on the writer. The Solomons conversing methods exhibit more 

product than process writing, where the initial activity of conversing for understanding is 

immediately guillotined by the writing stage. The Solomons were a protectorate of Great 

Britain for sometime which perhaps affected the methodology used for teaching writing. 

In England the "British had sometimes spoken of ... the 'writing process' but they 

concentrated on its early stages (prewriting and first draft) saying little about 

editing/reasoning/rewriting," (Walshe, 1982, p.6). Perhaps this is why there is such 

emphasis on the product in the Solomon teachers' methods. 

Turner ( 1985) advocates that "it is good ESL pedagogy to emphasise the process rather 

than the product, focusing 011 what the stude111 is trying to sqv rather than how it is said," 

(Turner, 1985, p.9). In the Solomon situation this is not true of the conversing methods. 

which rather, as has been explained, focus on the product. "The teaching of writing in 

schools has traditionally been seen as a one-or two-stage activity in which the students. 

guided only by a rough outline or plan, produce a piece of work that has been chosen ·oy 
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the teacher," (Davison, I 985, p.l2). The conversing methods show that some teachers arc 

trying to get away from merely setting an exercise, but they still stop at the two stage 

activity. The Solomon teachers in this study do not use a process approach, event though 

the 'Nguzu Nguzu' syllabus ( 1997) discussed below emphasises the need for it. 

According tu, Peyton, Jones, Vincent, & Greenblatt ( 1994) teachers must learn to J!lOdel 

discussion about writing so that the children gain understanding of how to respond to 

other writers' work. Tn the Solomon context, discussion about topics takes place but not 

about writing itself For example. in the conversmg methods, a grade six teacher 

(Picture/topic discussion, 13C, appendix 5.5.1), set up a writing activity about 

understanding how to set up a business. First the children discussed what they would do 

when they leave school as some will not go onto secondary education. This was followed 

by individual reading of a story about business. No discussion about how to write on the 

topic took place, as the teacher halted the flow of understanding with a stilted 

comprehension exercise. The discussion in the lesson did however enable the below 

average St!Ident to understand the business tenninology involved in the writing task. All 

abilities were catered for, but the opportunity for 'real' writing was neglected. Kawakami's 

(n.d.) study into EFL writing in Japan, showed that students "need to be taught how to 

explore topics, develop ideas, and discover relationships by making use of certain kind of 

invention techniques," (Kawakami, n.d., p.13). This is as true in Solomons as it is in 

Japan. 



The Solomon teachers usc the conversing methods to scaffold children's understanding. 

For example, the teacher's workshop comment sheets (Appendix 5.1 ), whether tlu .. ·y 

attended the workshop or not, stated that the teacher's lessons require conversing to 

scaffold children's ideas for understanding. Non-native speakers face the· challenge of 

working in a language in which they arc only minimally proficient, therefore teachers 

promote v.Titing fluency by providing " 'literacy scaffolds' (Boyle & Pergoy, 1990)." 

(P0)10n, 1994, p.478). That is, Solomon teachers provide supports that enable 

understanding through discussion about stories, topics and pictures to assist EFL writing. 

The experiential methods provide an experience that brings about understanding of a 

topic, or experience the child has had, so that writing is aided by the motivation of the 

familiar. In the 1970s a creative writing movement came into being. "The strength of the 

movement lay in its belief in the importance of writing and its insistence that children's 

interest must be aroused if they are expected to write well," (Walshe, 1982, p.S). In the 

Solomon situation for example, Teacher ?C (grade 3} took the children outside to observe 

the environment, they talked about what they saw and heard to gain initial understanding 

and be inspired to write about their experience. The children were given time to read to 

the class what they had written, but no second or subsequent drafting and editing took 

place as it would in a process approach. Either the teacher felt there was no need, or was 

insecure in his/her own fluency in English to deal with the conferencing situation. It is 

demonstrated that "when working in a second lanbruage, teachers may feel not quite 

adequate linguistically to put themselves in an ambiguous situation 

communication will stray into the unknown, 11 (Pennington, 1996, p. 124 ). 

where 
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The creative writing movement "tried to inspire writing by providing an 'experience' or 

'specilic' stimulus, such as an outing,_. or a passage of mood music, or a taste of lemon. 

whatever might be expected to release feelings, words, ... and oriKinal ideas," (Walshc. 

1982, p.5). As an example, an experiential method Picture experiences. was utilised by 

teacher 9A, where all three students were successful in fulfilling writing objectives A 

picture chart was presented to each group, which they used to role-play the story. This 

roleplaying experience motivated the children to write individual stories after using 

pictures that enabled the student's understanding. Remarks on all tl1c teachers belicfshcet5 

emphasised picture experiences for motivating and gaining understanding. For example 

one wrote, "sequence q{pictures gives them some id_eas of how to write", (Belief 7.5. in 

app.5.1.2). It should be noted that these sequence of picture experiences tend .to be small 

black and white line drawings provided in the 'Pacific Series' children's text books, and 

really were not very inspiring. 

"In most schools 'creative writing' still meant a weekly topic chosen by the teacher and 

written at a single sitting to produce a one-shot draft for marking .... [that was seen] as 

a 'frill' remote from 'real writing', the kind that prevailed in the subject areas," (Walshe, 

" 

1982, p.6). This is true of the Solomon context, and is evidenced in the writing samples 

having an emphasis on structured, rather than creative, writing. The experiential \\Tiling 

samples that were creative, both in the prewriting and writing stages. were successful in 

achieving writing objectives for the three student's writing abilities. but these examples 

were relatively rare. Where the teacher fostered a more structured second stage it did not 

~uccecd for the low achiever. 



The prllctising methods were used in the lower grades. They reflect llillock's 

presentational mode and the particular methodology of the structured situational "Pacific 

Series" (1967) syllabus, to model word and sentence level writing. "This oral practice of 

controlled sentence patterns should be given in situations designed to give the greatest 

amount of practice in English speech to the pupil," (Richards & Rodgers. !986, p.35) 

The practicing methods require the children to listen and watch the teacher model the 

sentence operation. Then the children practise the model on other sentences. A newer 

product approach called 'genre' also requires modelling and practising. but on a whole 

text, not just a sentence in isolation. 

Reppon (1994/5) offers two concepts of the genre paradigm: scaffolding and awareness. 

The practising methods require that the "teacher occupies a central role in the scaffolding 

process and must be familiar with the learning situation, the materials, the specific 

features . . . and must be able to guide students to help them accomplish the goal. 

Students practice the models to accomplish the tasks," (Reppen, 1994/95, p.32). Teacher 

lA in pre-school provided the materials for a pre-school phonics lesson suitable for the 

learning situation, using concrete experience, like finger tracing of the letters before 

writing, to guide and help the students to practise the three letters that were being studied, 

initiating an understanding of the formation and sound of the letters before writing took 

place. The second concept of "awareness of how different ways of organising information 

in writing interacts with the purpose of the text," (Reppen, 1994/5, p.32), is not 

accomplished by the teachers in this study. One possible example came from Teacher 313 

in grade one who used 'shared reading' of a big book to scaffold the understanding of a 



title that would cncapsulatl' \\Tiling a story of their own. This is the only practising 

method aflCcted by the "Nguzu Nguzu" (I 997) 'whole language approach' that requires a 

genre/process approach to writing. 

The listeui11g methods are used in the upper grades, and reflect Hillock's presentational 

mode, and particularly the methodology of the structured situational syllabus the "Pacific 

Series" ( 1967). However, unlike Hillock's presentational mode, the listening methods that 

succeeded for all three student abilities were where teachers provided understanding by 

thorough teacher explanations and examples. The listening methods are believed by the 

Solomon teachers to be the most popular way to teach EFL writing. fur example. 

Teacher 9C made sure the children understood by having his students actively listen to the 

story. The teacher questioned the students about the story. Then after getting the students 

to individually read the story, they were asked to write their own story. All abilities were 

able to succeed in this listening method. 

In fact, listening generally is a successful way of learning in the Melanesian cultural nonn 

of observation, imitation, and doing, (Detuerath, 1996). In a similar Pacific situation on 

Pulap atoll, the "lfaluk islanders [also] believe that socially acceptable behaviour, 

obedience, and learning depend on li:'itening and understanding (Lutz 1985:6 I)." (Flinn. 

1992, p.S3) [emphasis added]. This is true in the Solomon situation, where, "spontaneous 

observation and imitation are important strategies for acquiring skills and knowledge in 

everyday life and activities," (WatsonGegco & Gcgco, 1992, p.\2). Teacher One also said 

that, "in Solom:m Jslwrd\' children learulo write English . .. just /~1· /istcnin~ . ... d\" 
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children must ou~v do what older people told them and IW!Io answer them huck," (Table 

5 I, listening category). For example teachers 14A and 13A in grade six (appendix 5. ! 1) 

had the children listen to their explanation on shortening sentences by the usc of 

apostrophes, but both these lessons using a listening method were unsuccessful tn 

accomplishing the writing objectives for the below average student. Thf skills exercise 

was out of conte:-..1. and difficult to comprehend, whereas Teacher 9A in a grade four class, 

used a skills exercise, where all three students gained understanding by his explanation of 

the exercise. 

It is, of course, the above average and average students who will be the ones who 

continue in onto Secondary education, and need to know how grammar acts on the 

written English language to pass the National Entrance Exam. "Within a qualifications 

framework for education, the teacher functions as the authority who provides the students 

with the information necessary for succeeding in examinations," (Pennington, \997, 

p.l23). The children therefore actively listen to the expert, but this is also a sign of respect 

anyway in the Solomon context toward teachers and people or relatives who are older 

than yourself . 

Summary 

Solomon Island teachers have a 'presentationai mode' of instruction in eighteen of the 

thirty-three lessons they reported. The cmn•er.'iillg and e1.:perientialmcthods move to a 

more 'environmental mode' of instruction of which there arc !ifleen. However Dyer ( 1996) 
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reports that Hillock's ( 1984, 1986) experimental treatment studies in L I composition 

instruction found that the least etlCctive mode of instruction was the presentational mode. 

Its teacher-centered approach to giving grammatical examples for good writing is 

prevalent in the practising and listeuing methods that the teachers use. The teachers 

always describe these methods, as "the children must listen." or "the children listen to 

me," etc. They are somewhat effective, though it is more difficult for the below average 

student to be empowered in understanding to successfully complete the writing task. 

Melanesian learning, according to Watson-Gegeo and Gegeo (1992) and Demerath ( 1996) 

takes place by imitating, observing, and doing. Listening and practising methods enjoy the 

advantage of active, not passive, listeners in Solomon Islands. 

Pennington's ( 1997) study finds that a combination of product/process writing 1s 

preferable to the majority of teachers in Asia and the Pacific, both non-native English 

speaking teachers and native English speaking teachers. Both presentatiolla! and 

environmental mode are needed for EFL learners to gain understanding through 

student-centred discussions. "Students need to be taught both how to use the process to 

their advantage as language learners and writers, and also how to produce an acceptable 

product upon demand, 11 (Raimes, 1991. p.415). The issue has been 'one or the other', but 

the answer is 'both'. That is, the skills for understanding what to write in the National 

Secondary School entrance exam, but also a tool for simply understanding how to write. 
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The variety in the methods :;how distinctly that there is not felt to be one best method In 

any case the surround affects how methods work. "Both in Ll and in L2 instruction. the . . 

power that theory, or method, has held over instruction is being challenged by what 

Shulman ( 1987) calls 'the wisdom of practice' (p.ll ) ..... [That is] "what Prabhu ( 1990. 

p.\72) calls 'a teacher's sense of plausibility about teaching, which is the development of a 

'concept (or theory, or in a more donnant state, a pedagogic intuition), of how learning 

takes place and how teaching causes and supports it," (Raimcs, 1991, p.423). We now 

know that there is no such thing, as one best method. Rather there is one essential that all 

the teachers methods reveal, the need to empower student understanding. The need of the 

student is the core of the theory. 

6.2 THE SURROUNDING FACTORS 

The variety of the methods used by the teachers are affected by a. number of surrounding 

factors: the 'educational objectives' that the teachers must fulfil, the 'operating 

conditions' that influence how a particular method is implemented, and the teachers 

'underlying philosophy' about how EFL learners best leam to write. These factors are 

what Prabhu calls the teaching context, meaning "that no single method is best for 

ev~ryone, as there are important variations in the teaching context that innuence what is 

best," (Prabbu, 1990, p.162}. For example some teachers in the study preferred an 

authoritative style of teaching, while others preferred a more interactive style. Both find 

success with the methods they use and in the way they use them. 
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"To say that no single method is best fOr everyone is also to say that different methods arc 

best ror diflCrcnt people or for difl'crcnt teaching contexts. This implies that for any 

single teaching context. there is in fact a method that is best." (Prabhu, 1990, p_I6J)_ 

However. the teachers in this study have a variety of methods which arc successful and 

are governed by a number of differing factors. To seek a best method for a specific 

context such as the Solomons would still require much debate, for the surrounding factors 

differ even within each school. "As one applied linguist puts it, 'The important issues arc 

not which method to adopt but how to develop procedures and instructional activities that 

will enable program objectives to be attained' (Richards, 1985, p.42) " (Prabhu, 1990. 

p.I65). 

The core variable 'empowering students in understanding to write in EFL' enables 

educational objectives to be fulfilled, the operating conditions to have positive influence. 

and the underlying philosophy to facilitate use of the method, but only so long as the 

student understanding is actually achieved. The following discusses how the surrounding 

factors affect teacher's methods, such that no one best method can be established. because 

all the teacher's methods show some degree of success, and are suited to the syllabus 

. 
being used, the conditions such as native language that they operate under. and the 

teaching style of the teacher. 

Educational Objectives 

Educational objectives fall into three categories: skill.~, comprelwnsim1, and freewritiug. 

Most of the skills and comprehension exercises are similar to the exercises in the skills 
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oriented 'Pacific Series' syllabus ( 1967), and the frcewriting activities bear resemblance to 

the 'Nguzu Nguzu' syllabus ( 1997) a whole language approach. 

The skill.~ objectives present "a strictly linear approach to language learning (and are] .. 

based on the premise that learnt:rs acquire one grammatical item at a time. 

Metaphorically .... the language wall is erected one linguistic 'brick' at a time," (Nunan, 

1998, p. I 0 I). Teachers tend to follow this kind of objective in the "Pacific Series" syllabus 

(1967), a structured situational syllabus, which Long (1998) terms 'synthetic'. In this 

traditional syllabus, "The skills are approached through structure . . . Automatic control 

of basic structures and sentence patterns is fundamental to reading and writing skills, and 

this is achieved through speech work," (Richards & Rodgers, 1986, p.36). The teacher's 

situation is similar to the Japanese situation, where EFL writing is at the sentence level. 

"Paulston (1972: pp.3359) named this type of writing, 'service activity' .... which has 

value to some extent. [The] more important thing is to get students to go beyond those . 
sentence level reinforcement exercises and to let them engage in more creative activities," 

(Kawakami, [n.d.], p.l). 

A synthetic syllabus focuses on form[s], teaching explicitly the grammatical rules of 

language out of context, and thus tending to lack meaning. The aim is "for the Ieamer to 

get the linguistic bricks in the right order: first the word brickS,,' and then the sentence 

bricks. If the bricks are not in the correct order. the wall will collaJ?.Se under its own 

ungrammaticality, 11 (Nunan, 1998, p. I 0 I). In the emergent model of the Solomon 

situation. such an approach is clearly shown. Th~ skills and comprehension e.xercises arc 
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taken from the Pacific Series (1967) syllabus, which influences teachers to teach EFL 

writing using very structured grammatical exercises. For example, two grade six teachers 

(13A and 14A), asked the children to shorten sentences using the apostrophe. The 

' 

singular and plural was explained to empower students understanding before atternptirlg to 

write using out of context sentences. Such ''decontextualized, fragmented lessons ... are 

not likely to engage a ... child who is accustomed to traditional fa'amanata'anga at home. 

where the focus is on comprehension, reasoning, and complex ideas creatively connected 

by the session leader to the child's own experience and sense of identity, n (Watson-Gcgeo 

& Gcgeo, 1992, p,ZO). 

Low achievers in the example above try to guess the right structure, but just 'hit and run' 

as was mentioned earlier in dialogue with Coordinator One. These "focus on forms 

lessons tend to be rather dry, consisting principally of work on the linguistic items," 

(Long, 1998, p37), It is the mastery of grammatical elements (ie; skills), in what is called 

the 'bottom-up' approach to teaching EFL writing, that dominates the Pacific Series 

(1967) syllabus. 11ln textbooks [like these], grammar is very often presented out of 

context. Learners are given isolated sentences, which they are expected to internalize 

through exercises involving repetition, manipulation, and grammatical transfonnation," 

(Nunan, 1998, p.l 02). The participant teachers therefore designed particular exercises to 

strenbrthen knowledge about the forms, one item at a time. For, "it is the learner's job to 

synthesize the parts for use in communication, which is why Wilkins ( 1 976) called this the 

synthetic approach to syllabus design," (Long, 1998, pJ6). 
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The c:omprellen.\·ion.· exercises required the students to write and to 'ihink in EFL 

simultaneously about a given subject. There were only four comprehension methods out 

of the thirty-six reported lessons, and only Teacher l3C was successful for all abilities in 

fulfilling the writing objectives. The combination of skills and meaning was problematic 

for low achievers; perhaps the over use of skills exercises had ill prepared them for this 

The foc~'s is tuming towards a fonn in context, away from the explicit grammatical 

exercises where "learners are presented with gestalt, comprehensible samples of 

communicative L2 use, e.g., in the forrn of content based lessons in sheltered 

subject-matter," (Long, 1998, p.39). Note that the comprehension objectives affecting the 

teacher's methods are not !Tom an analytic language syllabus, such as purported by Swain 

( 1998), or Mohan (1986), but the synthetic "Pacific Series" syllabus. 

"Language instruction needs tc be systematically integrated into content instruction~" 

(Swain, 1998, leaflet), where pairs or small groups participate in collaborative activities. 

The Solomon teachers do not teach writing across the curriculum as recommended by the 

Solomon Island Education Department since the advent of the 'Nguzu N!,.ruzu whole 

language syllabus. Following Mohan (1986) would require language teachers to orgar.ise 

information, through classification, evaluation, and experimental learning to draw on the 

content to assist language learning, while simultaneously allowing students to utilise their 

(limited) second language skills to make their encounters with content more meaningful 

and profitable. This indeed might make writing purposeful for many EFL Solomon.Tsland 

writers. 

84 



Teacher 168, referred to in section 5.2, initiated her lesson by questioning the children to 

empower their understanding of the story, before answering the written questions. 

Unfortunately, the average and below average students encountered difiicultics in trying 

to juggle content and lant,JUage in what is, for them. where theirs is a third/fourth 

language. However, the Mohan .model of curriculum integration does not allow language 

to be isolated merely in the lant,ruage curriculum. Teachers must organise "learning 

experiences so that students can build on initial understandings and progress from the easy 

to the more difficult, providing a sequence of learning and development," (Mohan, 1986, 

p.99). The Solomon situation clearly, by contrast, does not cross the curriculum, and 

language teaching remains relatively isolated. 

The freewriting objectives show that the teachers are attempting to combine the familiar 

Pacific Series syllabus, with its emphasis on instruction in the correct forms, with the more 

open approach to teaching EFL writing found in the new Nguzu Nguzu literacy 

programme. The newer syllabus emphasises a 'whole-language approach' to teaching, 

integrating the four aspects of language teaching in fun prewriting activities. At the 

workshop it was agreed that the skills orientation to writing confuses the student. In 

dialogue with Coordinator One, it was emphasised that, 11We need the children to 

understand the basics of the English lant:,ruage first, before this fluency in writing English 

correctly can take place," (Dialogue 1.6, Table B). This view does not show a focus on 

form, which sees lea:ning as an organic process characterised by backsHding, leaps in 

competence and interaction between grammatical elements. 
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"If I~HrilCI;:,arc not given opportunities to explore grammar in context, it will be difficult 

for them to sec how and why alternative forms exist to express different communicative 

meanings." (Nunan. 1998, p. I 02). As expressed. by Teacher 16 in the workshop, she 

makes sure they learn the difference between singular and plurals in a deliberate way in the 

beginning, but later she contradicts herself by stating that grammatical features out of 

context are confusing to the children. Perhaps it is not a contradiction, but rather, the use 

of different methods for different times of learning new and old subject matter. Nunan 

calls this latter "an 'organic' perspectivP. . . . [which] sees second language acquisition 

more like growing a garden than building a wall . . . learners do not Jearn one thing 

perfectly, one item at a time, but numerous things simultaneously (and imperfectly)," 

(Nunan, 1998, p.l 02). This 'organic perspective' would be what Long ( 1998) would term 

a 'focus on fonn' which is ''learner-centred in a radical, psyc:holinguistic sense: it respects 

the Ieamer's internal syllabus .... [occurring] just when he or she has a communication 

problem .... and so is likely ... to understand the meaning or function of the new ·form," 

(Long, 1998, p.41 ). This approach is clearly not utilised in the Solomon context. 

The 'Nguzu Nguzu' ( 1997) syllabus is clearly not a 'focus on form', but rather a " 

. 
'fonn-focused instruction' .. [which] is an umbrella term widely used to refer to any 

pedagogical technique, proactive or reactive, implicit or explicit, used to draw student's 

attention to language form," (Long, 1998, p.41 ). That is, the Nguzu Nguzu activities that 

focus on form are preordained by it and the teacher, not the Ieamer's internal syllabus as 

Long suggests should happen in a focus on fonn. The communicative approach to 

language learning takes account of the place that subconscious acquisition may hav~ in 
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second language learning. "In other words, it will show them how to achieve their 

communicative ends through_ the appropriate deployment of grammatical resources." 

(Nunan, 1998, p.l 03). By grammatical consciousness raising exercises (Rutherford, 1987) 

the students engage with a form of writing. They begin to develop and induce in their 

understanding what is the norm of that fonn, instead of being given isolated rules to 

memorize. Thus Teacher 9C enabled his students to achieve free-writing (writing samples. 

·--~appendix 5.2.3), by initiating understanding before writing through questioning the 

children, after they had listened to a story. 

Consciousness raising be~rs sor:nc resemblance to traditional grammar exercises, but has a 

different purpose. It derives from genuine interactions, and recycles language points over 

several units of work, allowing students to formulate and refonnulate their understanding 

of the language structures over time. As was referred to in previous chapters, the ''Nguzu 

Nguzu11 syllabus is based on an 'whole language approach'. "That is, not a method but a 

philosophy. It is not a programme to be followed BUT it is a set of beliefs that emphasises 

that language is learned best in real (authentic), meaningful situations,'1 (Rotary 

International, 1989, p.2). The philosophy is based on_,B~an Camboume's conditions for 

• 
learning language. In particular these were translated for writing and are quoted in 

summary form below from the "South Pacific Education Literacy Course," (University of 

the South Pacific, 1992, pps.S-1 0). 

Immersion: It is essential for children to see examples of written language 
being used Purposefully in their environment. 
Demonstration: The importance of writing will be demonstrated everyday 
as the children enjoy experiences with numerous materials, showing the 
importance of writing. The teacher must also model the proc't.>:ss of writing. 
in a number of genres. 
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Expectation: We expect children to make errors in spelling and grammar, 
but we also expect that the conventional forms'

1 
will be learnt through 

experience, example and guidance. 
Responsibility: Children take the responsibility fqr their writing. Deciding 
what to write and how, and for the editing of the'i:r work so that it can be 
shared with others. They work \Vith a group, cooperating on a task, and 
accepting group responsibility. 
Approximntions: Acceptance of children's approximations leads to 
progress. They will see the conventional form in the books they read with 
you. and in the wall stories and poems around them. 
llse or practice: The serious practice of purposeful writing takes place at 
every level in an integrated literacy programme. 
Resp'<1nsc: To succeed in writing down one'S ideas in a form that can be 
shared with others is the best reward there is. Writing needs to be 
published, not just ticked and put away. 

' 
The 'Nguzu Nguzu' syllabus however, is not structured enough for the Solomon teachers 

.,to use readily. They therefore return to the relative safety of the 'Pacific Series', which 

gives very· precise instructions on what to do and how to teach each lesson. 

This is evidenced by the small amount of freewriting in the methods the Solomon teachers 

use, only ten out of thirty-three lessons. The teachers find the 'Nguzu Nguzu' syllabus 

difficult to utilise 'because it takes a lot of time ip preparation and the ~~aking and 

gathering of materials' (Dialogue 1.6). Therefore it is easier to follow the structured old 

syllabus, that they know 'works', and achieves writing skills to pass the National 

Secondary entrance examination. Parents measure a grade six teacher's ability by how 

many students he/she get into the top 20% Secondary school places. Last year ( 1997) 

9,000 students took the exam but there were only 3,000 Secondary School places, the rest 

were rejected. Each year the number of students increases by 1 ,000 but the number of 

Secondary places remains the same. This all has a sig1Hiicant impact on how much 'free 

writing' is done in Solomon English language lessons. 
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Operating Conditions 

The operating conditions fall into four categories: Jlarticipatlng in wholcclass or 

groupwork. dur(fyiug English through Pijin,fluel•lJ' in teachers English, and ,\·timulutiltJ: 

materials fl>r motivation 

The first category is participating by active listening to a teacher's explanation m an 

active cooperation with peers in a prewriting activity. The teachers want all the children to 

participate, whether they use a wholeclass or groupwork approach to learning_ However. 

it must be noted that methods utilising groupwork participation were more effective in 

fulfilling the writing sample objectives. Whichever approach the teac.hers use they all 

require total participation, but they do not always succeed for student three the (!on· 

achic'.W) This does not reflect Barry & King's (1993), or Pica's (1994) findings that "in 

small groups everyone gets a chance to contribute in a low-risk, low-anxiety atmosphere, 

[and wholeclass situations don't]," (Pica, 1994, p.34). 

Participation is considered by all the teachers to be essential to their methods. for the 

student to gain understanding before writing takes place. Participation in groupwork paid 

higher dividends in writing achievement, and research has "found that group work enabled 

students to use language across a broader range of social and interpersonal functions than 

did lockstep, teacher-led classroom interaction." (Pica, 1994, p. 61 ). l-lowever. Pica 

discusses Allwright's (I 980) study where one student did not engage in much 

participation, but "her success appeared to be her attentiveness to the classroom 

contributions of her teacher and classmates," (Pica, I 994, p.64 ). Children learn differently. 
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l'erlmps this is why group participation works best for some and wholcdass participation 

for others. 

One of the constraints to participation in any form in the Solomon situation is the shyness 

fClt by the students in speaking out, and breaking the custom. This is especially prevalent 

among the low achievers. In "the research evidence on the value of smaiiMgroup 

coop-erative learning we learn .... that students generally achieve either as well or better 

academically. than if learning in a traditional whole class situation," (Barry & King, 1993. 

p.581 ). The Solomon situation is culturally different and Solomon children may require a 

more wholec\ass approach that is culturally aligned to their ctJmmunity learning. 

All teachers acknowledged the usc of Pijin !n their lessons and explained that their use of 

Pijin was to help students gain understanding, by clarifying English in Pijin, where Pijin is 

widely used, and English is a third or fourth language. This, " 'instructional conversation' . 

. [provides] natural opportunities for the teacher to model, question, and instruct. 

thereby scaffolding children's linguistic and cognitive petformance." (Peregoy & Boyle. 

1993, p.46). One private school teacher disagreed with all the other teachers in the 

workshop saying that there was no need for Pijin, but she still has problems with the 

children not wanting to speak in English amongst themselves. However, at the lant,ruages 

Pacific workshop ( 1988) it was concluded, that "English as a medium of instruction in 

schools and the official language of the Solomon Islands, has been, and will continue to 

be, one of the languages of the education system, hence it will prevail in the future. The 

role of English in the national curriculum and the examinations is a major one which is 
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well regarded by the Solomon Islands people," (lloroi & Ramo, 1988, p 49). This is a 

clear demonstration of a mismatch between the ideal practice and the actual practice. 

Another teacher said. "Pijin is better for lower grades". This has been found to be true in 

the Aboriginal English study 'Langwij comes to school' (McRae, 1997), which also 

strongly .suggests scaflOlding language using mother tongue 'Kriol' as wc11 as English. to 

gain understanding of the subject or exercise before writing takes place. "A child's mother 

tongue embodies all his or her early life experiences and ingrained language habits . . It 

allows the child to communicate, and function comfortably," (Eagleson eta\, 1982, cited 

in McRae, 1997, p.l 5). A rationale for bilingual education was presented (McRae, 1997. 

p.24), where the teacher must respect the Kriol or [Pijin] language, support the family 

culture, help children by talking first in Kriol [or in this case Pijin], and helping the 

children to understand the difference between Ktiol [or Pijin] and English, so they can 

learn to use English properly. 

The Solomon solution at the workshop was different, where one teacher said 'Make 

English compulsory at school', and another said, 'Encourage NO teasing by parents when 

they hear children using English'. Coordinator One in dialogue said that "'17w population 

speak ana use many languages, and Pi) in is the third if not fourth lm1guage." {Table 5.3. 

Clarifying Construct). It seems impossible, in such a situation to empower the students in 

fluent oral EFL but Hudson ( 1997) offers a more realistic solution that "the key to 

understanding how Krio! [or Solomon Pijin] and English work together in education is to 

know that English docs nol replace Kriol but is added as a second language," (Hudson. 
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cited in McRae, 1997, p.\8). This is already happening in the Solomon context, \Vhcrc 

evel)' teacher recycles English in Solomon Pijin for clarity. lf"thc purposes to which they 

put jPijin 1 . and the ways in which they do so, arc absent or prohibited in the school 

[Then] the situation of the children, indeed, is much worse than 'deprivation' if their 

normal competence is punished in the school," (Hymes, 1972, p.xx [Roman nutneralsl)-

The teach~rs felt that they lackedj111ency in spoken English. They feel this restricts how 

they teach English because of their insecurity and th~. 'Pacific Series' offers a secure well 

ktlO\vtl and reliable way for teaching EFL writing. However such a structured syllabus 

depends largely on the control of the language suggested by the teacher 
and used by the children Only when the teacher is reasonably certain 
that learners can speak fairly correctly within the limits of their knowledge 
of sentence structure and vocabulary may he allow them free choice in 
sentence patterns and vocabulary (Pittman 1963: 188, cited in Richards & 
Rodgers, 1986, p.37). 

The 'Nguzu Nguzu' syllabus ( 1997) by contrast, requires that "the teacher must use 

English as much as possible .... [and] when necessary, the teacher may speak in language 

or Pijin, but should always repeat what he/she says in English as well," (CDC. 1997. 

p.JO). For these reasons the teachers at the workshop agreed that they needed training 

specifically in the English language not just grammar, and some were more adamant about 

the need for real practice in speaking and using English to become fluent enough to 

under.£tand what they are teaching the children. 

"Since independence in 1978, expatriate teachers have increasingly been replaced by local 

teachers, many of whom do not have a command of .standard English, the language of 



instruction." (Watson-Gegeo & Gcgco, 1992, p.l7). Added to this proLlem is the custom 

not to look as if you think highly of yourself If the teachers try to practise English, they 

arc likclv to be criticised fOr it. as related by Teacher J(l, (sec Appendix 5.3, fluency 

Category), where she was criticised for using English, and made to feel she was thinking 

too highly of herself Others agreed that this is part of the Solomon Island cultural 

thinking and said that this sort of incident happens to them too_ They, as well as the 

students, arc too shy to use English, and so never practise it. 

Stimulating materials are in short supply, and cause the teacher's methods to be 

restricted to use of the blackboard or line drawings in the children's textbook or other 

materials attached to the 'Pacific Series' syllabus. "However, while the judicious use of 

instructional resources can enhance learning in a number of ways, it is also important to 

note some potential limitations," (Barry & King, 1993, p.137). The resources are 

dependent on the students' attitude to the material. Sometimes overseas materials are not 

suited to the Solomon situation, and can confuse or distract tile child. Speaking from 

personal experience, it is better to use what is there, if at all possible, but this requires 

some ingenuity and craft, and requires a lot of teacher's time. 

In the Aboriginal language study ( 1997) it was found that "all potential learners are more 

likely to engage with a curriculum which is relevant to them . . . [and so therefore to] 

develop locally based Aboriginal [or in the context of this study, 'Solomon'] teaching 

materials," (McRae, 1997, p.29}. Underpaid, tired teachers, tlying to understand syllabus 

content, cannot always afford the time to create motivating, culturally acceptable. 
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materials. A few teachers say, "They do not need any materials, they just use themselves 

or another person as a talking point, or make up some pictures themselves." This may be 

true. but not many teachers find the time to actually put this into action as evidenced by 

the lack of such materials in the reported lessons. 

Underlying Philosophy 

Teacher's underlying philosophy falls into three categories: im'Oivement, interaction, and 

i11dudng, reflecting the beliefs affecting the methods the teachers use. These could he 

termed as three types of teacher style, respectively informal, informal-formal, and formal. 

btvo/J-•emellt in informal activities such as organised playing, picture activities, organised 

recall of own experiences, or daily freewriting, can help children to get a grasp of the 

concept or exercise before writing about it. "Beginning to learn English as a second 

language can be. more effective in planned informal or semiformal activities i.e. by doing, 

role playing, imitating and through successive approximation etc;" (Harris, 1987, p.45). 

The Solomon teachers see learning as a more informal activity for helping low achievers 

especially, for whom then find that a lack of parental involvement is a barrier to progress. 

For example, 'praise' is looked upon as 'bad', therefore many Solomon parents will not 

praise their children's achievements, so that they will not think highly of themselves. 

At the workshop, some of the teachers said they would try to involve the slow achievers 

in informal group activities, like group discussion, to enable understandin~ before writing - -
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could take place. Harris ( 1987) also found that Aboriginal learning styles in formal 

schooling enabled learning to take place. Therefore, in order to learn a concept and be 

able to write about it in EFL "it is a good rule to begin with experiences, and then talk 

about and record those shared experiences," (Harris, 1987, p.54). However, this informal 

style is not approved by all the teachers. Some would prefer a more formal approach 

A third of the methods used in this study portray some kind of student interaction taking 

place. As the study progressed, more data accrued revealing the belief of the need for a 

close relationship between teacher and students where interaction could take place. 

Without this wann relationship it was felt that such interaction for enabling understanding 

would not be effective, nor would the students be willing to even begin to want to learn. 

This is reflected in Dellamont's (1987) report on teacher style where the 'mixed style' of 

infonnal and fonnal achieves the best results in any method used. The teachers saw this 

kind of interaction as the traditional style offa'arnanata'anga (10 shape the child> mind by 

discussion, within an inte1personai relationship of a group <?f children or student and 

teacher). For example: 

fa'ama .. dta'anga, 'shaping the mind' (literally, causative + think = 

nominative) . . [involving] abstract discussion and the teaching of 
reasoning skills through questionanswer pairs, rhetorical questions, tightly 
argued sequences of ideas and premises, comparisoncontrast, and causal 
(ifthen) argumentation [When these sessions] focused on children 
[they were] . usually led by their parents. (Watson-Gegco & Gegeo. 
1992, p.13). 

Fa'amanata'anga is an interactive process, which requires a warm teacher role and is 

utilised more by the female teachers who nonnally take the lower grades. Culturally_ 
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mothers have a closer relationship with younger children than fathers, and according to 

Coordinator One, there has very rarely been a male Solomon teacher of the young. At the 

workshop. all the teachers believed t.hat "fa'amanata'anga I shape the mind I is an 

interpersonal relationship the teacher must have as his or her goal. and as a vision of 

teaching, and without it the children will fail. and 'mi no win'. A mixed style, (in 

Dellamont's tcnns) seeks to develop relationships with all the students and the cooperation 

of all in interactive learning. 

/nduci11g the child's understanding by listening to teacher's presentations of topics, 

explanations, and discussion, was felt to be important, especially by the male teachers, 

who teach mostly upper grades five and six. The relationship is more formal than the 

interactive or involvement philosophy requires. The insistence on power status 

tda~ionship is not a sign of disrespect for the student as in the West, but rather a mutual 

respect between teacher and student. Watson-Gegeo & Gegeo (1992) stated that the 

formal style of teaching in Solomon Primary schools can be structured around pedagogical 

goals in contexts distant from the child. That is: 

The teacher's version of the pedagogical strategy of wholegroup drill and 
practice with individual oral recitation~does little to develop children's 
cognitive skills . . The sentences arc decontcxiualized, 
[demonstrating] abstract notions of grammar and vocabulary. Their 
prosodic and paralinguistic features are also inauthentic, being a style 
developed for recitation, (Watson-Gegeo & Gegeo, 1992, p. I 819). 

The male teacher must be distant from female students whether the female student is 

younger or older. It is culturally unacceptable for females and males to mix from 

childhood on. The teachers in the study who favour this format style of relationship, use a 

one way knowledge flow, like the Gwaunga'i teacher role, where the student must listen. 



This formal style of teaching is very effective in the methods they usc, and the 

relationship, though distant, is sincere, and it is not autocratic in the sense that Rodgers 

( 1990} would advance where "overt power and constant teacher control [telling[ 

children what to do, with most children being compliant." (Rodgers, 1990, p.JO). 

Consequently a mixed teacher style offers the best avenue for success. 

Summary 

"If those who declare that there is no best method are asked why, the most immediate and 

frequent answer is likely to be, 'Because it all depends . 

(Prabhu, 1990, p.162). 

. on the teaching context'." 

The ~Jucational objectives certainly orient the methods to serv1ce writing. what 

Kawakami (n.d.) terms 'skill-getting'. Even with the presence of a 'whole language 

approach' the limited change in methodology shows in the small percentage offreewriting. 

However, change is occurring towards a Nunan's (1998) organic effect, not in terms of 

Long's (1998) focus on form, but in an instructional focus on fonn sense. For there to be 

integration across the curriculum as expected by the Solomon Education Department, 

there needs to be a Vlider use of skills in context writing coupling skill-getting and 

skill-using to enable student understanding before writing in EFL. 

The operating conditions affect the methods both positively and negatively. Though 

wholeclass participation is used by the majority, group participation did have more 

success in achieving understanding and successful writing outcomes for low achievers. 



Such group participation as recommended by Darry & King ( 1993) promotes second 

language writing where all can contribute, and is particularly beneficial for below average 

learners. Clarification of English in Pijin was necessary for understanding which Peregoy 

(1993) termed scaffolding. As Eagleson et. al. (1982) state. "It allows the child to 

communicate, and fUnction comfortably," (Eagleson ct. al. 1982, cited in McRae, 1997, 

p.IS). A further addition to the problem is the teachers lack of fluency in spoken English. 

The teachers feel this traps them to a structured syllabus, and the short supply of 

stimulating materials adds to the constriction. 

The underlying philosophies vary, where the informal teacher style relates to a learner role 

that learns by doing, and gains understanding through involvement in experiences. The 

fonna1 teacher style is a more distant teacher role that requires the children to show 

respect and listen for understanding. This latter style is partly due to the cultural nann of 

male teachers having to be distant from female students, and partly due to the cultural 

norm of a traditional "Gwauga'i" teacher role usually male, authoritative, and distant in 

relationship. The mixed teacher style has a more interpersonal role that requires the 

children to interact between themselves and with the teacher, to gain understanding before 

writing in EFL. Traditionally this would be termed as a "fa'amanata'anga" teacher role 

where the teacher aims to shape the child's mind, through a close interactive relationship. 

This surround evidently plays on the way a method is utilised by the teachers. The 

teachers who usc group int~raction, and all of them use Pijin, find their lessons work 

better for all abilities, even with limited materials. Y ct according to the teachers' objectives 
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tOr the students' writing, they all show some success, including those who utilise whole 

class groupwork and differing degrees of formality. Therefore, "to say that the best 

method .. varies from one teaching context to another docs not help because it still 

leaves us with a search for the best method for any specific teaching context," (Prabhu. 

1990, p.l75). Rather, Prabhu recommends using the methods according to teacher 

plausibility, which, in this study, means requiring the teachers to accommodate the 

surrounding factors and seeks ho\v best a particular method can be used to empower 

student understanding. This requires 'real' active teaching, not just adherence to a 

procedure. 
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6.3 TilE CORE VARIABLE 'UNDERSTANIJING' 

The teachers usc a variety of methods and it would be impossible to choose one best 

method, just on the fulfilment of an objective in three writing samples_ What did emerge 

however, was the teacher's unconcious or conscious need to initiate an activity or 

explanation to empower students through 'understanding' to write in EFL. Prabhu 

suggests "that the search for arJ inherently best method should perhaps give way to a 

search for ways in which teachers' and specialists' pedagogic perceptions can most widely 

interact with one another, so that teaching can become most \\'idely and maximally rea!," 

Prabhu, I 990, p.l76). This study presents the Solomon teacher's core perception of their 

pedagogic perceptions, as an explanation of EFL writing pedagogy in the Solomon 

context, which may also be extended or applied to and other similar EFL situations. 

The four theoretical constructs provided four core categories, from which the single core 

variable emerged. Firstly, the listening methods were primarily used by the teachers but 

the conversing methods had the strongest outcomes for all abilities. Secondly the methods 

were predominantly influenced by skills objectives operating primarily via a need to 

clarify English in Pijin, with an underlying philosophy of a need for a close interactive 

teaching style operating by clarifYing English in Pijin, with a predominant fonnal inducing 

philosophy on the one hand and a formal/informal interactive philosophy on the other. 

The underlying key to all the teacher's methods is the tf'acher's efforts to empower 

students in understanding to write in EFL. Below are given four examples of the same 

four teachers in the previous chapter of results, which exempli(y how the core variable is 
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reflected in different. ways by different teachers. Six specific studies similar to the present 

study arc comparrd in the examples below. These arc; Harris (1987), Kawakami (n.d ), 

Flinn ( 199 I), Garcia ( 1991 ), Watson-Gegco and Gcgeo ( 1992), and Pennington (I '!97). 

Example One 

A male teacher m grade five (Table 5.1, Teacher13C), emphasised the need for 

understanding using a com•ersing method, which combines process/product approaches. 

In Pennington's comparative Pacific/ A~ian study on teaching EFL writing, "many also 

remarked that they preferred a middle-of-the-road approach which combined process and 

product elements," (Pennington, 1997, p.131/2). Teacher 13C, asked his students to 

discuss a topic, while he used open-questioning to activate studeots' reallife experiences, 

and ideas about their future life, before writing takes place. The microanalysis of literacy 

instruction and products also "indicated that teachers in Latino language minority 

classrooms organized instruction in such a way that students were required to interact 

with each other utilizing collaborative learning techniques," (Garcia, 1991, pJ ). This 

method of conversing for understanding in Solomon Islands reflects a method termed 

fa'amata'anga, traditionally used to teach Solomon children to speak from a very young 

age (6months), "through a set of routines that structure interaction, control the child's 

behavior, communicate information and attitudes, and support the child's developing 

linguistic and cultural skill," (Watson-Gegeo & Gegeo, 1992, p. I 3). 

As can be seen in the writing samples (appendix 5.1.1 ), all three students were able to 

fulfil the comprehen.don objective, "to understand the hack}!rotmd of the stOI'\1 and . . 
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meanin~ of the new word,·," (Table 52, Teacher IJC). This teacher's method was the ' . 
only one to integrate across the curriculum by integrating a social studies topic 'business' 

with 'language'. Integration is a recent Educational guide given to Solomon Primary 

School teachers by the Ministry of Education since implementing the 'Nguzu Nguzu' 

syllabus. Many teachers however, find integration difficult to implement with the old 

stmctured syllabi for each subject is foreign to the Solomon situation and also outdated in 

many parts. It stands also as a barrier to integration, yet, because it is familiar it still 

enjoys much support and usage in the Solomon classroom. In the Garcia ( 1991) study it 

was found that integration empowered students in understanding across the curriculum by 

making sure "that students developed and utilized district-articulated grade-level skills in 

reading, writing, mathematics, and social studies," (Garcia, 1991, p.J ). 

Teacher 13 could only operate the method by making sure all the students understood by 

clarifying the ta-;k, in Pijin (Table 5.3, Teacher 13C). All the teachers apart from 

Teacher 1 6 agreed that Pijin was a necessity to the child understanding what was said in 

English. The private school teach~r did admit :,owever that smm~times she took new 

students from rlli"al areas aside to explain an activity in Pijin. Otherwise they would not 

have understood what to do. Of course, "it is best and ideal to discuss only in English, but 

it is difficult for Japanese students, for whom English is a foreign language, to expre,o;;s 

their ideas in English at the same level as they can do in their mother tongue:· 

(Kawakami, n.d., p.9). A similar solution to language scaffolding was found in the Latino 

students study, where in "classes with Spanish speakers, lower-grade teachers used both 

Spanish and English. whereas upper grad<.~ teachers utilized mostlv English_ llowc\·cr. 
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students were allowed to use either language," (Garcia, 1991, p.3). This code-switching 

is advised in the new 'Nguzu Nguzu' whole language syllabus. so that the children can 

easily gain understanding hefbrc writing_ It is being found that Aboriginal students too 

should be taught "to switch languages in the appropriate situations and [learn} ... how to 

be skilful at it' (Hudson, J. (1984))," (cited in McRae Ed; 1997, p.l9). This is also true in 

the Pulapese situation where English is taught as a second language from the earliest 

grades, but literacy is first encouraged in Chuukese, (Flinn, 1991, p.S 1 ). 

The underlying belief that led Teacher 13C to use this method was interaction, where 

students of all abilities. but especially the below average students would be involved in 

sharing and understanding to be able to write (Table 5.4, Teacher 13C). In Garcia's 

study, below average Latina-American students were empowered in understanding to 

write in ESL by establishment of an "interactive, studentcentred, learning contex1: . 

that academic learning has its roots in processes of social interaction," (Garcia, 1991, 

p.S). In Solomon Islands, traditional learning took place in interactive fa'amanata'anga 

sessions where parents empower the child's ability to understand by reasoning, that is, 

'shaping the mind'. The parents assume, 

that children are already knowledgeable and intelligent, and that their 
minds need to be guided and persuaded rather than forced into right 
thinking . . [this traditional education requires] practice of knowledge 
through routines, and fonnal fa'amanata'anga sessions in which children 
are taught to argue and reason, and knowledge is reviewed and ideas 
exam~~ed in the fonnal discourse register of the language, (WatsonGegeo 
& Gegeo, 1992, p.l4). 

Therefore utilisifl'-! this traditional style of interactive teaching for aJ! abilities will enable 

greater student understanding to write in EFL. 
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Example Two 

A female teacher in grade three {Table 5. I, Teacher ?C), used an experiential method, to 

aid the students in gaining understanding how to write about their own experiences within 

the environment. Thus, she provided a content/process crossover where formal learning 

of writing is; 

started on familiar content, and that new Western content should, where 
possible, be introduced through informal processes, that is, through 
watching, doing, participating, telling and labelling (Harris, 1987, p.54). 

The teacher made sure the children understood the new content first by watching, 

listening, doing, and participating in environmetntal observations, before mm~ng to the 

formal learning process of writiug and ultimately learning new content through 

self-discovery and talk. This typifies a Harris learning triangle where the teacher has used 

an experience to empower students understanding to end up in a more conscious, 

verbalised [written] school way of transmitting and reviewing knowledge, (Harris, 1987, 

p.54). Since Solomon Islanders traditionally learn through observation and imitation, this 

method is particuarly suitable for the situation. "The process orientation is mirrored in a 

process view of language as fluid, changing, indi\idual, and learnable only through 

real-life use or communicative activity," (Pennington, 1997, p.l23). 

As can be seen in the writing samples (appendix 5.1.2). all students were able to fulfill the 

Jreewriti11g objective. "to see {f children can learn everywhere," (Table 5.2, Teacher 7C). 

This method is moving towards a process approach where the goal of learning language 

is ... self development and self expression with the English lanbruage being seen as a 

vehicle of communicative and intellectual power, (Pennington, l 997, p.l23). This method 

104 



particularly shows the influence of the 'Nguzu Nguzu' whole language syllabus, where the 

four language modes should be integrated, immersing the children in spoken and written 

English, where English is learnt naturally, reflecting the environment, culture and society. 

Lastly, complete understanding can only be gained in, "a meaningful context, such as 

through a story ,or activity rather than through repetitive and meaningless drills," (Nguzu 

Nguzu, 1997, p.3). 

The method was operated by the teacher using wholeclass and group work participation 

so that every child must observe their environment. (Table 5.3, Teacher 7C). In America, 

for Latino ESL students, "teachers consistently organized instruction so as to insure 

hetrogeneous, srnallgroup, collaborative. academic activities requiring a high degree of 

student/student interaction" (Garcia, 1991, p.S), whereas the teachers in this study 

required participation for understanding to be gained, whether it be in groups or in a 

wholeclass setting. Colonial government schools focused on basic literacy where teachers 

allowed questions of information from students, but open discussions ami debate were 

prohibited (Watson-Gegeo & Gcgeo, 1992, p17). This still continues in some of the 

Solomon classrooms due to teacher training from that time. However, the writing 

samples evidenced an all round fulfillment in writing objectives where the teacher used 

group participation. 

The underlying belief that led her to using this method was im•oll'ement, "to see !f 

children can write by themselves or for themselves, (Table 5.4, Teacher 7C). Many of the 

low achievers need to be involved in collaborative activities to aid them in their 
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understanding bctbrC completing a writing task. The reason for the low sclfwcstecrn of the 

below average learners is the fact that parents discourage the_ Mr. Me syndrome, and 

therefore will not praise their child. putting down any fOrm of individualism It is 

interesting that in Pulap, a similar context, "teachers encourage cooperation and 

confonnity rather than competition or individualism .... they do not encourage students 

to . . display their skills or knowledge. Pulapese value mehouohon, 'humility'. and 

discourage lama/am tekiyah, 'lofty thought', or 'arrogance'," (Flinn, 1992, p.54). 

Example Three 

A female preschool teacher (Table 5.1, Teacher lA), used a practising method to 

emphasise learning and understanding phonic sounds of the alphabet. The children did 

this by saying the abc letter names and the picture names several times. The children also 

had to spell tt<~ words using an imaginary pencil, ie; their finger on the floor, before 

writing could take place. This product orientation is "mirrored in a product view of 

language as a set of items, i.e .. \exis and rules, which can be represented in a book and 

learned by study and memorization," (Pennington, 1997, p.l23). The method facilitates 

the necessary skill in writing the letter 'abc' in a preparatory class. This user, to some 

extent, "bear[s] out Hairston's (1982) claim that ... teachers still cling to the traditional 

model of instruction, 'frequently emphasising techniques that the research model of 

instruction has largely discredited'," (Zamel, 1987, p.699). However, there is a need for 

the children to practise the skill so that they can understand how to use it. No evidence 

that they used this skill in a whole text process approach was given in other methods the 
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teacher reported. However, teachirlg in a second language mitigates against the process 

approach and favours product teaching, (l>cnnington, 1997, p. 124). 

The teacher's .-.kill.'i objectives are particularly oriented to the the 'Pacific Series' ( 1967) 

syllabus which states that "the only way to learn a language is by regular practice of the 

correct fonns. The children must be taught to understand spoken English and to speak it 

and write it themselves." (Rusterholtz, 1967, p.617). The writing lesson plan in the back 

of the Pacific Series ( 1967) syllabus is similar to the teacher's lesson with the pictures 

being added to stimulate interest. Watson-Gegeo and Gcgeo's (1992) observations 

indicate that children "memorize the sing-song phrases required of them for oral 

recitation \vithout understanding what the sentences mean . [HO\vever) this" is what 

many Solomon parents, teachers. and administrators believe school learning is about. 

Their view is reinforced by the national examination ;,ystem.," (Watson-Gegeo & Gegeo. 

1992, p.IS/9). The teacher's method requires the children to sound the letters so they can 

understand first its sound, then its name, and lastly what it looks like. This phonics 

section of the exercise does not occur in the 'Pacific Series' writing lesson plan, and it 

reveals more process orientation to writing where student understanding must be initiated 

before writing in EFL. 

The teacher operated the method by providing .~timulating materials: three hand drawn 

abc pictures on the blackboard, an alphabetical letters chart, papers. crayons and pencils. 

for the task (Table 5.3, Teacher I A). An interesting improvisation in the usc of (~1aterials 

to stimulate students is that recorded at the Pulap Primary School. 
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Some materials teachers develop in the absence of books reflect their own 
experiences and understanding. In a fourth grade science class, for 
instance, one teacher taught a unit on 'living things' Rather than 
dividing up the realm. as an American might, into three regions of land. 
air, and water. the teacher presented four regions that harbor living things. 
Consistent with their seafaring way of liiC, his regions consisted of air. 
land, fresh water, and salt, (Flinn, 1992. p.SO). 

At the workshop the teachers wrote dovm many ways to teach through local ways of life, 

and so by language experience to understand the traditional ways of fishing, collecting 

and preparing vine from the bush. An example was: Watching how to fish, before \vriting 

about it. However. not one of the teacher's reported methods utilise this traditional way 

of learning. 

The underlying belief that led the teacher to use this method, was to involve, "the 

children [by] look[ing] a/the pictures, {because} it helps them/a grasp the concept that 

the picture has a particular sound that hegins with letter A, B, or C, and the word, and 

its name," (Table 5.4 Teacher IA) In Garcia's paper on low achievers it was found that a 

similar need was required where, "teachers in Latino language minority classrooms 

organized instruction in such a way that students were required to interact with each 

other utilizing collaborative learning techniques, 10 
•• (Garcia, 1991, p.3). 

Example Four 

A male teacher in grade four (Table 5.1, Teacher 98/C), used a liste11ing method, to 

empower the students1 understanding. In lesson B. he explained the lesson, and gave 

examples to the class before the lesson, so that they would understand the writing 

comprehension task. In lesson C he read a story while the children listened. Then he 
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questioned for understanding before the children read and began the written task This 

approach is also utilised on Pulap Atoll where "lfaluk islanders believe that socially 

acceptable behavior, obedience, and learning depend on listening and understanding," 

(Lutz 1985:61. cited in Flinn. 1992, p.53). Solomon children principally learn and 

understand how something works by observing, imitating, and doing, while listening. 

Listening is practised when attending a Gwaungai and teachers can easily have that 

traditional authority role. "In the 1940s and 1950s, salaries for local, teachers were 

minimal, teaching was seen as a calling, and local teachers were regarded as Gwaunga'i," 

(Watson-Gegeo & Gegeo, 1992, p.l6). Even in Aboriginal societies there is a need to 

listen. Harris (1987) reports how "parents train their children [to listen and] not to ask 

questions," (Harris, 1987, p.51). 

In lesson B he used a .~kills objective for his lesson, though from a situational structured 

syllabus. These were all fulfilled in the students' writing samples (Appendix 5.1.4). Even 

though a synthetic syllabus is used, understanding is acquired because of the teacher's 

ability to use an appropriately formal style of teaching, with those kind of children. This 

reflects a similar situation in Japan where, "much current practice ... is still characterized 

by the construction of isolated sentences to reinforce the teaching of grammatical 

structures, by the use of models for controlled parallel production. And the instruction of 

composition is still dominated by product oriented view of writing," (Kawakami, n.d., 

p.l2). However Teacher 9 also utilises a free v«iting objective while using a philosophy 

of inducing understanding. Kawakami stresses a need for this kind of mix in writing 
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pedagJgy, skill-getting and skill-using levels of writing continually being utilised 

Pennington ( 1997) found that AsianfPacific teachers arc perhaps forming 

an adaptive behaviour in developing new orientations to the teaching of 
writing These may represent neither Asian nor Western approaches and 
neither the process or product Rather, they may be new kinds of 
compromise positions or unique outcomes of the current demographics of 
teaching English in the AsiaPacific region, formed a'i deliberate or 
unconscious synthses of process and product clements, (Pennington, 1997, 
p.l40). 

This method is influenced by the amount of fluency in the teachers ability in speaking 

English. The teacher senses a lack of fluency in his English language and says "Yes, 

everytime, we need further training in English if 1 want .wudents to be fluent so must !. 

71Jis is a major problem, n (Table 5.3, Teacher 9). Coordinator One also said "What/ see 

is that training is needed apart from grammar . ... What we teach is something that will 

stuck for lifetime in children. If we try as much as possih/e to teach it out we teach the 

wrong things to the children." That is, unless the teacher1s fluency has correct forms 

embedded in it she/he will teach the wrong grammatical structure, or more likely the 

wrong ways to use it. This lack of facility in English is not the fault of the teachers, "in 

1978, for example, it was estimated that 30% of primary teachers were untrained and an 

additional 20% partially trained .... As of 1987, Fonn 3 schoolleavers were still being 

posted as teachers to rural primary schools withDut any teacher training," (Watson-Gegeo 

& Gegeo. 1992. p. 17). 

Teacher 91s underlying belief that led to using this method was to induce understanding 

by teacher example. He believed that formal instruction was the good method (Table 5.4. 

Teacher 9B). and that it was the good method to write good English (Table 5.4. Teacher 
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tlC)_ The Chvaunga'i teacher role is achieved. "through demonstration~ of cultural 

knowledge and appropriate behavior, and they arc expected to model key' cultural 

,·alucs." (Watson-Gcgco & Gcgeo. 199:!, p. I I) This traditional teacher role reflects the 

expectation of the tcacil-cr role inuppc~ grade primary schoolteachers, especially f(x male 

teachers. whereby the teacher induces understanding.· through demonstrations of their 

expert knowledge. 

Summary 

The core variable "empowering students in 'un~_erstanding1 to write in EFL". emerged 

from the four theoretical constructs which are: the methods, educatiOnal objectives, 

operating conditions. and underlying philosophy. The four examples above exemplify how 

the core variable is common to and explanatory 9f all the methods chosen by the teachers. 

Beyond the above four examples others can be cited. Teacher 13C emphasised the need 

for understanding using a conversing method for initiating understanding. Teacher 7C 

enabled understanding by providing in an experiential method, what Harri~( 1987) terms 

'content process crossover' enabling understanding through talk. Teacher I A engaged 

understanding by a practising method, and Teacher 98/C empowered understanding by 

using a presentational mode that is the listening mel hod with success for all three students 

in fulfilling the writing objectives for both lessons. (sec writing samples 5.1.4.a,b,c). 
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In vil'W of the above varict\' of methods, l1rabhu's suggestion that teachers have: a 

personal cunccpttmlisation of their teaching, arising from past cxpcricnrt:s. can he taken 

as true_ They arc allCctcd b~· exposure to methods \ .... hilc training, from encountering other 

teachers actions or opinions. and their own parental experience. These cxpcricJH:cs and 

beliefs influence diflCrcnl teacher's diiTcrcntly. resulting in a varied concept of how 

tciching and learning should take place. "It is what may be called a teachers se11se <!( 

plausihili(v about teaching.,. (Prabhu, 1991, p.172). li is abundanti)' .clear that plausibility 

\'aries exceedingly since it is related to the complex of the individual teacher's experience 

The idea of plausibility is common but what is plausible varies. The core variable of this 

study being grounded in the data does not vary in itself. ·Empowering student 

understanding' is the single key which unlocks the barrier to student progress The way in 

which a given teacher enables student understanding vades in precisely the way which 

Prabhu suggests, hence the usual broad range of classroom methods which one might 

have expected. But the core item "student understanding'' is finn. anchored as it :s in the 

broad ground of the data. 

These results therefore reveal a singular fact~ a variable truly at the core of what ·is done 

by teachers. It is common to all the reported methods. Right across the spectrum of 

varied teacher and student surrounds in the Solomon Island EFL classroom. the core 

variable holds good 
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Chapter 7 

CONCU:StON 

Five major conclusions may be drawn. one from each of the four major constructs plus 

one from the core variable These constructs arc- The \1ethods, Educational 

Objecti\'cs, Operating Conditions, Underlying Philosophy, and the core variah!c is 

llnderstanding. Following these conclusions arc statements of what is indicated for 

fi.Jrther avenues of research in the area of this study. 

The Methods 

T11ere is no one best method. The teachers' methods are not unlike Penningtons ( 1997) 

Asian/Pacific teachers product/process combination approach to teaching EFL writing. 

Like the Asian teachers. though. Solomon Island methods for teaching writing are more 

product than process \Vhere prewriting or brainstonning arc immediately guillotined by 

the writing stage. Though a teacher's "sense of plausibility" may reflect the ultimate 

choice of what will work, the choice of method may be related more to a desire that the 

student gain understanding. Behind this, and helping to drive it, is parents limited 

expectations of what success means. Since the national school entrance examination 

requires only writtOJu English, parents tend to disregard the fluency in speaking EFL, 

which would aid development of written language. Teachers must make up the lack, and 

by many oral means they promote understanding. The key to the success which is 

achieved lies more in the attention given to the core variable than in classroom method 

selection. The Solomon teachers selection of successful methods show a varied sense of 
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what is plausiblc.'hut the key to their success in using the methods is their meeting of the 

student's need to gain understanding. That alone is the true common variable 

Educntional objectives 

To take students from where they arc and to get them \vhcrc the synthetic syllabus directs 

them to be taken. a structure of linguistic brick has to be bUilt. Sd!.}lething must help them 

build. for clearly some (though not all) are succeeding. The way in which teachers in 

Solomon Islands apply their classroom methods is shown to promote student 

understanding. and it is this which is revealed as the vital cement that holds the \Vall 

together. To change the metaphor, it is also a key allowing stl.ldcnts to unlock a gate into 

Nunan's ( 1998) organic garden. where learners grow at different times according to the 

surrounding climate. Teachers' sense of plausibility tends to make them favour certain 

methods in a given surround, but this study reveals that the varied 'se~~es of plausibility' 

that drives method selection can be further synthesised to a single key of empowering 

understanding. With the understanding, success is achievable no matter what the surround 

is. This is relatively independent of. but closely geared to. achieving any given educational 

objectives. 

Operating Conditions 

There is no doubt that much mechanical teaching, where a method proceeds in isolation 

to the surrounding factors categorically following the procedure given (as opposed to real 

teaching) occurs in Solomon Islands. That is: procedure takes precedence over operating 

conditions, such as whether to utilise group work because of its advantages or simply to 

follow the synthetic syllabus procedure and go ahead a~ a whole class. Clarif~'ing English 



in Pijin is seen as nn absolute necessity, hut codc~swih:hing could hc cmpha:-;iscd more. 

making less or a stark choice hctwccn English 01' l·:nglish-ami-Pijin TCih:hcr'~ 1.11 

fluency itself places real limits on how the children learn EH. writing \·1atcrials u~cd :m: 

not as stimulatinu as they could be hut teachers arc cndca\·ourinl! to c.lo what thcv e<tli 
0 - ~ ' 

They have. as Prabhu ( 1990) suggests. a sense of plausibility which takes into <H.:count 

!u.1w their teachin~ le:.!ds to desired learninu \Vith a notion of causation that has a mcosurc - -
of credibility for them. I! (Prabhu. I C)C)Q_p 172) 

Underlying philosophy 

The core variable is perhaps nowhere more powerfully shown than when it arises from 

the teachers' underlying philosophy, where the relationship of the teachers to the students 

is also most strongly evident The common categories of student im·olvement. interaction. 

and inducing understanding are the practical expressions of real beliefs_ These probably 

reflect cultural teaching/learning strategies, such as the fa'amanata'anga discussions 

reported by Watson~Gegcl1 and Gcgco ( 1992). Inducing understanding certainly 

predominates as a belief. Interacting succeeds, for all abilities, but it has only been utilised 

by the minority of teachers. The teachers stated clearly enough their practical beliefs as to 

why they chose the classroom methods. but underlying these varied beliefs, and seemingly 

quite unconscious. is a common perception of the student as one in need. and that need 

being to gain understanding. All the teachers' methods arc engaged using this underlying 

belief that unless understanding is acquired the teaching objectives cannot succeed. 
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Core \'niahl!' 

Empowering students' undcrstanding provides a key li1r Solomon Island tcw.:her!. to open 

the wow l~u- students to pass fh11n 'rncdranical' writin~ to 'n.•al' \\riling The 'notion of 

causation' that may be required is li1r the Solomon Island teachers. helped by rescardwrs 

and the Solomon Islands Education \linistry. to make this core variable more explicit II" 

we know that empowering understanding has such an important place in our historical!\ 

successful strategies. we ourselves arc empowered to use the key to model our 

philosophy. our teaching approach. our classroom management. and our lc!.son 

design/methodology to achieve the best we can whatever our resources may bt.: \\'hat 

Solomon Islands teachers do. which is not merely to achieve their own success hut meet 

the need of the student. is to empower the student in understanding to write in EFI. 

Future A\·enues or Research 

There is a great need for 'real' EFL writing in the situation under study. The present 

synthetic syllab·.1s 'Pacific Series' ( 1967) restricts this. The gradual implementation by an 

overseas team of the 'Nguzu Nguzu' ( 1997) analytical syllabus moves towards an 

integration of the four literacy modes. The Solomon islands Education Depanment 

requires integration across the curriculum such as Mohan's model ( 1987) proposes for 

purposeful writing. but no practical support has yet been given to enable Solomon Island!\' 

EFL teachers lu accomplish this task The Solomon Islands Education Ministry in seeking 

to update syllabi has received "funds. . from the ROC [Republic of China] government 

for the development of the Primary education programme which would invoh·c rc,·ic,,·ing 

and printing. of curriculum materials relating to science and agricullurc. cornmunitv 

studies. physical education and expressive arts." (Solomon Star. llJ9X p2) According tn 
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Coodinator One. and my 0\\'11 past observations, a language-content curriculum is 

considered desirable by both I he iv1inistry and a majority or teachers but presently poses 

an impossible task for the EFI. Solomon Islands teachers already struggling with tlw 

English Syllabus 

If knowledge of the core variable revealed in this studv is to greatlv benefit the Solomon .... - ~ . 
Islands teachers. it has to be translated into explicit classroom action. This has to happt:n 

in the context of implementing the newer syllabus. as well as addressing the EFL 

environment which affects both the teachers and the stuDents_ Action research ~lay be a 

profitable approach by which to implement Mohan's ( 1987) model in order to integrate 

subject content and language processes. and so promote progress to 'real: EFL writing in 

Solomon Islands. If in so doing it specifically encourages lesson designs where student 

understanding is empowered, together \vith appropriate use of helpful cultural leaming 

modes based on familiar societal relationships. it will be likely to have a greater success. 

It ought to be noted though, that research into ways in which these issues can be 

addressed in classrooms will be but the beginning of what is likely to be a slow process 

towards improvement in English teaching in Solomon Island Schools. While possibly a 

long and involved process. that can only be regarded as a worthwhile calling for those 

who may involve in it. 
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AI'I'ENI>ICl~S 

Tht: handling of large amlH!nt.o.; l)r ct1dcd verbal data in this study has led to 1 he u~c tlr a 

number system tOr the appendices which mimics exactly to the numbering ol' the te.xt 

sections. There is therefOre no appendices 1 ,2,3, since chapters 1 to ] require no 

appendix. Appendix 4 relates to chapter 4; Appendix 5 to chapter 5 

' Data collection 
4.3.1 Data coll~tion instmmcnt 
4.4.1 Time frame for this project 
4.4.2 Belief sheet 
4.4.3 Ten major findings 
4.4.4 Workshop comment sheet 
4.5.1 Example of one compuntctiscd report file (Teacher 9) 
4.5.2 One page sumnml)' of the report file data 

5 Full list of data incidents 
5.1 The Methods: conversing, experiential, practising, & listening 
5.2 Educational Objectives; skills, comprehension, & !fcc-writing 
5.3 Operating Conditions·. participate, clarify, fluency, & stimulate 
5.4 Underlying Philosopl1y: involvement, interncting, & inducing 

The Writing Samples lllustratinl! the Methods 
5.1.1 Conversing Method writing samples (teacher I 3) 
5.1.2 Experiential Method writing smnple (teacher 7Cl 
5.1.3 Practising Method writing sample (teacher I Al 
5.1.4 Listening Method writing sample (teacher 9Bl 

The Writing Samples IUustrati.n~ The Objectives 
5.2. J SkilJs objectjvc writing sample (teacher 3A l 
5.2.2 Comprehension objective (teacher 168) 
5.2J Free writing ol~jcctivc (teacher 9C) 

Jlagc 

123 
123 
12~ 

1.10 
131 
1J4 
136 
DS 

139 
139 
14~ 

146 
· .. l.'il 

157 
157 
160 
162 
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l>ATA COLLECTION INSTI!IIMENT (appcudi., 4.J.I.:t) 

INSTRUCTIONS 

I •. Please describe your classroom and the l ___ ··-· __ resources avaUCJble to you. 

----------

2. Choose THREE of your most successful 
methods for teaching writing, 

and thlink of them as method A, B, and c. 

For lEACH method: 

Explain YOUR belieil's that hawe led you to use it. 
Expalln any problem"' YOU have had in usins it. 

Describe a "lesson" or "unit" that uses lit. 

:1. For lEACH method: 
provide 7HREE student writins samples, 

f!rom the "les~on" OR "unit". 

* the three students should be 
the same studel'!ts, for every "lesson ... or ··unit". 

* please do not correct the students· work. 
(write what it says on the back, IE unclear), 

* staple the wrlitling samples, 
--~~--:th~--~-~J.I!C~ ~t--~-h~---~-~~~-~~- t~~~ repor•t F~lc. 
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I>ATA COLLECTION INSTIHIMENT (aJ>J>cndix 4 .• l.l.h) 

4. Please Fill~dn the bor.cs below. 

The THREE students should be from families 
~n whlich english lis not the mother tonsuc. 

DO NOT GIVE THE STUDEIIIT"S IIAI'IE 

r::s::;Tu:-co::-E:oN'~T'--1: ABOVE-AVERAGEWRIT-IN-G "Asll.ITY. 

Place of birth: Age: (male/female) 

Useful background information: 

' 
~:;;:::;~;;;;;~======--=J 
STUDENT 2: AVERAGE WRITING ABILITY. 

Place of Birth: Age: (male/female) 

Useful background information: 

~S~T~U~D~EN~T~3:~BE~L~O~W~-=A=V~E~RA=G~E~W:R~IT~IN~G~A~B~IL~ITY:=.==~·~ 
' 

Place of Birth: Age: (male/female) 

Useful background information: 
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llATA COLLECTION INSTRUMENT (appendix 4.3.1.c) 

My Classroom 
& Resources 

Please describe your classroom and the resources available to 
you, (include a classroom photograph, if you want to). 



DATA COLLI:CTION INSTIWMt:NT (appen~i> 4.3.1.~) 

ME,.HOD A 

--~~------ -

I Time taken for "this lesson" or "this unit". I 
! 

·--·-~-"----- ----- -- -- - - --- -- -- I 
----·--- ·---- -----, 

Describe the specific objectives for "this lesson" or "this unit". 

Describe how you organised the students in "this lesson" or "this 
unit" (whole-class/ group-work, etc;). 

Describe any materials you and the children used in "this lesson" 
or "this unit". 

- - - --·-·· ·-----~-

--~--

List any languages including Solomon Pijin, that you and the 
children used in "this lesson" or "this unit", and explain why. 

---------- -- ---- . - - - -



llATA COLLECTION INSTI!UMI:NT (nppendix 4.3.1.e) 

MEYHOD A 

PLEASE DESCRIBE THE STEPS OF THIS ""LESSON"" OR ""UNIT"" 

In each step, try to explain how YOU behave to the children, 
& how YOU allow the children to behave to you & to each other. 

--·------------------- ---------

Please use the other Slide of thlis page, lit you need more space. 
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DATA COLLECTION INSTRUMENT (appendix 4.3.1.1) 

METHOD A 

Please explain YOUR personal beliefs about teaching, 
that have led YOU to use this method. 

Please explain any PROBLEMS you and the children have had, 
in using this method. 



1998 TIME FRAME FOR THIS PROJECT (appendix 4.4.1 ) 

May 

11 

18 

25 

June 

8 

15 

22 

MONDAY 

Pilot Report File 
returned 

TUESDAY 

12 

19 

26 

16 

23 

July 29 30 

13 14 

20 21 

27 Report Files 28 
returned 

Augu 3 4 

10 11 

17 18 

24 Data Analysis > 25 

Sept; 31 Data Analysis > 

Oct; 

Nov: 

7 Data Analysis > 8 

28 Results summary 29 

5 Letter of finding 

faxed to teacher 
12 Teachers 

Wori<shop 
19 Write method & 

literature on It > 

6 Wrtb> method > 

13 Teacher comme:n 

faxed back to me 
20 

26 Write lntroductio 27 
& bealn results > 

2 

9 Dialogue 
to check theory 

3 ll.nalyse worksho 
data 

10 Analyse 
dialogue data 

WEDNESDA 

13 Thesis Proposal 14 
Presentation 

20 21 

27 28 

10 Submit proposal 11 
to examiners 

17 18 

24 25 

15 16 

22 23 

29 30 

12 13 

19 20 

27 

9 10 

30 

7 8 

14 A nalyse teacher 15 
comments > 

21 

28 

4 Write literature 
& framework > 

11 Write results 
& discussion > 

22 

29 

12 

16 Write ab$ttac1 

& conclusion > 
17 Submit to llbraria 18 19 

23 Proof read & edit 24 
Thesis 

Dec; 30 Submit 3 unboun 
thesis to HDO 

8 

14 15 

4 thesis pages 

25 26 

10 

16 17 

.. 

THURSDAY 

Proposal 

~~roved 

FRIDAY 

15 

22 

29 

12 

19 

26 

10 

17 

24 

31 

7 

14 

21 

9 

16 

23 

30 W orkshop tape 
& notes returned 

13 

20 

27 

4 

11 

18 

Sat/Sun 

9-10 

16-17 
_1_-

3(1,.31 

6-7 

13;14 

~21 -

27·28 · 
~/\,c:,~i -

12-13 



liE LIEF SIIEET (liJll><'mlix ~.4.2) 

ll(e;~sC' fill in tlu• follnwin)!. t'\pl:tinin~ :w~· ht•l1•ifs ;thuut tt·:u·hing LFL \Hi tine.. 

Perhaps tht•t·t• is !'>onu•thinj.! fur·tht·t·tt.:tl you did not think to wrih· in ~:uur r<'purl 

lilt'. 

M ~· n:uth' is . and I :tm <1 Sulnmon hlnnd tt•Jtdlt'r. 

1. I belie\'e that the childn·n in my chtss learn to write h~· ..... . 

2. I belie\·e ..... 

3. I believe •..•.. 

4. I believe ...•.. 

5. I believe ..... 



l'EN MA.JOR FINI>INGS (appt•ndi• 4.4.3.a) 

I. I haYC found that your students' rousrionsncss of errors, hinder.; their writing 
,,~_,...Many teachers in this project fed that children who arc conscious or their cnors in their 1 

writing (spelling, or punctuation) will not try, but hardly write mrything \Jsua!ly thi~! 
happens to thi.! below average students 

.~,·Several teachers in this project fed that children need lots of oral practise in reading.] 
spelling. using nouns etc, before writing, tn activate this knowledge lirst. hut hc!ow average I 
students still find dillicu lty because t h,_J arc conscious of making crr1rrs 

LU If tit~-"'~ things arc true in your da.H, in what ways tlo you try ro Jrelp the .\1uwer/etlrncr.\ 
owrcome their consciousness of (spelfinglpunclutltionAcntencr con.\'lructinn) e"or..? 

L__-~~-~---~- ~ ·---~ --- ~-

2. I have found that your limited resources prevent students understanding new topics. 
•"-•"Five out of eleven teachers in this project believe that pictures arc irnponant in activating 

thoughts and comprehension of new topic, before children write, but not many pictures arc 
available to them. 

;Y'Somc teachers in this project sometimes don't teach a abstract topic because they cannot 
get the resources necessary to teach it. Without the hands-on materials the children will 
very likely not understand the concept, and not be able to write about it. Many teachers;' 
appear to like using reading books but four to five students have to share one reader, also I 
flashcard games have become old and comp!~te\y worn out, some unusable. Every teacher I 
in this project uses the blackboard most of the time for wholeclass panicipation, so that I 
children can at least sec and gain some understanding of the topic, before writing 

ffi If tl•esc tlti11gs arc true in your cla.H, what additional (cheap.') resources coulrl he 1 

uti/iser/ to impro,•e tltc teaching of writing in your clauroom? 1 

~----------~-~- ~---_] 

3. I have found that some of you believe that your students mu.£Uistt•n to write well. 
6V'Many teachers in this project believe that their students must listen to gain understanding 

about a particular grammar fonn (usc of apostrophes, punctuation, sentence construction), 
and to pass the national high school entrance examination. Children !TI!!.hl listen and not 
interupt the teacher. Traditionally in Malaita- Solomon Islands, even though their arc elders 
(brwaunga'i) of kin lines and elected village chiefs, decisions are made consensually The 
gwaunga'i are expected to be leaders in cultural knowledge and appropriate behaviour. and 
arc respected for their knowledge more than their ability to argue or persuade ~ 

ill lf tlrese tlu'ngs are true in your class, do you lta!•e a .~talw; like gwaunga 'i itr t/u• eye.\· of I 
the c/riltlren in your cla.u, where the sturlent.~ listen to your rea.wnilfg about tlsc topk or i 
f:rammar e.~:erci.{~, to gainundcrstandinf: ott lww!what to writ£•? ~ril·.~criht! how. · l 

1 I I 



TEN MA.IOI! FINlllNGS (all(lrndix 4.4.3.h) 

i .f. I h:l\'e fuund 1hai.~UIIH' ufp111 nlllsitit'r writin~ to h~ mort imJwrtant I han ~pr:1kiug. 
i . · · Sl·vcral tcaChl'rs in this proJCCt hclicw that to he ahlc 1o write ami read 111 l·.ngh~h. I\ ~ccn 01\ <trl 

i Ullportant step to prngrcs' for 11 Solomon hland child Whcrca~ the correct \pcakmg of 
English is not SCl~n as importaut. c~pccial!y by pall'llh. who Willi! then children tn pa~\ llw 
written Nattnnallligh Sdmol Fmt;mcc E:-;ammation 

' ,_ . .i If tlu·.~c thi11g.'i un• mu, hmr ~~\Nmil•r• ;_, thr• lad, oj f'llr<'llflll \llf'flllr1 in \flc'll/..inJ: /:'nJ:Ii\11? 

: 5. I han• found that you hrlit'vc discussion/questioning are needrd heforl' "ritin~;. 
-~-- ~1any tcadtcrs in this project strongly believe that lots of student free/open !!IOUp di,cu~~ion 

(some artlti!ld rolcplays) about a lopic or story I'> necessary hcforc \H!IIII!! It rnvnhl·~ 
everyone in understanding English forms. such a~ ~entcnce con~tnJCtion and (lllllprclit.'ll'iion 

~ exerCISCS 
I .... ·One teacher in this project emphasised student questioning <t' nl!ce~~ar; tu <Ktrvatc tilL· 

I students imagination on a topic before writing 
[ .... ·Some teachers in this project strongly believe that teacher led talk. teacher led LJUCStioning. 
I and teacher examples arc best for motivating students and cnmmunicatmg r.:orrcct fnm1s of 
1 punctuation and sentence construction Teacher led discussion is also easier to control than 

-~ student group discussion 
CJ If these things are true in your dass, t"att yuu explain why ymt prefer 'teacher fer/~ 

wlwleclas.~ discussions!questionin~:', or, and •.,-t,dent group tliscussion.Vque.\·tionin~'? ! 
-- -------- -------------

------------
6. I have found that your student discussions may be like "fa'amanata'anga". 
,;t,-"Many teachers in this project usc group and pair discussion_ This discussion appears to be' 

like the traditional Solomon Island- Malaitan learning, called '"Fa'amananta'anga"' which is n. 
direct and interpersonal way of teaching using a discussion. ·and reasoning through! 
question/answer It also use~ cause and consequence (if/the) arguments, rhctmical questions .. 
and sequenced ideas, and comparism~contrast. It assumes that the child has prior intelligence. , 
knowledge, and only needs to be given a sound reason for doing something : 

ffi If tit is is true, do your stude11ts' rli.~cu.uion.{ take place in a traditional Solomon Island i 
manner, like ''fa'amananta'an~:a" -('.{/taping the mind'), hy reasrmin~: and talkin~! 
around tlte topic, to clarify tlte writing task he fore the studellt can perform the ta.{k? 1 

17.~(~~-~~d-Jik-~-to k•~ow irthcn' ar{' any other tmditional ways orlraruing th:tt ~·ou usl' . 
. .:.-·Perhr..ps there arc some Solomon traditional ways orlcarning that arc used in V1111r dasswnm. 

j or other primary schools, to develop Solomon Island children's 11nting, th:1; haw not hn·n 

I
. mentioned I would like to knnw what they arc ilnd how you US\! them in tl'<ll"hing writmg. ,n 

that othl!r teachers. tc;H.:Iling 111 Sulurnon [~lands IHlU!d bl! abk to teach Solomon Island 
! children better 
: : ... : lf.w, ca11 you ph-11.~~· rk.wrihe /ww you 11-H' l/u•s1' inlf'IIChiiiR writing? 

I "' '-



TEN ~JA.IOR I'INlliNGS (aJIJI<ndi' 4.4.3.c) 

iS, I han• rouml lh:1t !('achrr <'lfll:maciom and .~lud~nt clhru~\inm an· in l'ijin . 
... ·AIItcachcls in this project except one, say that they have to tcpcat their bson cxpi;Hwtconlll 

Sokm10n l'ijin, otherwise the students will not understand. due''' !he SIIHknts' lack IJff:ngl1~11 
grammar I:FI. theory agrees that the first language of the student~ ~IHHJid he used af,,ngsidc 
the foreign language {I \...nnw that l'ijin may be a s!Udcm~· 1lnrd or til\nlh language hilt lilt 
now we will call it tht.'lr first language) It ha~ tint !Jccn mad..: clear liti\\C\CI 1ft he scudcnt~ J(.,,l 

speak in l'ijin during discussions or arc nwdc to usc only l:ngh~h all !he !nne m a wrnnw. 
lesson Perhaps the i'ijin speaking cause~ the errors m the ~t11denh 1~11111\,1!. as the 1~1111nc 

samples sometimes show a Pijin word order not a English word ordl·r 
i l.l/f these things are tme about the ll.'ie of Pijin hy hotlt letJdur.\ 1111d 1tlldt!t11.\, u•lwt arc the 
: main rl.'a.mn.~ filr tld1· nl!ed? 

9. I have found that your writing lessons arc mostly es:errists from your trachers book. 
c~j'Every teacher in this project has 30 minute writing lessons Perhaps this is due to Education 

policy, School policy, or your teachers English book 
I "'··"Several Solomon Island teachers in this project, feel they lack good English f:,'Tammar skill~ 
I themselves, and therefore find it hard to teach their students the correct form of English Tht:y 
1 have to rely on structured grammar exerCISes (punctuation exerc1ses. 

shorten-sentences-with-apostrophes exercises, sentence construction exercises) from their . 
teachers English Book, that the children may soon forget If they let the children learn 
incidentally from writing stories, reports, procedures, recounts, & expositions, perhaps the 
children will not learn the correct fonn of English. There were ten stO!)' & report writing 
lessons out of thirty-three lessons taught in this project, all the rest were grammar exercises 

Cl If these thing.{ are true in your teaching, can you explain which you cmuider a.~ mort' 
important in teaclring writing: out-of-contv..1 grammar l.'.urcise.~, or punctuation flml 
set~tence constmctimr learnt incidentally in a stOIJ' or report? 

10. I have found one teacher saying, that SI teachers· need English ~rammar training. 
W"'One teacher in this project believes that an answer to the lack of English grammar would be, 

training in English Grammar. If Solomon Island teachers really do lack fluency in English (good! 
grammar skil!s) · then English grammar training is needed for each teacher, so that they can ; 
teach English fluently. Not having to rely so much on structured teachers English boo!-. 
grammar exercises, that seem to be quickly forgotten by the children 

L~.!~~~~-~s~-~litt,~s _ar~ _tr~~· _c~n -~JU expltzin w/wt yoll tir;,rk ahout this:' 

'
" " 



WORKSHOP COMMENT SHEET (appendix 4.4.4.a) 

I I. I ha,-c found that ,-our student.<' consciousncM of crron, hinders their" rit in~. 
lO If theu things a;e true in )'OUr class, in what WOJ'S do rou try to help the tlnu..:r learners m•t.•rcomt• thdr 

nf {spellinf:/puncfuutinnlft:nlen cc con .flru ction) errors~ 

cun.u·iou\11• '.\S l 

2. l have found that your limih~tl resources prc\·cnt students undcrstandinJ.! new lOpic~. 
m If these things are /r u e in )'Oitf" cfUSS, wftaf aJJitionaf (eJreup!) f"f!.~OUrt'f!.\ COtlftf hf! Ufifist!tf f fl impnH' t' fJ.t: II';IChinJ.: of 

uTiling in your c lu..uroom? 

J . I ha,·e found that !lOme of you believe that your studcoh l!!l!.U.lUI~_Q to write well. 
m /f t/tes~ things are (rUe in ) 'OUr cfass, do )'OU have Q statUS /ike gwaunga ' j in the t:l'#!S of the chifJrcn in .fOUf cfasS, wJwrc 

the students listett to )'Our reasoning about the topic or grammar exerci.fe, to gui11 uttderstaudinJ.; on holt'/whut Ia HTite? 

-descrihe how. 

4. I ha,·c found that !lOme of ~-ou consider writing to be more important than speaking. 
ffi If these things are true, h uw extensi•;e i.r the lack of parental support in speaking Engli.<h? 

5. I have found that you bclicrc discussion/quest ioning arc needed before writ in ~. 
W If these things are true in ) 'OUr class, can )'OU explain wiry you prefer 'teaclrer let/ wholeda.c.t di.•<icussimH.Iqul=..'i:lionin~; •. 

or, and 'student g roup discus.tionslqutti1ioning'? 



WORKSIIOP COMMI•:NT Sllt:ET (ap(lOIIIIi.t 4AA.h) 

it., 1 h>~f found th•l ''""' otud(lll di..,u•.ion• '"~' I H.' lil.c ~h'lrnJniU'•nJ:•R· 

I LJ lftlti• •• ''""· Ju : .. ., .. , '>lud•Ttfl' J;,.. ... ~ .. ·,,, ,,;,~ piU<'<' ;, "tr<tdiliung/ s"''"""" """'of'""""~'-'"" '1a'umunttntu'un~:u" 
·('th!lpin~: tlu Mit~d'), hr ,,.,,.,,;,/: omJ /ulloin~: "'"'"'" thr ,,,.;,., '" ,·/arifr th.- u~ilinr la•A hrforo' lhl' v .. Jmt ,.,, . 

! l'•''/"""rlrrfu.,A.• 

7. I "ould lil.e to kno" if thtrc • ..., Mn~ nth..r tudition•l ".,,of lurnine th•r ''"' ,...,_.. 

LJ If"'• '"" JWu plr"'"'""-''Tihr• """' .1""' u•rlh<'"' ;,. ,, • .,,·lrint: ""iii" I:~ 

r----,--,--~--·---- --------·--· 
8, r haH~ fl)tlnd that tucher c1planation• and studcnl diK11nimu ·~in Pijin. 
ffi lftheH thin(:S o.rt trul' oboul Urt: uu <>{ /'ijin b)' bnth l<'acht'U .u~J studrn/J, ,.ftllt ar.•thc m110'11 rra<~>nsfur tlot< t~eo•J.' 

--------~-----------····-------- ----- -------.-------- .... ··--19. I h••·c round lh1l }'OUr "·riling lnwns 1"' miHIII ncrci~s from }'OUr teat hen book. 
111[ 1/r~IIC tltlng!l IJU tru~ in J'Oilr t~aclring, c<1n )'Qil up/ <lin wlrirlt you ronJUkr "-~ mou im,oor1unl in I<'<ICirins: hTitinJ:: 

out.,.f«>nt.-.rt J:T<ImltUlrau<'ilrs, or pun<1u<ltion <IIHIIICtll<'nct' ronftru<;tl'on frarnt indd~mulf}' in" ft!IIJ' '" rqmrt.' 

10, I haH found one tca(hcr sa~in~, I hat Sltuchcn nc-c:d t:nglish gr~mmor tuinin~:. 
m Jftlrtt.~ llrinJ:!l <lrt! true, ntlt J'fl" cxp/ujn wlriJI_I'f!ll think about /hi .•. • 



EXAMPLE OF ONE COMPUTERISED REPORT FILE (appendix 4.5.1.a) 

Teacher 9 

My classroom and resources 
This class has 40 students in the class and all the students arc comi f -
en !herr own mother tongue_ The official language that we s eak it in ~TIC rom drf1crc~t rslands In the Solomons_ They all speak different language-, 
available in the class for teaching like chalk, charts. text bo!s and class rs Prtm English and English. We uscmainly the resources that or< · 
students learning exercise from any materials that arc a a I hi . t~cwfpapcrs . Thrs class four or grade four rs a literacy trral class where 
her them in hand_ v I a e en re c ass. All the methods used arc comrng I rom the hooks whrch the tr.~ ch~>: 

METHOD A 

Belief My personal beliefs for using this method is tha~ the method is good because it includes the whole class. and makes the students tal• 

openly in the class_ 
The method is used for the student to understand the language and familiar with the given report and speeches_ 

Problems The problem is only a few people arc our brave to talk and share idea. The problem with this method it is too noisy with those wM <·· 
not give idea. The problem is not enough time for the whole class and group to contribute. 

Time taken for this lesson was 30 minutes 

Objectives The aim for this lesson is for the students to understand the sequence of tire story from all play. 

Organisation We usc the whole class and student make role play in their group_ 

Materials Chalk, paper, chalk, board, story, paper. 

Languages Solomon Pijin because it is easy to comnrunrcatc 

The lesson 
I. Teacher put the picture chart on t11e board. 
2. Teacher tell each group to look at their picture chart 
1 Teacher introduce the lesson to the group_ 
4 Teacher tell the group to role play" the story. 
S. Teacher make a conclusron to the lesson to the wlwlc class !36 



Exltmplr or one compuh•riscd report filr cuntinurd {appt·ndix 4.5. I .h) 

Tl'ltcht•r 9 

~.H I iiOD ll 

I1111.i' \Jkcn lnr llus less than 30 mrnutes 

1·Ll<NrJh reachers note lor (nghslr, clrrldrcn's pu~rls book, clralkboari.l 

~nguagQ,S; Solomon Prjlll because rl rs cJSy to understand IJy the chrldrr:n. a',·," I rr;r,l··,lr 

I.!Jc lesson 
reachers drd the cxplanatron of tire lesson 
Tcactrcr given example to the class before tire lcssorr 
Teacher slrm lire pupils work book and C!Hidrens ICCCIVC rt 
Chrldren's work by themselves 111 !herr own desks 

METHOD C 

Belie! I !JeliNc to this meUrod I lhmk rt writ enable lire sludentto wntc eood sentence and good English lanr,u~;cs 

Problems llrcrr are some hard words arc used 111 the story books. Some stui.lents don't wrrlc long slones lor llr·~rr stor)· 

I.rme taken lor this lessor~ was 30 minutes 

Obicclrves Thrs unrl make the ctrild think about the story he rc~d and nrakcslnm know how to wrrtc d1crr own s\,JIY 

Q[gar~isalion This rs a whole dass aclrvrty where children come togeUrer rn lrJrlt and sri at the front ollhc teJ:I:·~rs t.1!1lc rCJd wrllrthr I·'·~:· 
ami alter Ural ask question and answ~rs. 

M!tcrrals The materials used ur lt111 lesson rs rcadrrrg book, prcce of paper. clral~: and colour fur colourrup, Ur'' r· :lim~ lolr tll<~rr s!•U) 

Lili!Zl!i!l.~.~ Th~ languages \11at we usc urliHS Jc~sonrs Solomon PlJIII VIe use tltrs 1.111p,u.1f,l' lor l'lp:arrrru1: II!·' r.··.~rln s~ llut llie \lu:l·'' • :. 

undersland welllhe lessor~ lleforc dorne rt 

JJJU~sso_n. 
Teacher read lire rcJdrnp, story book lo the student 
1 eacher ask the qucstrons ahoutllre reildrur. IJOok read to I he student 
Teaclrcr ask lire stud.•nl to reJd the slury lrook tnr.ellr~r 111 tire ci,H'• 
I cadrcr told the chrldren to rcwrrlr! tirr~ sl11ry lollowrnr. till.' >lury l!ll') ro'.!·l ,,, .• , o:• :- -· 
Clrrldrcn wrrlr. tlreir own story 

I ' ' " 
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Teacher 
(4 IIVt. 

Oi.t· r..~~n_ 

le$SOO 
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Beoer 
Problem 
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JU(<..•-1 e 
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APPENDIX 4.5.2: A one-page summary of the Report file data 

METHOD A 

CM. precbce letters abc 
BB, ebc <han 

Pidw-es activate- letter~ 
But slow sts:: need practise 

SA grade one (whole JOmins) 
-C (l.c;vt:I\Jilll.w1'Vf'~Qf t v·~.x.-..u 

) )toS '{l::,l t •• -1 

em make Hfi:t'OCe'S m •oteP'By 
I cttr 88 sentences, oasnaua""' 

I ' 
Sts- 1f't'IOO~ so Ideas omsped 
Some \Wrters too sk>w 

5A grede tWO (WhOfe .30.mfns) 
No IJo..,. ,tiV 

~o .u:t~~Jo 

Chn, sU & Dslen to tclv then Wille 
Sbctcs & nbberbands. mau,. ,. 
Usten to undef'itnndfp&ss exam 
BU wortd>ook exetcise not ~ 

6A grade two (WhOle- 30mtns) 
To dd ")lll"'ll md...,lf~ 1t 

. ..-:. ---· ) 

T ctv: domo willie em is len 
Tt.:hr rm,nutal, BB. stooe. rnidnb 

;on , 

Tchr m&ft- motivate need to \lll'llte 
~on (:()Opf'ratton 

7A grade ltf'ee (Vl\fgp -45ffiins) 
T • , .. -1 

Tcl'r BB sen!ence 4 read stOC"J 
R .. d1ng books. nasllcards 88 

CM; thnkldlicOver own en~ets 
No problems 

9A grade four (wtlole/gp - 30fTJns) 
tf 

\.h'18T1 usea to f<Xe1X1Y story 
BB and•tory 

Op«o !AIIk to llfldem•nd 1of9;!1ge 
Few bnove to tal< & ~~ 

12A grade hve (whole -25min$) 
To read & tOITII>fehend poern 

...... -·'it;~ . f\0 1i,;ll 

studero( questlon.'discUS$ ~ 
8B and teacher 
~~~ JHII:.nr_.-'}, epce:w1J 
Chn. shore """' IXId"""andlll'] 
Buli1J2Y 5h, d~ no4 p•rt>dpate 

13A grade six (pairs- 20fl'Jns) 
Slv1rh n sents I.J l'lg 'tf'O- ro ,..... 
I It- 2- o':>_ .., no 11el'"l\l ~ _ .. Of'! 

Tchr, explajn usc of oposlccphe 
Textbook 
t 'ltl4 r n 
Foon examples - good gramm;or 
8lA confusion ~'hen to use 

14A grnde SiK(VJlOie- 3omlns) 
To liSe •postr"v rtfs corre1:-ttj 
1-)t:::.. :!-y<.:, :\-no -Jea 
l chr~ eXPia•ned & gavo &Xf'fl¥'ie 

Textbook 

Tchr-centrf"d most popular In S1's 
BIJ bt1oW &\le, sts; V.'OSk too sic'-.\• 

15A pre-schOOl <GrAndtV -1h0Ur) 
To con-:,nuo:.t o n .,.._ en s 

··- ·)'\;.!> 
em· say a ~. abotA each ptci'.n 
paper, penCil U'ts)"on. p.ornts 

Pictu'es actiVate sen: consltuct, 
Bd chn, aeam .mtrchr· •ocpla!n 

'Jv~ .. - 1 ... --.. r I• .. ~ 
CM, construct sont. addng JlOUlS 

Pencil 11. books 
> 

Games form6r moli\l'ates leommg 
Consc.louo;lle'fJ:s of errors hinders 

•' 

METHODS 

1B pre-scllool (groop - 3omins) 
IQ L LUI\.IU!S o C.Jjt }~ 

~i J'J. ••• 1 1.:0, 

Cnn match coloors & obJ<ds 
pJcture- &. colou match catd'fl. 

ManlptAali"'l ~ct• for lenmlng 
No problem 

3b grade one (whole- 30mlns) 

'" Read/discuss btg ~- noms 
Used b&g bO<»<' & ttashcards 

Free dis.t1JSSion -ewryone l!!rtm 
Ml.d\ eflort to g.t pamctpenon 

18 pre-schOOl (goup - 3bmins) 
I 

Chn <>I & look~ lsten Tchr _.r 
Boot!s 

Good teact>ong-good lea~s 
o;rr~CtJtt '"'em: """1cnow no4 f"'l: 

GB grade two (group-
0 •f, 'iJ.r W t."'NHrC 

t_, 
Chn In !J"oups pt'actic~ oraJ spef!ng 
Tctv nlitnual. BB. n&J.hcetds 

E 
Pet'f discusSion · better v.t1hng 
8ul difficut 'to cnedr on rndr\nOO..Is 

78 grade ltYet! cvrtlQie- Somins) 
To 

Teether BB ~·ons to reftd 
Ext-rese book & 88 

Must ad1vah~ poor lhintunq 
but dlff•ct.6tes 'Oith spel ng 

99 !Jlltfe fo\1' (INhole -300'\ins) 

T <1r; expoam now to con11nr:1 
r CIYIP'/Illlle~Lool! & B8 

fdv example best tOf c00"'1"1..C 
8lJt oriy daily exeretse. forget 

12B grade five (whole- 45mins) 
1 o v.nte 1'1 con"C.'it!fo;: story 
) -' '{.;, 

SttJdet't quc"'JliQf'· to I.JntltfStarld 
8B. h::~:~chcf, & pu::ture chart 
f n ( '1 
T chr-certred discusSion better 
BLi difficulty 1n spellng 

138 grade SIX (po1rs • 3&ntns) 
To e ptcs: to recourt s.t~ ry 

-~ J ~· 
em. diltCOs• f>tory. r-eadWQrdli'Sl 
Textbook 

Discus~ pies, actiwtes Ideas 
Dtfficuly in senfence seqt~Mdng 

Hs grade six ('hflore • Jomins) 
To u.,... J"'CS. to wnte e story 
1-)M ·elrnos.t ' ~ 11,..,., 
CM, sequence p:cs; to wrrte stcxy 
Use p,~cture chart '" textbook 

lndviC:Jual teech best tor st 3's 
Bu\ needs too much time to 'A1ite 

158 pre-schOOl (Wi'Jgr • 3&nins) 
foci.: !Of.l Sl~~ wr1te 

.. ..; . ,(,; 

Tc11r. t~ad ssory, em: d<Jcusi 
Pa~r. p!!nclt cr.,yons. pn1r( 

I 

Stortes adivate O'Ml story .,,,tJng 
Some don1 IXIdcrotarorl- no lsi en 

1 ,c~ - ui.h.-~ o ,H, 
Tdv/c."ln queshon & c::iSC'oln first 
Dttpends on ...n~r reacVrnattls 

• 
lncliv; teach ~st for fowhligh learnet 
SUI class loo noisy;: bad teacher 

METHODC 

1C pre-school tMe- 3&11lns) 
... o 1c ~lf7S~ · 1fl 

)L j • 1:.0 ;;,.e;d 

em 1st en & ma!ch ob!ms 
BB, counting chart, obJects 

Rtpelitlon •naN% momory 
BlA StAN confused about concept 

3C grade one (v.!lole - 30nins) 
To constru..:. , "'- :..;ntt, .c :oo 

,_ 
1 dY 88 sertP.f'l't:~s - e;<ptem piC'S; 

~B count1ng cnan Oll)ects 

"'· Pidu-es he\llo fmd vefb 
fe"N ~ lllQble to rr.ognizo vetb 

4C pr&:SChOOi (\JlO!e • 30JT1ins) 
f~o-., 

'"o:..: 
CM Is! e.., & match ob,ects 
BB. countmg chart objects 

Repehhon enables merno•y 
BLi sflf coofused eboLt coocept 

6C grade two (WhOle- 20min5) 
TorP~\.J • 'flt.;o.c; ..... "'es 

I ._ 1' d 

T clr' & c!v1 read word chan tog: 
Tchr manual. BB, sentenc:t chart 

' 
Read correct form better >...m~nc.: 
~s. mnke owr--no p1:per 

7C grade two (WhOle -30minsJ 

,., 
CM descr.be wnnt they ~e 
PdptofS 

,'?'. 
Lots of' 'M'ihnq practise 
No problem 

9C grade lou- (::tlole 3-mlns) 
TO·-"'n' 

,., ~ston & •roelch objects 
BB, coon<ong chart. O¥·~s 

i2c grade f1ve (\ZtlOie • 2omins) 
To \\Tile sent.s· 6. correct VJe ngs 
1 ;t .. "i" .i lL !d.!.J 

Tchr. expleln lesson. st: question 
BB a net tcachet 
-~t-1 •:" ~lmF-

TciY explan&tion & S1· Q\~stfon 
But ltd; e:xpOS'.I'e to tttemh.11'' 

13C grade six (YJl@e • 20mlns) 
To tmtJersfond I'T'Ie4tl1ng af ~ort 

V!<S. 

Chn; dscuss topic:. & Jead <>IOJY 
Readt'f 

1t 0 '-'If 
1 opic dSCU\S motivates wnting 
B!A sbN re!ldefS CSil1 c:etch up 

1~C grade six (WhOle- 3&nins) 
To slen to ~ory & amwer QUest. 
1 y'l... • 'llt ~ 

T clr'; reod story & qvesilons 
Texlbool< 

Usten:ng de~k>ps wnting 
But <hn ha"" J>'ob: woth spdng 

15c pre-5chool tWRili -35mins> 
Todevt.IOpv.'frt+nQS. ~ 
1._ ·Jc·< 
Chn. dlscuo;' ~~: ifldv Of81 report 
Paper, peoctl 1:-f'g)fCJJl~ Pl:Jint:. 

• t liMpn 
Taldng activate thOugN:s to 'M'ite 
SOC~ chn; can1 ntr.alf 

16C grade three (WhOio- 10ftins) 
To a-,.~ss .mat :>pef!ch d'W'tknoW 

'JC. - j<. r, ,I.A.;.I 

Ctwt 'N"lte fOf i Om1ns 01'\ any top.c 
Penc1is8.bool<s 

p.>SS:ble 

listen develop5 COIJ'C}rehensH:Nl 
ConSCIOUs of ef'TOf'S imifs wribng 
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TABLE 5.1: THE METHOpS (FULL LIST OF CONVERSING INCIDENTS) 

CATEGORIES, LEVEL II -FOCUSED CODING, BELIEF SHEETS, AND WORKSHOP DATA 

CONVERSING 
Only nine out of thirty six lessons used gronp dilcusdon. However the te~chers were only allowe d to report t.hree of 
their methods they had round successful. 

BeUefJ 14.4: 'Group d.lscu.ssion studying picture& helptt to write b etter sentence~·. 

Belief, 13.4: 'I believe that children learn to write If they ask questions to e;och other and bdp together'. 

eacher ·~t the workshop comm.ent sheet' (at wcs). 
At vnc4: 'Student group discussion~ tot~ freely~ not depend on teacher'. 
A1 wsclO: 'Student group d.tscuaion/questlon- not feel bored, involYed, children contribute more·. 

t wscll: 'Student dicun ioll. question he lpo studento, get involved- gets ldeu for writing'. 
t tnc15: 'Student dicussiona but- to understand more - encourages ahy children to talk'. 

Jlt wscl6: 'Student group discussions involves chlldren more, knowlege qained 1 illld extended through own 
' d.JaC'll5ston5'. 

eacher 'not at tb.e workshop comment sbeet' (not at wc:s). 
Not «t wsel: "Teacher lead questiou, e•s.ter to motivate pre-school children·. 
Not at W!icl: 'Writing improve1 U chllod.n:n Ulowed to discuss own experlencea '. 
Not at wsc5: 1 prefer whole class dbcusaionlquest:loninq -!5o I can explUn and show what to do'. 

, Not at wac7: Tes to get ideas - slower ones get to express own ideas foo'. 

' 

Not at wsc9: "reacher leot best to get proper nndersnnding but otudent discussion led by teacher works best'. 
Not at wscl4: "reacher discu .. lon and que5tioning before children CiUl write '. 

WORKSHOP 

e~cher 16: (Mi ba.e set, mi. p refer children di.Jcuntoil bikoa when 1 D..nd out I do most of the talking i.a, those children 
· are bored liO maybe one or two continue fo liateu. U in nomoa rea dim note ia and putirn up long blackboud fo 

oloketa copem, aamt&em they don't know wh&t they are writing about ls so that'• why mi conaider d.isfillla student 
diiCU55ion qroup rather tha..a. Oae teacher led one)- I prefer chJldren dbcus&iou beca.nse when I do most of the ta.lkl.oq 
thoae children ue bored whUe only few woald listen. If you alone re;ad notes, write it on the boud for them to copy 
sometime• ibey don't l<now what ibey are writing a.bout. 

e .. cher 10: (As a whole cla.l:i- Bae iu B.ndem maybe one or two save contrlbute.f Bat ~ti a group you will have more 
ae contl.bute an oloketa. feel trii fo tok ta . .A.dditlonal as a teacher we mn.ttt consider all our ld.d.s ta, everyone: of them 

and so iumi mas con5ider these &hy ones tu ia, some of them are too shy to tdk. It is beat tum! duim group activities 
a, involve them in groups &o that oloketa too feel part of the C'lu&)- As a whole cla5s -one fl.nds only few would 

coatribute. But in groups one finds more wUl contribute as they feellree to Ull<. Yes. In additional we teachen; rnuot 
consider all our ldds, All of them, Even the ahy ones too that o.re too shy to talk [in open clus] . It ts best to do group 
act!vttles , involving them s o th;ot they too feel they are pan of the clu•. 

SUBSTAIHlVE COOES, LEVEL 1 ·OPEN CODING, REPORT ALE DATA 
KEY: Students writing ••mpl• objective futfillod? (Y=yes, N=no). Sludont 1: 1st Iotter, Student 2: 2nd letter, Studont3: 3td letter, of'YYY' "''YYN' or 'YNN'. 

PICTUIU:/TOPIC DISCUSSION 

PIU:P. GRADE 3, 
l~A: In groups the children & the teo.cher aicle talk al>out what they can see in each picture. I let the clilld say a oentence 
al>out eo.ch picture. Each child writes a sentence for eo.ch of the four pictures. (exercbe). YYY. 
l~B: Teacher read story, then children in group wtth the teacher aide talked a.boatwhat ts happening in the story. Each 
child writes their own story si.Jnihr to the one that I :read. (continuo= prooe). YYY. 
lSC: Teilcher & children talk about what we did on the weekend. Then I let each child tell tho class what they did on the 
weekend. Children dt in groupo, mui each child write• ibelr own weekend news (continuou• prose) YYY. 

GRADE4-6, 
llB: Give each child a copy of the pictures. Encounge children to Imagine that they are the girl in the picture. Dl&cuss 
each picture together with the chlclren, six pictures altogether. Provtde a list of words on the topic on ibe board . .!Jik them 
o write sentences for each plctun in a form of story. Teo.cher con-eel the written work wlib children and explain their 

Weaknesses. (continuous prose). YYY. 
13C: 1bk children to open reader one to page 43 to 45 and pupils book one (page 128, lesson I). Introduce the story: 
disC1Ui5, whtlt is a busines'? Inb'oduce the following words into diAC11Sdons, 'Stall, bargain, on credit, running a business, 
real business van'. T~ about the k:ind of buiness &tudents would like to start when they leave school, EG trade &tores, 
mald.ng fu.rniture s , selling u1efacb, growing Yeqeta.blea etc; hk children to read the s tory in re;ader one. Then do lesson 
one page 128 of llling Engloth book 1. (nading exercise) YYY. 

STUDENT DISCUSSION 

GRADE 4 . 6 
12.!.: flrstly settle down the students before discussing the lesson. INtroduce the lesson content, then rel~te more 
example!~ related to the le&son. Di&cuss the lesson content in detail & allow pnplli to .1.sk question. Teachers &: pupils read 
the poem together. F\nally pnpUs started world.ng with the exercise given. I supervise the studetns, whUe working on the 
comprehen.don exercise. (exercise). 
12B: Flr&tly, settle clown pupUs, purpor;ely to get their full attention. Yon make sure that everyone b eyeing on you. 
Secondly introduce the new lesson content. Do it in a way that they will be showing up lnterest. In a wea.y that you are 
trying to put their im;aginatlon into the pa.rttcular situation. Allow pupils to ask questions before they ~ked to do the work. 
Pupils •tut working on the •tory. (continuouo pro•e) YYY. 
12C: Slowly 1ettle down the class pupUs, u some students l'.re &UU working with other clu1 Wlit. Gain pupils interest, abo 
r elating example s itui.tiOll51 relatinCJ to the exercise. Expl ain the lesson. content in detail, a.lso allowing class pupils to ask 
questiou.s. I mal<e &ure that they are tully aware of what to do, then the puplli can start to work on. the exercise. To write 
sentence• and correct &pell.ing&. {exercl1e) YYN. 
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TABLE 5.1: THE METHODS (FULL LIST OF EXPERIENTIAL INCIDENTS) 

CATEGORIES, LEVEL II FOCUSED CODING, BELIEF SHEETS, AND WORKSHOP DATA 

: It can be very luard to convoy concepts before writing, but teachers are trying to utilise local materials. 

, Belief, 3 .3: 'I believe when writing a sentence with It 's pic ture at the e nd, lt he lps the clilldren to understand what the 
~sentence Is all about. 

BeUef, 7.5: 'Sequence of plc1ures g ives them some Ideas or how to write>'. 
. Belief, 14.5: 'Sequence of pictures help5 children, write sentences abottt wluat they see. 

Belief, 3.1: 'The children in my class learn to write by lmltatlng what the ir parents do at h ome or even their elder 
: sisters and brothers because they a lways write sentences about their own experiences. Children found lt "nsier to 
.,recall and write about the past "vents they're lnvolv<>d ln'. 

~..&£fii~tib'i§tJIW~i~illti~?.i~"$Si;·~.:t:l.;~~~·~·"',...,..,., .... '""'~lti 

SUBSTANTIVE CODES. LEVEL 1· OPEN COOING, REPORT FILE DATA 
KEY: Srudent. writing sample objective fulfilled? (Voyer, N=no). Studer.l1: 1st letter. Srudent 2: 2nd tenor. Student 3: 3rd letter. of 'YYY' or 'YYN' or 'YNN'. 

n.&!HCARD EXPERIENCES 

PREP - GRADEJ 
38: Children tell the teacher what they CIUI see on the cover of the big storybook. Teacher and children read the title plus the 
names of the people who published or did the drawings. Teacher must listen very carefully for the pronllllciations. Children 
say the flashcard noiUI words after the teacher seyual times, to be able to write a similar title to the a tory title and draw 
plctarea related to it (exercise) YYN. 
7.1: Teacher read the atory, children listen, while the teacher read she m ust point to each word of the story. Teacher and 
children read together, (The Clam Shell) book title. They have cards of the same story. In groups the children join tho cards 
to make the story again. Each gruup to arrange the story, alter the other. Teacher write sentences, children complete 
(continuo"" prose). YYY 

---
OWN EXPERIENCES 

PREP - GRJIDE 3 
78 : Teacher writes the question on the blackboard, example what did yo" do during Easter all weekend. Children to think 
about what they do during Easter. Children read orally their sentences before they write it In their books or papers. Any 
errors corrected during oral reading before they write. Children read their sentences to the teacher and the class 
(continuous pruae). YYY. 
7C: Children went outside and describe and describe what they aee or hear. Children draw and write about it In their papers. 
Children read what they wrote. YYY. 
16C: Children lo write for lOmins on whatever topic or lesaon. You may give them sentence beginning if you need to assess 
part of speech. e.g., last night, .... or tomorruw night, .... for tenses. Collect books after lOrnins. Just tick to indicate 
you'ye seen the work. Praise if they have written a lot of sentences. Encourage slow writers to do more next l esson. 
(continuous prose). 

-- ·-
PICTURE EXPERIENCES 

GRADE4-6 
9.1.: Teacher put the picture chart on the board, teU each qroup to look at their pictore chart, and introduce the lesson to the 
group. Each group role play the story. Teacher make a conclusion to the lesson . Children write s tory using pictures . 
(continuous prose). YYY. 
14.B: Childrell do pupils book two, page:. 28 to 29. Sequence pJcturcs. Children write s hort stories about pichues (continuous 
prose) YYN. 
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TAB LE 5.1: THE METHODS (FULL LIST OF PRACTISING INCIDENTS) 

CATEGORIES, LEVEL II - FOCUSED COOING, BELIEF SHEETS, AND WORKSHOP DATA 

Oral practise enables th<> language to b e heard In action, to be seen, then written. The s haring of a big book Cullllled 
the objectives In the writing samples. 

*' Beller, 7.3: 'Re&dlng b e foreh&od bes t lor writing'. 
, Belle(, 9.5: 'Te&cbcr c xpl&in the le sson on writing clearly and give s om<> <>xample s forth <> l<>ss on on the board'. 

Belle(, 14.3 'Im porta nt - children 'sleamlng not d ependant only on re&dlng, but by the ,.ay the y •cc things, s o they 
: make up se nte nces In th<>lr mind before writing It down' . 

~ W.;it · ~. ,~. 

SUBSTANnVE COOES, LEVEll · OPEN COOING, REPORT AlE DATA 
t<EY: Students writing10mple objective fulfilled? (Yoyu, N•no). Student 1: 1st letter, Student 2: 2nd letter, Student 3: 3rd letter, of 'YYY' or 'YYN' or 'YNN'. 

ORAL R.t&DING 

PR.EP - GRADE l 
3..1.:: Teacher &how & drill Oucud worcb written on the Ou h cards several times, then ask the childre.A to sa.y e~ch word 
after tile tncher. Three chlldren roleplay: combing her hili, reading & hook, dnwlng a pi~. While clus •ay what 
e acb.l.s dol.ng the teacher writes the se.uteJLces on the BB. Teacher & children nad the sentences on tbe board, then 
chlldren copy tile sentences. (exercise). TYN. 
lC: Teacher BB aeDtences wttll a vert. tul.10lng from each seDtence, eg; John u a _ In the aea, &Dd dnw a picture for 
each aeDteDce. REad the senteDce& aenral Ume wtth the chlldren and explain to them that the picture helps teU whilt 
each aentence lo ahout. Teacher 4r11la the Uat or words wtth the chl4ren. Chlldren to copy the &enteDcu (list of missing 
!Yerl>a are wriHeD on tile board) (exerclae). YYY. 
&C: Teacher sholn flaaheard.l worth like: good, throw, more; and then asks three chn; to &ay them.. TeAcher pi.Ju the 
reading chazt on the BB, whlle chD; w..tch. T eacher p oints & says & rea4a the word, whlle chD; Us ten. Teacher expalns the 
activity to the chD; whlle chD; liaten for expl.anaUon. ChD; write the aeDtences & d.nw pi~• related to them. Teacher 
walks around. &: help the weak one, who r&iae their h&nda for belp. Teil.cher collect the sheet & the elm; read with h er for 
~e last time. (exercise). YYN. 

ORAL SPELLING - -----

PREP- GRADE 3 
lA: Teacher BB three objects for letters abc. Chn; say the phonic s ound for letter a to 1 . Chlld.n:n say a.bc leNer JU~meK &nd 
n ames or the pi~• sueral times & apeU the !etten of the word writing them wtth thler ftngers on the Qoor. Then 
children draw pictures 4r. write the na.mea beside. Teacher asalat, encourage c hD.; then mark ch.n's work. (exercle s) YYN. 

68: Teacher a.sk:s the chn; to tta.y their prevtoua words & aa.ys lt, while chn; ln their qroupd watch & U&ten to the words . 
Groups to study it for two mins. Two chnj to Kpell the word" conectly. Chn; wrtte their mb&lnqlet1er activity. Teacher 
colTects the exercise on the BB. (exercise). YTY. 

ORAL NOUN ACTI ON 

PREP- GRADE 3 

-

l&A: Construct a. sente nce 1n groups , .ta.r1J.ng with 'lUke rlct '. Second child adds on b.ls or he r like to the ftr5t one, EG; I 
like rice&: Taiyo. the lut penon would come to liiay a very l ong Jentence. Use a. team fo r demonstration. Have the llnal 
sentence written on the 88. Children to put in commas where necessary. Extend !'entecnes by saying I like fish because .... 
.... (exercue). YYN. 

14 1 



TABLE 5.1: THE METHODS (FULL LIST OF LISTENING.INCIDENTS) 

CA f[GORIES, LEVEL II . FOCUSED COOING, BELIEF SHEETS, AND WORKSHOP Dfl T fl 

. ' ' -: ,~ . 
LISTENING 

.. The tedcher'.li expla.na.tton is t'leen as very Important, tiO lhat lhe &tudents have tt cle-a.r tn Htcir mmds. 

t'\\ 
. BeUef, J .l: 'In Solomon Islands: chlldren ledlll to write EngUsh ... just by lh:teninq .... as children m us1 onl ~· d Q wh at ;.: ; 

· . older people told them and no t to a.Iuwerthem back'. .• 
Belief, 13.3: 'Cbildreu learn to write whenever they pay more a"entton to tl~e teac her while the teacher expla.Jn thr 

' euon on the board' . 

'Teacher 'at worlahop conunent •heet' (at wca). 
, At wca4.: 'Student rnu~t li!lten while I explain main character or qrunmar clearly to be able to write '. 
·~ wc• lO: 'No, teacher rn\Ut involve children •o they free to expreu thenu:elvu'. 
~~ wcelJ; 'Yea, to teach ba1lc are.u of the topic, to give clearexpla..n.ation.s' . 
At wc•l5: 'No, student/teacher's relationship must be dose not distant'. 
!At weal&: 'Children m\151 Us ten attentively to teacher's explana.Uon, but teache r/.&tudenl barriers should be at e a st!' lo 
avotd consclousneu'. 

Te-acher 'not at workshop coJTUT\tmt sheet' (not at wcs). 
Not at wcsl: 'Yea, teacher must reason infront of children to their level'. 
Not at wca3: 'Not qwwaunqa'i them happy if children; interupt In middle of11eSs1o n' . 
Not at wc&7: 'Try to help th.ose who cannot lira en with lndividual and a.fter'. 
Not at wcsl4: '1 always act as leader In the clan and reason about topic or exercise, children lbt~n·, 

I, 
; 

WO~HOP l 
. Teacher 16: (Take forexa.mple, t.fyou do s ingulars and plurals, hemi g.srem rules ia wea hem to ave change w hat m f ~ ... : 

reqard u butc no1o ia. Mi, etpecially save talem this Is your llilteninq time, you rnbs It Irn not explaining or i-dying 
aqain la, that's where you become a chiefia, bae iu bika.m sambodi olok~t.t need fo concentration mus1 be lo.ng dea 
nao Ia.) - Take for example, if you do 1inqulara and plurals, it ha.A rules that might be change what I reqa.rd a.s only the ~· _ 
basics. E1pedally [ ca.n tell this is your lUtentng time, you miu it Jm not expla.ln_ing or saying it agaJn , that' s where 

: you become a chief where they need to focu.- their concentration on. ~'.! . 

l?· 
~ Teacher 15: (MJ, well rni tok ahaot fo Utt1e ones, hao fo iu tiJ.tm oloke ta hao fo trae fo writlm t:enlence or w hat , h~mi gud !ti'_, 

oloketa mu aave sounds lo leHen; fo belpem oloketa fo save able fo writem lfwat ka.en wod nao oloketa laek fo wrile-m ~ 
• sef, ifmata oloketa maa sa.ve fasfaem !etten 1a). l talk about the Uttle oneto , how r teach the m to try to WTite sentence , 1} 

lthey moat know their phonk • oundt: for example word like mat, they must know tlteir ~u.nds . 
~ ~ 

Teacher l 0: (Wat rni ti.ngl.m long own tinting blonq m1 especially when you come acroulonq tea.chinq, e'pecially ~ 
f:phomic 1ound1, nao taem m1 tc:am lonq sound fo tok abaot mi mek sure 1umi mas mekem oloketa children lnvotve -:, 
frnore rather da.n lum1 ju&t dit-ectim oloketa )- What ltbouqht of especially when teaching phonic sound t: , wbeu ti\Hd ng b_~~;· 
about 1t vte must ma.ke sure to involve the children more ratberthan directing them. [~' 

SUBSTANTIVE CODES, LEVB. 1 -OPEN COIXNG, REPORT FilE DATA 
KEY: Studenta writing sample obt-ctive fulf"lffed1 CV:Y••· N:no). StuOent 1: 1st letter, Student 2: 2nd lttter, Student J: lrd r.tltr, of "fYY' Of "YYN' or 'YNN'. 

. . . . .. ~ . '·- ~ ... ~ -: . . . ~ . . ' -.. . ., ;: :. 
LIS1'EN TO WRITE 

PREP- GRADE J 
l B: Teacher divides tho children into four groups. Children in gyoup• match 'colo ur/objects' cards. Then each child 
complete• a pre ..:reading matching worksheet exerd1e after quietly U.tening to the teacher expla.ininq what to do. (p r e­
eadinq exerci.le) YYN. 

1 C: ChUdren listen and match objects numerically, (maths). YYlf. 
SA: Cblldren to tit a.nd listen to the teacher then write.tno writinq samplet). 
58: Children to a it, look and listen to what I sa.y • Then 1 a•k them question. and they an5wer me. After they do thelr work. 
(no wr!Ung oampleo). 
5C: I always see that the children mu.st be quJet and listen to the teacher who is ta..lld.ug (no wrttinq 5a.mplett). 
168: Group chn; & .uk questions that would lead to primary knowledge answers. Make &top' to que&tlon chn; for their 
compreheD.Jion or understanding of the 1tory (if it b a readinq). Set any son of compreheMion exercise based on your 
.e u on. EO answerlnq questions or whatever. Chn; had to complete •entences about the story. (eJCercl&e) YYY. 

ORADE4-6 
9C: Tea.cher read the reading storybook to the student Teacher ask the questions about the ~ttory. Teacher uk the 
atudent to read the story book together. Teacher told the chn to rewrtte the 5tory foU owing U\e story they read a!l 
example. Children write their own s tory. (continuota prose). YYY. 
9B: Teacher expla.in the Ienon. and qive example to the class before th.o lesson. ChUdren wor-k by themselves in their 
own de•ks. (exercise) YYY. 
ltC; The teacher read the story in reader three pa.ges 7 to 8, while the children lilten carefully to the story. Th~ tea.chor 
read the questions and let the chJJd.ren to answer the questions. (reading dictation exen:ise). YYN. 

LISTEN TO SHORTEN St:N'l't:NCES 

GRADE4-6 
13A: Give out pupils book one to two ch.Ud sitting in pa..in. Explal.n that we use apo•trophes to t:how low tlunqs: I. that 
something belongs to someone or something eq; the qirls' pencU (the pencil belongs to the girl). Remind the chn: that i f 
you are wrttlnq about one qtrt's pe nciJA, the apo1trophe qoes after theM. But if you are writing about the plural word !hat 
does not end ins you put au apostrophe then add .u\ •· Apostrophes are a_)f;o Uliied to 1borten words in e-q;isn 't (U not). 
Children work Ol\ exerc he in pupUs book. T eo1cher mark cllldren's work. (eJCe rc ht-}. YY N-dHT~rent exercise. 
14.A: Expla.in the a c tihvity for the children. Gtve a.n example (or the children 10 do before they do the activity. Chlldre u 
do the exercUe on u.slnq tngUsh book two, page 26, lesson J. A.po~trophes to show 1ha1 somethlnq belo ngs to someone. 
(exercise). YYN. 
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TABLE 5.2: CHARACTERISTIC ONE (FULL LI ST OF SKILLS INCIDENTS) 

CATEGORIES LEVEL II - FOCUSED CODING, BELIEF SHEETS AND WORKSHOP DATA 

l!llliNlne·tee•n s iTuctured wrtting lessons -dependence on teachers Englis h textbook maybe- ask at workshop. Time taken for 
type of exercises are 15-30mlns , much s horter than the whole text & paragraph level or wrtttng. These sentence 
exercise may have short effect on the abstract thoughts of the Ieam er . 

1.4: 'Because we don' t spe ak Eng lis h re guarly , It I• very dilficult for us to teach the co rrect use or Grammar to o ur 

14.2: 'Chlldren taught proerly at e arly age or lea rning so they contunue to develop good skills ln wrttlng'. 

'not at workshop common! sheet' (not at we10). 
at wcs l: 'Student need good gramma the n other areas or wrttlnq eas ter'. 
at wcs9: 'Time limitations means we must keep to English text books'. 

l>'>';tT'"""'"'r 16: (These Ideas or extracting grammar Ia out, the thing mi luklm h em! no really extendlm plktnlnlla. Heml 
learning blong hem kastm dea nomoa Ia wea lu laektm fo kaslm) - These Ideas or extracting grammar out 1 see It 

not broaden the child's understanding. It Is a sort of learning that bas limits you want the m to get to. 

SUBSTANTIVE COOES, LEVEL 1- OPEN COOING, REPORT ALE DATA 
KEY: students wlibng sample objective !Ufilled? (Y=yes. N=no). Sludenl1: 1slleller, Sludenl 2. 2nd teller. Sludeni J: 31d lener, of 'YYY' or 'YYN' or 'YNN'. 

SPELLING & PENCIL CONTROl 

PREP-GRAOEJ 
1A: (30nins, Wholelg:Cl0.4)) To make phonic sounds for k!llet abc. Draw pithl'es and write names beside. YY N-ne idea. 
16: (30mins, G!oupwork) To malth tolcus and objects YNN 
1C: (30nins, v.rnledass) To malth obbjecls 1-tO YNN 
6A: (30nins, lrdvi<llal) To add sun and write il YYN 
66: (15rrins, G!oupworl<) To say the spelling words, spell the speltrng wocds, and write the spelling atbvily YYY 
7A: (60mins, wholelg:oup) To retogrise wocds and be able to read them. YYN-messy. 

SENTENCES 

PREP- GRADE 3 
3A: (JOmns, v.rnledass) To help to familiarise them with si111>1e sentences wtith are often used YYN-mrxes ve!bs 
JB: (30mins, v.rnledass) lobe able to talk with confidence Ill front ol the othel chiiO'en. To be able lo recogrise words YYY 
JC: (JOmns. v.rnledass) To be able to make silll'ie sentences (fillrn vetbs) To help improve then wnbng sl<11!s YYY 
GC: (15rrins, Wholedass) To read sentences. wntethe sentences, and also to o-aw the pitb..fe YY N-sententes rntomplete 
15A: (60mins G!oupwork) To look at the pitb..fes, so he oc she can write sentence about the prctue YYY 
16A: (30nins Qoupwork) To listen and follow instrucbons in consbucting sentences YY ~l-tamot puntluale 

GRAOE4 -6 
96: (JOmins W) To wri te and make up good pmcluahon lor then sentences YYY 
12C: (15rrins W) To be able to wnte sentences and be able lo conett spellings YY l l-no 1dca 

~ATIOI_l __ 

GRADE 4-6 
13A: (15o1ns I ) To shorten sentences by USing aposttophes couccdy YY N-diHerent exercrse 
14A: (JOmns W) To use aposbophes lo show that s<>neltlng belongs to sotlV'!one YY N-guessmg use 
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TABLE 5.2: CHARACTERISTIC ONE (FULL LIST OF COMPREHENSION INCIDENTS) 

CATEGORIES LEVEL II -FOCUSED CODING, BELIEF SHEETS AND WORKSHOP DATA 

SUBSTANTIVE CODES, LEVEL 1- OPEN COOING, REPORT FILE DATA 
KEY: students wi[Hng sample objec!ive fulli!led? [Y"'yes, N'='no}. Shident t: 1st letter, Student 2: 2nd letter, Student 3: 3rd letter, of 'YYY' or 'YYN' or 'YNN'. 
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TABLE 5.2: CHARACTERISTIC ONE (FULL LIST OF FREE WRITING INCIDENTS) 

CATEGORIES LEVEL II FOCUSED COOING, BELIEF SHEETS AND WORKSHOP DATA 

whole text level lessons. Time taken tor these l~sons are 30ndns each with one taking an hour. The writing 
show the child putting skills into action in their stories and reports. Understanding before writing-

9.1: 'my class learn to write by get them involved themself in the role play'. 

'at work&hop comment sheet' (at wcs}. 
wcs4; 'Incidental best- children learn to spell etc, verbs and nouns used at sometimes'. 
wcsiO: 'Incidental best- children recognise context of grammar, and punctuations'. 
wcsl3: 'Incidental best for punctuation and sentence construction- build word tndentification'. 
wcsl5: 'Incidental best- can use sto:ry for punctuation and grammar from story'. 
wcsl6: 'Incidental best- children unde~tood parts oflangnllge usage. IsOlated grarnma parts confuse teachers and 

'n~t at workshop comment sheet' (not at ~cs). 
at wcs3: 'Puntuation etc, learnt incidentally best- as children wrlte about own experience'. 
at wcs5: 'Yes writing 5torles best, it involves them more'. 
at wcs7: 'Yes stories- children can elaborate on what they know'. 
at wcsl4: 'Incidentally best- as they write sentences in own stories'. 

Teache<l<5': (I see English a~; a whole. You take a story out of the story. Iu can ba~;e whatever tu laek fo dulm waitim bae 
of more open to the children ta to learn ia, bikos staka pikinini no save wat nao 'verb', wat nao 'nouns' Ia. If lu 

••lP""''•«>l•em bae oloketa confuse whereas if !u tekem1stori an sei, letjs find our verbJ> in here olsem, as iu duim 
bae hem helpem oloketa). From the story, and talking about it, you hn base whatever you want the children to 
as it's easier for the children to learn from, [because] many children don't know what is a verb, or what nouns 

I! you teach such things in isolation the children will be confused, whereas if you take the story and say "let's ftnd 
verbs in this", as you do this then Ute whole thing can really help them. 

SUBSTANTIVE CODES, lEVEl1- OPEN CODING, REPORT FilE DATA 
KEY: students writing sample objectille fulfilleo:l? (Y"'yes. N=ono). S!udenl1: 1st letter, Student 2: 2nd teller, Student 3: 3ld letter. of 'YYY' or 'YYN' Of 'YNN' 

Groupworl<.) To 1.11100rstand ihe sequence of !he slo;y ftom ihe roleplay, YYY-bul short sentences 
Groupwort<) To see how well !hey listen and understand the story, to make lheir own slories YYY 

Whoteclass) To !flirt about lhe story !hey read and know how to write !heir own story YY Y -lacks g!<lrnmar 
: (60mins 'M'Iole<:lass) To be able to write a cotllllele story YY Y-butlacks grarmnar/spelling 
: (30mins Individual) To write sentences aboul each picture about what Klla <id last Saturday morning YYY 
: (30mins 'Mloleclass) To write a story about a set of sequence pictures YY N-llow belween sentences. 

~~~""' ~""'"'''"(' :o '"' ~~~~~oc" or sequencing of sentences. YYY-but lacks punctuabon 
Wholeclass) To see if children can learn everywhere. YYY 

· (J{)-nijns Groopwort) To see how well he ot she can remember what they did on ll1e weel(end YYY-bul messy 
: (15mins Wholeclass) To write as rnur.h as they could within !he fime allocated YYN·can'l wnte on own topic 
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TABLE 5.3: CHARACTEERISTIC TWO (FULL LIST OF PARTICIPATING INCIDENTS) 

CATEGORIES LEVEL II -FOCUSED CODING. BELIEF SHEETS AND WORKSHOP DATA 

are very teacher centred, where the children are taught as a whole. Some teachers use group 

B••li•ef3.•1• 'I believe that the children learn more quickly when in pairs or small groups because everybody will 
particl]>al.e and help each other'. 

'Chn learn to write by group work where the children can discuss the problem they face in writing'. 
R••TI•ef7. I: 'Children learn to write by help from teachers and other children', 

SUBSTANTIVE CODES, LEVEl1 ·OPEN CgptNG, REPORT FilE O),TA 
KEY: Students writing sam~e objecli>le fuffilllld? {Y'ryes, N--no)_ Sludeol1:1stleller, Student 2: 'lndletlm. S~nt 3: 3rd letter, of'YYY' or 'YYN' or 'YNN' 

WHOLE CLASS 

PREP-GRADEJ 
lA: A whole class activity which involved ;ill the children in the class 
lC:Thls b a whole class activity, 
3A:Th:ts ill a whole cla.11s lei~50R. Teacl\erwill ~elect uome children to do the role play while others say the sentence,, 
3B:The whole r::lau to &it on the fl.oor. JC:Th11 wholll class to sit on th11 floor in front of the clan room. 
5B:Sit In front, a child st;;md and aay what she or he ea.ts then write and dr<tw in il book. 
6C:orga.nised into a wholll class because the activity need three behavioural objectives and they need to share, discuss 
with each other. 
lB:wholeclau. 
lC:wholed;u;s. 
l6C:wholeclaBB. 

GRADE4-6 
9B:this method Vi a whole activity where it including th<l' whole clus with children or to work individually. 
9C:wholeclass activity where chlldren come together in front <md .&it a.t the front of the te-dchers table. 
lZA:wholllcla.u with the- teacher centered in the lesson taught. 
12B:whole class and teacher centred. 
12C: the students are in wholeclass because I thought It suited well the lesson content. 
IJC:Thls 1s a wholeclass activity. 
14A::Wholecla.u teaching. The chtldren sit at their desks and given text books for them to uae. 
148: whole clau. 

GROUP WORK 

PREP· GRADE 3 
lB: divide the chlldren into groups of eight children, fonr groups altogether. 
15A! we 1aually sit together as a group on the fl.oorthen after the chtldren will go to their own t.tbles. 
158: They sit as a group on the fl.oorwhlle ihlteningtothe story. Mer they sit around the tables. 
ISC: we together u il whole clan •md let the children tell the dul!l what they <lid on the weekend then divided Into qroups. 
SA: groupwork; I have four groups. They Bit in il circle <md, count ten sticks and bundles. 
5C: sit in groups on the de!Jks. 
liB: The children are 01"9"ani&ed Into groups and at the end of the leuon they are to work individually on own activitie~. 
711.: wholeclau, and groupwork. 
l6A: in groupe r<mdomly so tha.t everyone would get a chance to construct a sentence. 
16B: wholeclass or groupwork, but preferred group work. 

GRADE4-6 
9A: we use the wholeclass and student make role play in tlteir group. 

INDIVID11ALIPAlRWORX 

PREP- GRAD£ 3 
6A: I organised the studen1s individually. The students are to work indlviduilly and not as a whole eli!.~•. 

GRADE4-6 
IJA: The children work in pi\irs i!.nd discussed tog:ether. 
IJB; The composition pictures are shared among: the two people dnd tlten d!~C\l~&ed together about !t befor<' they wnt« 
story about it. 
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TABLE 5.3: CHARACTERISTIC TWO (FULL LIST OF CLARIFYING INCIDENTS) 

CATEGORIES LEVEL II- FOCUSED CODING, BELIEF SHEETS AND WORKSHOP DATA 

teachers use Pijin to recycle English language, otherwise the chtldren would not understand the writing 
use of Pijin maybe confusing word order in their written English. 

Beli••"l.2• "Teachers need to give proper guide about granunar and vocabulary because Pijin is a mixture of 
a result children often found it difficult {to learn English). ll.lso parents never help them in this.". 

"There's no encouragement hom parents, because the National exam for secondary schools Is a written 

~~:~;,~/~;~,~;;:;.'~:!:~~.~needed,." !F makes difficulties for writing English, but teachers helps children to work at their best". 

'at workshop comment sheet' (at wcs) 
wcs4: "Pijin is common language to communicate, not everyone speak the same language". 
wcslO: "Pijln to understand explanaUon of activities". 

"Pijin to understand lesson and for children to communicate with each other". 
Jlt w,csl5• "Ptjin to explain clearly, so children can do their Wol'k easily", 

"Pijin fol' understanding tnstrnctions. But more English used more understanding gained, no need !or 

'not at workshop comment sheet' (not at wcs) 
wcsl: "Pijin and English word order different and confusea: children in writtng", 
wcs3: "Children in Pijin, Teacher in English, and repeat children's words in English and use Pijin if student 

"Pijin only way to communicate, so children can Wtderstand" .No.t at wcs7: "DUficult to speak in 
at home, because parents only knows language and Pijtn, so we mus't:use Pijin". 

wcs9: "Pijin for understanding of difficult words and phrases in English and to perlorm the talk properly". 
wcs14: "Pijin for understanding especially for lower grades", 

16: (lftn allow the child to talk in pijin laek mt mentionim earlier, alot of children write how they speak ia. 
don't see any reason why we should use pijin in teaching because I believe in using language tt'self bae hem 

pikinlni kanlap quick taem an garem lelehet standard long English language) -If you allow the child 
in pijin as I mantion earlier, alot of children write how they speak. But I don't see any reason why we should 

pijin in teaching because I believe in using language lt'self it will help how they speak. 

4: (Saed lo hia lo taon, &amfalla pikinini no speak lo language ia, oloketa usually pijin so hemi gud fo 
exan,ple, ilium! readim &torilo English iunt! mas relatim go long pijin fo oloketa undenotandim Wat nao sfori 

So fo Engli&b and Pijin go togeta hem.i still educatim ptkinini. Berni nomoa mi tingim Ia, need blong Pijin) -
town, some children don't speak their native language, they only use pljin so for us to read story in English, 

",;;~::'~~:::::;:~~ in Pijin so that they could understand what the story is about. English and Pijin taught together 
s· children. 

147 



TABLE 5.3: CHARACTERISTIC TWO (FULL LIST OF CLARIFYING INCIDENTS) 

SUBSTANTIVE CODES, LEVEL1 ·OPEN CODING, REPORT FILE DATA 
KEY: Students wrmng sampe objective lu!filed? (Y:oyes, N=no). Stu den( 1: ls! letter. Student 2: 2nd letter, Sludenl3_ 3rd letter, of'YYY' or 'YYN' or 'YNN' 

RECYCLE SIMPLE ENGLISH IN PIJIN 

PREP-- GRADE 3 
IA: most children can't understand Englsth so I have to teach Pijin then explain in simple English words. 
lB: In Pijln $.:simple English language. 
lC: Solomon Pijln and simple English because some chldren can't unden;tand Englsih. II is their third or rourth 
language. 
SA.: Ptjin is the only language we can use or English. 
58: English & Pijin is always used in school. 
5C: English & Pijtn. 
611.: English & Solomon Pijin. GB: Solomon Pijin & English. 6C: English & PiJin. 
7A: Pijin & English. 7B: English &: Ptjin. 7C: Pijin. 
13.1.: I talk to them in English and for some who did not understand. I have to say it again 1n Solomon Pijin. 
15B: I explain it tn English first & 1f some still don't unden;tand I bave to say 1t again in Solornon. Pijin so tll.a"l they can get 
the idea of what 1 am trying to teach them. 
15C: English and in Solomon Ptjin for those who don't understand. 
311.: Pijin becaur>e everybody in the class understand it. ~? 

3B: Pijtn because evezybody understand tt. 
3C: Ptjln because It Is the language everyone can speak & understand. 

GRADE4·6 
9Jl: Solomon Pljtn because It is easy to communicate. 
9B: Solomon Pijin because it is easy to understand by the children, also Englsth. 
9C: Solomon Pijin. We use this language for explaining the lesson so that the student will understand well the lesson 
before doing it. 
12&: Solomon Pijln & English language, but m011t part of the lesson was emphasis more in Ptjin, so that 1t bring more 
understanding. 
12B: Solomon Pijln & English language. Most explanation were done In English, but emphasis and repetition work tn 
Pljln. Thl&ls to give a clear undentanding to the pupils. No other mother tongue language was used because not 
everyone In the clalillo comes from the particular mother tongue place. 
12c: What language used? -is Solomon Pljln and English language, because this is the only two languagwe that is widely 
used in the school and are also spoken dally from all students. OVerall this is the common language. 
1M: English & Pijin. 13B: English & Pijin. 13C: English &: Pijin. 
14.1.: Language used when explaining the activity before th~ children do it ts it in English & Ptjin. 
148: first I explain it in English, & then after I explain it again 1n Pijln so they understand. 

'l'EACH IN ENGLISH ONLY 

PREP ·GRADE 3 
HUl: As much as possible we tries to use Englsih term.s, unless any words haven't got an Englsih term for tt. Otherwise 
none at all. 
16B: Again depends on the subject. 
16C; Maybe words children unable to 'ipeU or remember their proper tenns would use Pijin spellings. 

GRADE 4-6 
14C: Englsih: tbe story to be read in Englsih and the chUdren to answer it In English by wrtting tt in their exercise books. 
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TABLE 5.3: CHARACTERISTIC TWO (FULL LIST OF FLUENCY INCIDENTS) 

CATEGORIES LEVEL II · fOCUSED CODING, BELIEf SHEETS AND WORKSHOP OAT A 

. "Yes, need more training In correct use of English". At the wcs!O: "Yes, short University oft he snullt 
course, more practise Involve in speaking English". 

the Wclll3: "Make Engli:!-h compuffiory and baste training for teachers In listening and speaking and writing". 
the wcsl5: "Yes- to speak and practise speaking Englbh in classroom". 

YES H a specialist native English teacher- practise- use books to osupport with correct 

'not at workshopcotnment sheet; (Not at wcs). 
at WC$1: "Yes- hnporiant to be fluent to twch correct use". 
at wcs3: "Our main area of difficulty· it discou:r:a.ge us- and affects children and g:ra:rrunar"'. 
at wcsS: ''We nomdmore books to read to know how to speak grammar". 
at wcs7: "Ye& we get confused when currectlng chJldren's work, need ertra books with expl<~.nation". 
at w0>9: "Ye>i, everyttme, we need further training iu English tfl want students to b<! fluent so must I. This is 

15: (Hem semsern waitirn tnfalla Ia, hem guddat iumi mas pr.tcti~>e as often as iumi trae no slty long 
bae mek fun lo iumi o:r hunt mas p:re-ten an toktok nao long hem an llO fraet moa) -It's !he S<~.mewith 

;;.;!~;; ,;; lw~e~ ;mi;,";;'dt~ as often as we could and try not to be shy even if they tease us, we must pretend to talk 

gud fo iumi learnmore abilot English ia, but not grammar nomoa, bikos hem no cove:rem whole 
fa, hem lelebet part nomoa. So hem better fo iumi ty ffia.l!O shoim lo life blong iurni hao fo usJm 

<n'!"''~b~••klo l•••~ em to c•la••o.oo•n .. Fo us tlsas mas upgradim oloketa Usa$ fo learn:lm more Englillh long 
good for us to learn more about English, but not only grammar becaw.e it only C'Oven; part of it but 

•;:;::,::~:~·;:· We must ahow it In OUI' lives and use it at home and In classrooms. For teac:hel"' we need 
ll] to help us undenstand more about English In the college, 

~
~~~~~~~~~~~)h~ejm~l~uk~lele!k moo;;t of the teachen, theyknow how to speak, oloketa ..ave the 

nao hem problem but fo tum! trae fo students blonq huni mas 
Staka practise lu save findim aot lo sant wet oloket<~. save speaklm well 

might tu herem hemi speakem well but suppose between lu tuf<tlla nomoa. 
might crltisi:tlm hem or Sdtntiug olsem) -1 think !I looks like most 

grarnm<ln but due to feal' and &hyness of speaking is the problem but we 
to do more practise. Some of them can speak It while speaking with whitem<~.n but 

, they might h<~.ve fe<~.r of being critUit.z:ed. 

~~~~~~'~Thffi•t,•:;•~h~e~'iop~l~ru~·~on~Ifh~o~l:d~l~1° sum up is thilt, I believe ln whilt 4 ha& said looking at whilt you 16 has like clllldnm need to be t<~.uqht with the baaics, we Ciln ea11ily link other 
tn schools. With teachers, 1 agree with the fact that they have pkroblem:s 

well. (everybody laughed) You are lilughing because it's true about us. What I see is that il<lining 
apart from that. One re-enforcement encoura.qe te<~.chers to use it CIS much a. possible yeah, but when 

~~;~§~~m:~~~~~;ij~~tthey teach is something that will !<luck for lifetime ln children. If they try it out they teach thewrongthingfl to the children yes, I agreed with the fact that with 
' books, those boob dl'e the ones te<~.chen rely on. So what I suggest 1$ th<tt to do 

like the l!lk:ilb that need to be develop with listening, speaking and wrl.ttng, teachers 
a good basic training on these areas actually leaching to the children too. So I agree with apart !rom 

where it's just one component of English. But teachers need to have training and thls will help them to 
cnrred messaqe aCI'QSS to the child ron. This is one area I've seen after the discussion. 

SUBSTAifTIVE CODES, LEVEL1· OPEN CODING, REPORT ALE DATA 
KEY: Students wrifing ~e objective frJfif!ed? {Yo:: yes, N=no). Student 1 :1st letter, Studeflt 2: 2nd letter, Student 3: 3rd tetter, of "{YY' Of 'YYN' Of 'YNN' 

1.4, We have little knowledge of English Grammar during our teacher's training at college it in difficult for us 
teach correct use of Gramroan. Solomon Island teachern needtl. good training of English GramrnlU'6. 
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TABLE 5.3: CHARACTERISTIC TWO (FULL LIST OF STIMULATING INCIDENTS) 

CATEGORIES LEVEL II- FOCUSED CODING, BELIEf SHEETS AND WORKSHOP DATA 

1.2: 'Teachern usually skip over lessons when there are no resources to help us teach the concept'. 

reo.ch,er'at workshop comment sheet' (JU wcfl). 
wcs4: "Use local material, make ow:n, draw pictures. Use traditional way of collecting water i.n bamboo''. 
wcslO: "Make OWll picture book, use local materials; and environment discussions. Use traditional we:aving". 
wcsl3: "Use pel'SOD to create disC'llssion- rooming talk. Demonstrate USI'l of bush vine, for children to write 

wcelS: "Talk about Oll:o;.elves, morning talks, stories. Use traditional fishing". 
wcsl6: "Use yotln:elfto create diBcnssion, morning talks. Dt1 more in traditional styles". 

T,:,~:~:~:·t:~::::,'~,~!~"';••;:;mrnent sheet' (Not llf wcs). 
~ - but different from concept impossible to teach children new topics" 

wcsJ; "Local Jnaferiala, empty cariov.s, computer paper, magazines papers". 
wcs5: "Need t"eaou:rees, children can use and see in.dividuaUy". 
wes7: "Use hush mAterials (b!';mboo, rope)~ box' from stores- cheap". 
wcs9: "'Take children outside to make observations of traffic say • write about it". 
wcsl4: "Yes cheap resources around but we don't know how to use materials to suit the topic". 

16: For example, I use myself, you use the person to do discussion, yeah! talk about it then! they can come 
up m'mu• ~•nos stories. 

4: {Mi long ting-ting blong m.i, iurni need Co mekem owu ones blong iurni, from pictures den oloketa 
m••••= so•nl••n•oe•• ooot of what huni dram)- For myself, I think we need to make our own from pictures. Then the 

(can) make sentences out of what we draw. f· "~ 

10: (Wat mi tingim lo hia is, get them, example like morning talk, ia, in save fa mekem kam up stori of 
~• •••1r have;, the manning, by talem wat nao oloketa duim)- What I think about it is, to get them ... for example 
~sa •••=ingtalk, they make up a story about what they have done that morning, so telling what it is they have 

(or are about to do). 

16: (Weaving laek bifo iurni no usim tum.assauc:epan ia hem kam yesterday ia. Stones an bamboo oloketa 
usim bifo, they are noi expensive you just get them and use them. Plus if in go Ia bush, no need fo 

You just collect them a.nd use them. Reso:lurce blong iu nao ia, aa;tural resou:rces)- In 

':::!~:::~~:::;didn't use (metal) saucepans, these Wel"e inttoduced only lately. We 1Uled to 1Ule stones aud 
li do ouJ"cooking in and they are not expensive (ie need no money), you only need to collect them and use 

Pill$, when you are out in the bush there is no lleed to ca:ny a pot, they are alre~~;dy there. You just collect and 
them- oul'vel'Y own natural resourees. 

SUBSTANTIVE CODES, LEVEL t- OPEN COOING, REPORT FILE OAlA 
KEY: studentswrM!g:6amp(eobjeclive fulfilled? (Y=yes, f'.Fno). Student 1:1sl letter. studml2: 2nd ldfer. studenl3: 3rd lell"'", of'YYY' or'YYI-r or'YNN'. 

BLACKBOA.RDIHAHDS-ON 
PREP- GRADE 3 
IA: Bl.a.ckBoard, alphabeficallett.:.n chcu1 lB: pJcture/coi<mr matchlnq cards. 1 C: counting- chart, objects, BlackBoard. 

3A: nuhcards, comb. 38: Big: book. 3C: BiackBoill'd, books. 
l5A: colourpencU, w«tercolour. 158: colours &:paper. I5C: papers &pencils. 
5A: ~fick, rubber band. 58: book, pencils. 5C: none. 

6A:: teachers manual book, BlackBoard, real materials, eg:; midrib~, stone. 
68: Teachers note for Enqlslh, BB, flashcard a, charter spelling words. 
6C: Teachers nota book for reading, charter ofreadlnq sentences, BlackBoard, flashcards. 

1A: readinq books, flashcards, Blackboat'd. 18: BlackBoard. 
l6A: none. l6B: it depends on wl\i'lt subject you are to teach. 

7C: Papen<. 
l6C:none. 

~IC~O~N~l~C~AN;;;;O;;-;,-AB~S~T~RA;o;C~T;--------·----------------------·~·-~~ 

GRADE 4-6 
9A: Bl<tckBoard, story. 9B: teachen< note for Engllib, pupili book, chalkboard. 9C: reading book. 
IZA: BlackBoard. 12.8: pfcrtnre char1, Blackboard. 12.C: BlackBoard & myself. 

IJA: Teachers note6 for English P .. dfic Series pupils Englslh Bk.l. 
138: a 5erle6 ofpldure in their exerct..e books. 
13C: reader l, using Engl~lh pupils book l. 

14A: children's English book two. 14B: a char! with 6equence pictures. 14C: reader three. 

l'i(l 



TABLE 5.4: CHARACTERISTIC THREE (FULL LIST OF INVOLVEMENT INCIDENTS) 

CATEGORIES LEVEL II . FOCUSED CODING. BELIEf SHEETS AND WORKSHOP DATA 

,;;::·~7::-,·•:n;ot at workshop comment >theet' (not at wcs). 
~ :~Encourag-e children to write way they,think. Yell' -but parents don't know Eng-ll!ih, M-ust eru:ounge 

~''"''.Rot'" wcs3: ~Play letter games and encoura:g-e di1><;US!iions. Even our grandparents lean~ I only to wrlte 
not speak u~. 

at wcs5: ~Blackboard spelling, Mixed ability g«>ups. Slow learners can talk well but can't write lientences". 
at wcs1: ~Ml:x:ed ablillty <Jl"<:>Ups. Tn:le parents believe childn~u, only need to read and write Eng-lis!<~. 
at wc&9: "Extra remedial clanes -more homework. Children are not 6Upported in speakinq English by parents 
exantS~. 

:~Remedial clil..lise~ -more homework. Tounden;tand English, we must speak it to write it properly. 
l!spoo•klng •oom•• fin<" •· · 1 

mill! presim oloketa nomata oloketa mek m.ist.-.k)- We must pr<tiJie the childr.-.n even when they 

I
~~~:~~:~~'·~(Mi~0=helpem oloket<l alonq, qiqim pnti11e wod, cmd kontiuiu fo qaedem oloketa alonq an lucan get 5arn 

get them alonq fo aubt, supervise). -I help them alonq, give pndse and continue to qulde them 
some other put learners to assillt and supervise them. 

l~~~";':~~.:z.: (lnorderfo oloketa no g<~rem &hy, iurni mas stat nao, empha&he di&filla Eng-!Uh spealdnqlong-h~m ill\ 
. Berni tru dat mo&t long iumttlsas iumi no us1m English tn clusla, lnmi no &pealdm but lumi laek fo 

lonqEnqllilh) -Inorderforn$ not to 11hy, we must start now to emphillilhe Enqlishspeakinq at home cmd in 
lt is U'ue that most of us teach en don't use Enqllih in clan but we want to write it. 

l~~~~~f~~~f~Et~~~~j•~hi••;b;•~•~n inside onr culture and Jt's very hard to educate the parents. They Jee the Islandflli(!cond;u-y Entrance exa:m which lJi written tn Enqllsh but they do not 
One of the thlnqs is we mw;tmake them aware of the fact that even the child 

EnqUsh at home i5 part ofleuninq and should encQ1U"ilge them not to tease. 
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TABLE 5.4: CHARACTERISTIC THREE (FULL LIST OF INVOLVEMENT INCIDENTS) 

SUBST ANTJVE CODES. LEVEL 1 -OPEN COOING, REPORT FILE OAT A 
KEY: Students writing s.arnptefulfilled? (Y"')'es, N=no). Studen11: 1st letter, Student 2: 2nd letter, Student 3: 3rd letter, of 'YYY' or 'YYN' or 'YNN' 

PLI.YING MOTIVATES 

PREP-GRADE3 
3A: (senteJI.ces from roleplay) I believe that when students involve themselves in an activity they quickly grasped the ideas. 
Abo they'll eD.joyed the lesson BUT some of these students are very slow writers. Others are brought up from families which 
paze:o.td s11ppol1 it never have been applied. So their k:nowledges on things done in class is not up to the standard, YYN. 
Hi&: {pUll.cnate sentences) Through experience in the numbe.r ofyea.J:'6 I have tau.ght, I've found out that children unde:rstand 
language better by playing aro1Uld to have fun with it. ie; using it orally, without restrictions with m.Jstakes they make. 
Teaching them sentence pattel11B helps orally and Ia tel' on in written exercises. A game fonnat i.a a lot off fun, because 
children take it as another play time, therefore they are willing or enthusiastic in participating. But senses, if it is a sentence 
to do with the_ tenses, but not a :majol' problem. PI URI$, the same as tenses. Vocabularies, spellings, which we children and 
teacher do general corrections, so a:a "not to embarrass children with mi.stakes,YYN. 

----~-·~·~·- ·--··~··-·------- ---------·---------
DAILYWRJTING 

PREP-GRADE3 
7C: (ne"" report) To encourage children to write more. To see if childl'en can write by themselves or and for themselves. BUT 
no problem children to write what they see 011tside. YYN. 
l6C: (journal) Children are always plea15ed to express themselves in writing despite the mistakes they make in parts of the 
speech. They enjoy free writing and as long as they know what to do they would wriie you. pages of sentences BUT children who 
are so worried about spelling would not write much. YYN. 

---···~·-· 

PRIOR KNOWLEDGE 

PREP-GRXDE3 
IC: (ttla.ths} Children can easUy identify the Saine ntunber of objecta in a picture when they see pictures drawn. Jls they do 
more practice by repeating what they learn, it helps them to underatand that conceptmo~te into their mind, BUT some children 
still mixed up with exeJ:"Cise as matching so they don't <haw out the exact num.ber of objects !or some pictures. YNN. 
7A: (:story) Children to discover answers for themselve~::. Train their memories, BUT we have no problem. YYY 
78: (neWJ~ Mpori) Children learn about themselves. Children to think more. BUT while writing children only find difficulties 
with apellillg of words. YYY 

PICTURES ACTIVATE KNOWLEDGE 

PREP~GRIIDE3 

lA: (abc) Jb the children look at the pic:hu'es it helps them tO g:nu;p the concept that the picture ha.s a particular sound that 
begins with letter A,B, or C aad the l'FOl'd is its name. I tis easy for the children to identify picture that associates with the 
sound But children managed to identify pictnres and sounda, hut when writing a few slol'P"ex ones can't write the words. THey 
still need more practice on writing. Quite a few write letten; in the opposite direction. YYN. 
lB: (pre-reading} As the child:ren ttut.aipulates with the coloured cards, it helps them get the idea into their mind where as 
lll'"hen you jaat talk, theywoa't understand. But this exercls:e is very tdrnple and the children have no problem when doingit, 
tbat concept more into their mind. YNN. 
3C: (verb sentences) I decided to use- blackboard exercise for method C, becatlae 1 want ~erybody to participate when going 
through the words and the sentences. Also by looking at the pictures it will help the children to find out the correct verbs But 
jvcry few students cannot recognised the verbs even pictures are drawn to help them. Some are very slow writens. YYY. 
148: (story) Individual teachiDg. This method bused when working with a child on a one to one basis. This method is used 
well because most of the children have learning difficulties or have a different level of working and learning Bat the problem 
of.,hen using this method ia that it needs a lotofprepara.tio11. It takes a lot of tim.e fol' the teaeher to :see the whole class YYN. 

15.!: (sentences) I believe that if I let the childrell look at the picture they'll find it easier to write the se11ten<:::e Btlt some 
children have problem. in English they have to sit down and wondered unless the teacher explains it slowly for themselves 
before they do it. YYY. 
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TABLE 5.4: CHARACTERISTIC THREE (FULL LIST OF INTERACTING INCIDENTS) 

CATEGORIES LEVEL II- FOCUSED CODING, BELIEF SHEETS AND WORKSHOP DATA 

13.1: "I believe that the cltlldren in mydaf<S learn to write by getting involved In g70Upwork and dJscussed 
the activity. 

T•act>e• '"'' w'"'"hopcom,neot sheet' (at wcs). 
wcs4: "Children should be moulded at early stages to continue ne:d class". 
wcslO: "Teacher has ailns in order to maintain students work performance". 

"Shape mind to bring CQ.nfidence when they come to next level". 
WC!Il5: "Shape mind, I really want to know whether the child is learning to go on to nert cldss" 
wcd6: "Sltape mind"-tmporta.nt for child and to be done continuously". 

Tffiocl••• 'o.>t at workshop conunent sh">el' (not wcs). 
'"f,,.,Solorr•oncllildren learn. by reasoning round topic in Pijin to-darlfy Writing talk, when English 

N~t.twco3< "Hot aU dU.cussiorut are traditional· some 4l"e to find out aru;wer.. them~;elves". 
No•t•twc•5• "No tradith>nal way of dicussion- only Ul!oe Pijin and English". 
No• atwc•7<: "Everyone should do the discussion. it's the only way to help below average to get idea for writing". 

''Yes my class discuoss meanlng, l'<laSons why, ;uquments, ralsed questions about topic. Finally they 

on the group arrangement, a leader in the group acts <lS teacher". 

~:~~~:::~:~:::~t~~~:::~ ~:~:mi lra<'!m best fo me kern oloketa save wraet gud ia, mi putim foundation Ia an hao fowraet orllao fo read bUo olokela move long next chtss. lfiumi no 
to class blong iumi ia to fulfil Ia dat m1 tu bae hapi an parents tu bae hapi an semtaem We pikinlni 

very important fo iumi shaplm oloketa plklninl Wed luml tlsim bifo olokata move on to the ne:xt 
and I tried my betrt to help them write properly- I'm laying the foundation and it's my 

know how to write and read befoTe moving on to the next chuu;. We need a vision for OUl' class 

'",:;~~;::::~~ we and the parents will be happy, and at the same time too the children will be happy. It is 
VE for us to shape our children's mind as we teach them, before they move on to the next clas&. 

l~~~~;~;~;~~~~d~•~tf.w~a~n~b~u~t~l~luk~in&a.et suppose iumi shape'm gud oloketa pildnini We iumiluk ~<ave dat ba.e hemi t~ta.rl fo Jmprove. Den bae .show that their perform.t.nce bae .still kontiniu, 
ia) -Not only that, but suppose we at end to .shaping the children's mind 

>rtart to tmpl'()ve. Then, when. their evident improvement continues, they 
next class. 

<1:: (Mi kam across long experience d<d tfmit.,lla duJm reading andoloketa no save gud, ba.e mi no ila.pi 
performance oloketa duiln. Hemi gud dat iuml tJ.s.as mas ahnim waitim objective" wea iumi should tlsim 
class long oloketa pikintni blong 1um1)- rn my experience, when we do reading and they don't understand, 1 

feel happy about their performance. II is necessary for us teachers have aims and objectives wlllch w-e 
be teaching in our clilldren 's class. 
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TABLE 5.4: CHARACTERISTIC THREE (FULL LIST OF INTERACTING INCIDENTS) 

SUBSTANTIVE CODES, LEVEL 1- OPEN CODING, REPORT RLE DATA 
KEY: Students writing wmpte fulfilled? (Y=yea, N=no). Student 1: 1st letter, Student 2: 2nd leltef, Student 3.: 3rd letter, of 'YYY' or 'YYN' or 'YNN' 

~~~~;:~n::~~':;~;~,:l;i:=::e this method becau~;e it is help arouse children's iilterest and know about what is business as they 
·~ but the ~>low readers can't catch 1lp with the advanced :reade:r's work. YYY. 

It gives children more idea on how to write about the pictures BUT some children find it hard to sequence their 
•••denc••· Some find spelling to be the most d1fficult problem. YYY 

:~~~::~~:*~=:~;My personal beliefs for usinq this method is be~~se it includeS-f,:fbe whole class, and makes the students 
The method is aaed for the stndent to understand the la.nguage and fa.miliar with the give report and 

· brave to talk allid share idea. The problem with this method it is too noisy 
for whole class lllld group to contribute. YYY 

3~;.~-:~~=~:,';~,:Ev~ erybody can participate & are free to say anythbl.g they have b1 mind abQut the title. This lesaon can d!!Yelop 
~ & their own knowledge about the title. BUT some tf the children in my eyes are very slow leamen;. It n~ds a 

and different kinds of methosd to ase before some of them can get in the mood of recogniaing words. YYY. 
ln••••lil h•liee•it help them to think of what they h~tve done and to write a story abo11t themselves. BOT $0nte f"md it hard 

!"...'~•n•ml""c what they have done so I have to stay with them •nd ask then slowly until they know & remember what they did, 

chn; are given the chance to speak freely in class, it developa self-confidence in whatever they do, Most 
like to tell teacheu what they know or discovel'ed. outside of cl~tSa. Motivation is important in learning. Open 

".!'"':'~•<••" arouses ot' motivates childres learning. BUT class may be too noiay and out of control, but stick on discipline. 

;~~~~~~~~~T~h~·~·,~rn~ethod I believe is very effective, becam;e class pupils would iDVlllVfld in sharing their activity. JUso in this mehtod I ~n able to identify those whom are not taking part in sharing their idea. 
most of my sta.dents are average learners since the beginning of school term.. Over all theia 
for this kind of exercise. Bat when using this method is sometimes there ate 

there is notmat:"h problem in this method. It is students who are 



TABLE 5.4: CHARACTERISTIC THREE (FULL LIST OF INDUCING INCIDENTS) 

CATEGORIES LEVEL II· FOCUSED COOING. BELIEF SHEETS AND WORKSHOP DATA 

teachers in this study believe that students will only succeed in writing, if the teacher communicates the 
the Englsih language correctly. Is this like the traditional secret knowledge elder called "Gwanngal "? 

relationship with hl!i followers is distant? Ask at workshop. 

13.5: 'I believe that children learn to write tfthe teacher explain the lesson to them more dearly and give 
enough lnfonnation about the lesson'. 

Teacher 'not at workshop comment sheet' (not at wcs). 
at wcs 5: "Children must listen and watch before they can write well." 
at wcs 9: "Stndents must listen to my explanation and reasoning." 

Teacher I 3: (Experience blong mf lo class, tisa mas explainim gud fataem nao nero, character or the part of the 
sk•~ la,nnoloketa pfkininl so that oloketa plldnini mas fully understand gud wat nao all abaot dat fal!a storl ia, 

allowoloketa pildnini seleva nao to be trae fo oloketa nao fo leadim other students long gmp wok 
dat all ahaot dat storl ia)- My eXperience teacher must explain first name, characters of the story 

so that they fully understand what it is all ahout before th~ try to lead other in group work doing 
on that story. - .,,f 
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TABLE 5.4: CHARACTERISTIC THREE (FULL LIST OF INDUCING INCIDENTS) 

SUBSTANTIVE COOES,LEVEL1·0PEN CODING, REPORT FILE DATA 
KEY: Students writing sample fulfilled? (Y")'M, N"no). Sludent1: 1st letter, Student 2: 2nd letter, Student 3: 3rd letter, of 'YYY' or 'YY"'' or 'YNN' 

T£ACHER LED TALK 

PREP- GRADE 3 
GA: (m.aths) Reason for using method A is because the chn; want to see how better they a:re. When their teacher marks their 
works. They c....u see their own errors. At the same time they would be practising their hands in their writing skills. Another 
reason is that the teacher herself can identify those who need help from their works she marked. But the only disadvantage of 
method A b some chn; would not struggle to work out their sums themselves, YYN. 

GRADE4-S 
9B: (ptmetuation) The ni.ethod is. good for teaching this topic hut may change if the topic is different and I believe that this th~ 
good meh.tod. BUT children a:re learning by copying from others. Chn; don't find enOll!Jh learning. Chn; make it a.s a daily 
exlll!rcise only,YYY. · 
12B: (sto:ry) I have been using: other method, but end resuJit not good. So I 11sed class work with teacher-centred. I h•we seen 
p11pih work weU with confidence when using theis method. Also there are not enough time when using other method. But 
30rne pupils find it a. little diffiClllt to starl write a pa:mg:raph. Most pupils find the little diffict~lt when comes to spelling and 
putting simple sentence together. Few, totally can't ptl.t the story together and end up with all sorl of work. Overall there i~;: less 
problem in this method, but pupils whom are mentally in learning. YYY. . 
12C: (complete z;entences) wholeclass &: tchr-centred. I personally belief in this method, particuarly in this lesson, writing 
seven sentence$ of their own. Bnt not mnch problem in this method expeci.ally in this lesson, writing seven sentences of their 
Otnl. Adding to this, most pupils also having problems with their spelling, as well as tlleU grammar. It is because of less 
exposure in reading books, etc; YYN. 
13A: (shorten sentences) It well help the chn; to be able to understand whel'ft to put the apostrophes by using th.em examples 
B11tchn; will sit still have confusion when writing in apostrophes.Jlome still can't~horlen their sentences if the sentences are 
too long. Correct wo:rk on BB, YYN. - ''f 
14A: {apostrophes) Personal belief: it was the most conunon method tJ;sed by teachers in prim.a:ry !Schools in Sis. This method 
illl the simplest approach for the teACher beca11Se the tchr; l'rill not nsed. to many teaching aid4 during lessons. This method is 
used when the teacher is teaching the whole class in one big grollp. BUT the only pt'blem I find when o.sing this method is that 
those students who IU'e below average will still find problems with thier work and will be much lower than those who are above 
Lis;;;N rotns'TO:U·Ei"""'"'re..Ahrme RV"'ri'<T .. will.not.fhutAJ1~hU.rn.llrith tho>Jr_Jouulr-.YVN -----

PREP k GRADE 3 
15B: {story) I believe that when lbtening to the stoty the chn; may use theil: listo.ning skill & the ability to write their own 
stories & to d:raw their OW'Il pictu.rel!!l. BUt for some of the cbn; who &l'fl not listening while I'm reading the &tory they don't 
understand what to do. So 1 explah1 it slowly to them. YYY. 

GRADE4-6 
14C: (eompl'ebension) The main reason for ns.ing this method is to test the children's listening skills. Anothet' rea.uon is to 
enable the children to give accu:rate answers to qnestioDs about stories BUT the main problem find using this method is that 
~rome of the children finding problems with their spelling. YYN. 

TEACHER EXAMPLES FOR CORRECT FORM 

PREP- GRADE 3 
5.1.: (maths) I believe that if I teach the chn & they listen & lean~. what I tell them they would know & tl..lldeJ:Sta.Dd what they 
learn &:-would be able to pass the exam for high school. But I need to write the work on the BB because the books were not 
enough. (No writing samples}. · 
t5B: (momiugtalk)l believe that if I teach good they will become good lead~ of the future. BUT sometimes it is not easy to 
teach the children who don't know how it has taught in English. (No writing $1tmples). 
5C: The teaching is good and gives wisdom to chn; if they are willing to listen&. obey what the teachers says to do. But 
sometimes there are not enough hooks far use. We must make our o'"' book fl'om the children's work. No paper or paint or 
colour crayons. (No writing samples), 
6C:(sentence.s.} The reasons fo:r using method C is that it is an important method without it the chn; caanot do all other 
activities. Both rnethodA & B cannot go withont method C. Then the othel' two merthods will be more easy for them. THis is the 
the .-ea.son fol'stating method Call' one of the important methods. As a teacher I canaot prepare my activities without method C, 
I must use method C before I pl'epare my presentation. But the problem I have had been nsi.ng method Cis that thel'f! is 

lllways a shortage of books. There are three to fonr chn; using one hook. When I want to listen to individual rea.ding it is 
always diffiClllt and impossible to do it because each individual person has no book to use, YYN. 

GRADE 4- 6 
9C: (ato:ry) I believe to this method I think it will enable the student to write good sentence & qood English languages. But their 
are some hard wol'ds used in the sto17 books. Some students don't write lonq stories for their story, YYY. 
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Writing Sample (appendix S.l.l.a) 

Teacher 13C - Conversing Method 

Student 1 

Qead,'n3 
' 1 1tu____ P~iL SA-all'' 

Rwd iW, s\or'1 lo 'iovroQif -and i~ do 1 W. vJod- helocv 

C) wh;{{ J,J lho. bD'(S WJ<. \\c,~+- 3a'-" il'lO'\ ,ln :rkJ (;,, c:\•,ltilnr) 

J buc•nc,s? 6QmJsQ +~ saul //co_s/vdcvrr ~a~ lv a /oo'J 

wa'l "" k llf1lll's\-- sl-,op. 
(1! iAJh·a·t- H,\1\IJ"' cl . .J l~lili.( nQ_od !v ~,C~Jcl ''.<.1! .. ~\v:-~,1\.:,-.::·- 1 1he0; L.QouCJ 

Cfl>ct't+- ~ <k bal'ery 6 s~c+ c(:- tlu>.r'r bustnQ<S 
(i) W\\<j wa<; t\,;t lnJCL tllf=--v«r+ers c!; Gn hove· ble '"' clv07 

1kaaU>"- '•+ ha¢ a qat- "t "'· 
® ~~hat dtd Se.u.se S8'( -\loa I· m<Ide_ """ manager of \l" bav.erv 

il<j<"'2<2 -\omalQ ikm P~'1 ~r only +~pt.zs ilw'f l1<•d ,;old cc• '' 

d 3'-f iL02. -\rude was la-te 1 B<!.cat&e_ ~ d,'d, riL via nt 1-4. boys 

1D order lWM o~ baker~. 
@ _1-ioVJ~f~ c\ic\ ;k.,_ 'bo'1s male onJL eAc\1 pr'e 7 ~o.o:J. 

(iJ flow 0'\v.::J\ mo""'-'1 c(,(\ tl.."'' coiled- on 1 \,vz_ h<s~ da'l 7 How mtJcl 

_ o!' 1har WB-s +k.. prof';+! ~g ,;~,0 . .t?-·40 

C3J Can ~ou ~ vwcL Nt abovi-- vuha'< h~ ~IML 1-oo'ls +nolo M 

pW; b-ac"-. \n fW, t<Juwr on tl.,Q d 'a'f 1l.Q IJ)e!'e deltJ~Cecl lo+e 7 

\4--a\t- F o~. 
1'\ncl_:\\.w__ roQJ!J'iiJl.g< a\' ~se_ "-)Onis 

~ c.redt'+=;> ttvshn.9 5omeont' to f'a<i ~\so~m-1~1~3 laj,,-- o~­

@ bR"Je>'n C')ln BI\']Ue 0ver- lh<L pri(, cf son._e_.P..:,~ 
(/_Q) \earw;\·C';> -In ber.d '1ov< b"cly inwards or ~5o'meHi"'3 



Writing Sample (appendix S.l.l.b) 

Teacher 13C Conversing Method 

pl!oci,,-,,)-

Student 2 L_~~C -~.fr_:_c \',f· __ st_~_~\.1. .. 

\.< ;,,; c' ,J \-;\c 1:__.0 ':)c, ~.uc: n---ol ~o.,.fe 

()n lc!c'L' \o,.- '2.\{;..r~o()(:) 0 \-,Lj<:,1n(2<_,S 1h'"'"''-~'c>~o''l> 
~•CluJ h-.e -~1-;J_<;:\§cnh; runr'"\ 1-u fh,r9_ 1« 

1;::_,:,.,- __ _!. •ncb Co lhe:::, Sa.•cl t~,u;- .ltiei.. 'v•'·' 
·mod& 0. sr-0o\1 bvs"•ness 

1 "I ' " I-~ \.-\--- I -lo S'o-1-- \'F.c,or !-\:.-,co~ ;•n,nq<: c '"' .no.s "uer: _ '' , 

bu~;"··,ess ?,_, th,e'3 vJI\\ "~~<;! ___ -~~u f'Ylono~ 
\-o C,!(~r-J- \Fieu·- buSir"ICSS• 

3 w~-,:s ~O'S \tie \t"ucl<. \1.=...-ee qvort&rs o( on 

hour- lot<> ono do:<, ' ~oJJSe '" hove 0 

-- ;~ ~lor t-~ce 

Ll- ~lh0\- d•d <:?,eveSQ So:J \t;ai- ,.,..,oJe \tig "'("'")o 

-ger cf tv,g bol<e~ as~" \-u rvake \t1om po'S 

I d IJ tno ra• on\:) W.e f"'a.~ lt>e-:J •a So on 

da'j tv;"' \ruck was lai-G? 8eca..use we YY~qde 

o. b.::><'3..-.,.;n. Yoa a.g,r~ \.-o de\i...,ar Wia ~a 

9'JO'~ \-o t;::.;e\ve o.nd '6ou J,idn'l- 3g\- \:h-e>'Yl 
tho,..e til ·lai-Q. .\\- u.Jog 'SDr'Y \oo~\Y LVB did"'~ 

Soli lt:ierYl You dlcln'\- l<eef ''J' ,,.- pori- of lfip 

~n- b\(< CoA JP \--o o.no\\".ef bo.rhr§, ik we 
\.-.o.v·Q \--o 

~ !-lou_> much prnf;l-- chCl rhe loo'S~ 1'Yidke on 

each p•o ? T...uo \Oe.o.-

G 

-, 

8 

~OUJ fY'~uch mono~ d1d tno'S colle.c!- on 

F .. ~ 1- clo,) 7 Jo \{!no. Uow rYh .. u:h oG thol­

pro£!1-? 10 \(lnOI-

Con \•p" ,,Jeri~ ou 1- a ~.:..our- wl-.,~1 '""" rt-.u 

l,,(J\' ", \("!()\( t\io PIC<; ~>( .. :::\< \,_, 'he; \::,,.._.,\(Or) on h,( 
J 

r·Z:s' do,·~ 11~0 -.- __.,(!(Q ckl.vf?retl 1,-,r,;. 0 1}::,1\ C~'L 

Crec1,\-- r!l(o:"c<nS ,_An (..-·rcv',~'?-~::'_'!'t- lr,Jr.f<'~n 
p..-oso" 1-o r:> .. o."~ ( 0,.- <;on"ot\-,;,-v::. \oh.:r e-n \--________,. --'"~~=-----------:r---- ---

0 F.oro,ro•n ""8a<)•.:_, __ ~ An ~(~~b..c_.l...!..!_____b_,._,,-_,~C: 
". ---,· ' 

Or Se_ll,n_'1-----.9_r_~_chcH:g;n _ _,- Sv,.--.--,e,\V>,.')_c; 

,,,..(, · __ 



Writing Sample (appendix S.l.l.c) 

Teacher 13C - Conversing Method 

Student 3 

2/~~H_'I~ thi~~ cj; __ j rhc:-r IRc<i f.o S\-CTI~ l!lcir f-JU'~II~E"'S"~··• 

0!ill__ [le~:L___?_o~\:!£ -~txlr't--~~!L}tiEI~_b~jg~ES~ 

Nuch prof'•> 
pie? rev 10e.9 

~~oN M ~ cf. Mooe/ 

20 h'nq . How wuch 

vj;<j Ihe/ COiled· o~ ~"' 

F '"-' •·w p "!' o '""'. "'~~roJ:It. G k;<>q 

7J C'!n 'joll won< ouf q lx# V..liccqf· hO.,c H,c 

bo.p i<J<tc the P"'.c l£vk I<> the bq"'er~; ol) I'"' 
tP! ~~ klde {!eAuer,~l ~tbe" HqiF:.Jt<cf_{Hle 

~ . crecli~- rVJcans- F'l0_ _ _g_'1yq_~~-l_:j~l2}-_j[\_E,_h_[1Lf (j 

Of __ Sell!_2_j_~l_-__ ~~~~~~~-~ol~le~:i~ -

'j_o. '·'·' l_'"-_1•(. 1 
JQL-':!_nr,i\ 

hrd--d 

I ) C) 



Writing Sample (appendix 5.1.2.a) Teacher 7C - Experiential Method 

~ cd)@]~ @k, OmDg 
/ ".... -" lb~rcal~ ~ 

-~---

. ~ ~Q. +<=}, I So.w•" btrc\ . H~ ,;"""3·~ o" ·~ b"""o1., c 

Aiel 4 . -f'; ,,, 

' ·~ "'', ""'"' "''! 41<~ Hq._~, . 
'-----

.------· -~-

. --..., ----

A>"d He S:~3 So"" So,3 fk lWs v~"'" ''"I'' 

/ 

(/ 

J n., r ... I. / ' '·.r{V 
,/ .~. ': , ·. ,I 

\ ; ', ; 

'1~-.· I 
I ~Y'cJ\9' . . :~J /f(( 

-·oh 

,_ 

-
g 

Student 1 



Writing Sample (appendix 5.1.2.b) 

Teacher 7C - Experiential Method 

Student 2 

Student 3 

I ~J'L__,:u _ -
::-.e .fi~ ) r/'j'~j -

~ thJ - i5'ti\ 
' 

--/hQ lflow 0r , 16 Yed I 
C\Y'd 

I h I 



Writing Sample (appendix 5.1.3) 

Teacher lA - Practising Method 

Student 1 

~ Cl >:l 

Ill L ··~.·· ·, 

)fft 
~('-~ c~. 1 -r 

'· 

Student 2 

~ pt8 
' 
~pO-T 

1t CP-t' 

Student 3 

c ') 



Writing Samples (appendix 5.1.4.a) 

Teacher 9B - Listening Method 

Student 1 

()I lhe ~C"'c\,;vr sc~,c\ SOI'>eth'"'j "'\oocA+ 1\v-<;hc-~lic/ 
/ 

G)Je<AO<V) ~~ Wc;svt so.,cf So"1e+L.,·.-o~ <Aioo"'l-7\:,"3 {;·,e. 

@ The . .C;;~e_rC>Acvn so-:cl "o~;'C'j o_'b='r h\s ·~,~~ \.\v-b _ 

., 
® ~e cor'+e«- ::,rower s"";cl So<Yie\~\')5 0 6ooc\ 'r'>--e CD"":J'.>. 

<'=ol -'co Mt 1\cv)e<'. / , 

© Tke. lc,...,)\d.o::,e> dnt·"' =·d 0ol-\-.\~"" l(,e'rc, . 

GJ !he shol'\o..eQ.y-' Sc.~d noth~"3 o-'oc=T -1/e Soc.,\-\, ?"'c,.f;c 
posl-. / 

® "jj;,e o\ci LVI~; sc,,cl Sc>Me.~;""'l 4b -\\..,e ~<"ov;..,c;o,L 
C.olY'I\"<11~\·0I<t~ / 

~:, ]~ >co"'" ce d ,~ ~~e+ ,,, ''''"' 

\.0 1\oe. 'oc,6c; so"ol "'"""'"'9 o.lo~ 4c..e »V>a,'rl-reos-

,/ 

I ll i 



Writing Samples (appendix 5.1.4.b) 

Teacher 9B - Listening Method 

Student 2 

~"'0!,-.L /csi. 
( 

( 6//j ~ 9e_~-,-tQV!C( fVt~~(lt{Y- [')<Jok. 

J.'l!;;, .kaclu:-.r &o.;cf So'>ccfh'"ZJ atGouJ At-<S(,,,[,·0 ,_ 

z. lhc patnf<Zr- iScucl nofkt~ tlfooccl rk QCL•clncl 

.·;:ToM.O.<>. ond ·'rl-.stu Scud GC;>WtQifc,hd obouJ a(:,,~ {.';c. 
(~ llu .f?s!wrniCIVJ _gcucf noH.,,V/51 ohnc~ hJ:S L!/SI( +<. Wulc 
.;) Jk c.dfe<:. - 9 rower l;ccu ,} Y!()/t,.'n 3 (t loruJ 11-.f rc•u;/" 

l'ba cf +0 mJ 1/afrn. , · 
< fh.L GuJick:icr driver Send ncU..nV obou.f let"-\"'. 

llW c:;/~p k.,~ Ca,d noH,•n2 nioouJ lfu 0ou&l, pac·'·. 
p&::~ . 

1JU cfd Li.L..t.cu . .So_icl 8cwt"li,i,.,f) Jo Hu: ?mutnc<ctl 
Col/fM/SS '(JflJ! 1'. . -~";--' 

~ll !C) lJ!'-ot--h.c.,- &atd 8oh-Lc{/,. ~kd a bou__f- G(/! . ll~U.S~ · . 

ilze. Gabc'f C:cvcl Plett. tng CH7w.~ fiv v.,c,ili-z,,ss 

164 



Writing Sample (appendix 5.1.4.c) 

Teacher 9B - Listening Method 

Student 3 

·.··~~.,.,.;_ 

T/"2 f-e,"L."" So.,;). SQrJi,Cf/,;~~ cJ,rui "AJJsTroD;, ' 
"'f 

L /l,e_ polrv!EY SwcL. rvofh,Mj ohr<Jlt l~<L flo:..-IDenl: / 

1 J~~c(V/ES Q()ct lJcrsu Sa.J'Ci So(l1ER,/v~ aln-cJli a [,I q 7 
., R<>- . So.Jd NoT~,w~ oi:,,I)JI:: kfs ().~~~ i c, ked 

<; 1he.. coFF812- c;rowQ.~- So.id SorvJT7~,w9 o)drul- i-\_,."2.·\C 
(OU~ roa.O bO f/\t ~G.']E/1 / 

b Ti~Q. l:,vi/:dc<;G£ c:Arf""K ~ NoR.iN') o..br-<lfc kfE+a-/ 
1 Re. si1Dpk~"'P"-' s-c0d [)16Tl,tv3 a.hvvr t>"'"- 5cMTt,._puc]h· 
~ po'S.l / . 

g Re- cJJ. Lu\w.t soJ) So MtRIN'J +01l<c\"i'o()l'tv~t ~ 
C'o """"' ss fc:Jf\A2.if / 

"!" ~ ' 
9 1w'I.05 6-co\\..Q..V <£u'cl 5c,fi'lt7l~nC'J ~ ru.Lrk Her~-:c: 

1, R."' bo bj s-aid Mtk;Ncj a..LruJ +~0.- to;l-h·e.0 

165 



Writing Sample (appendix 5.2.1) 

Teacher 3A - Skills Objective 

Student 1 

She 

She 

I' ( clrYlb If"!~ h C( 

r,~, a J1nq a 
' 

I 
f ), ( l \ . 

u 

He 1s draw1n cz p1cfu.re 

Student 2 

~e 

5he 
He 

Student 3 

.:.__, ,-- ; ·­
~'; \-

I f.' . r m'. r 1l0cd 

() oo b 
r .. ' 
' ( -" lj' 

\66 



Writing Sample (appendix 5.2.2a) 

Teacher 16B - Comprehension Objective 

Student 1 

~ .I 
:.'h(......:_·C. 

/ ---/ 
;-- ''·IL 

167 



Writing Sample (appendix 5.2.2b) 

Teacher 16B - Comprehension Objective 

Student 2 

T£0\rSYlc'-'3 23ro\ Je<~ 
1. ShJ,_ _ __ Lr-C! :J kd_ _ C) .h +.~ r .C~0+ 

curwl +Hz-' wcwes Sf<XJflt.ecJ Smo.s; 
'J h.e-r +-v flLe·ees ~bv -. · \:>' •+-. 

]--, Moses CJJf!d .JOhn _ Founcl ++·.JL. +i:r( 
Yt>c:__Re:, cUr>ol +-hn- c:Jevm s:,~d i. 

3 Tb~ ocA·opwc; fnsh:l-vn..Q.o1 +\~ 6oc1S 
___ DJ.A±: __ b~ t-\r-..e wcd-:el\, ~ 

!1 .Did .Abr..vt.bfl.J'l'l .. W.Lfe Gcc1ol 4 e. IS 
1S own c, 

Student 3 

'G:Lche- _ccrul.~t& o.rL }L ___ rJ<vi'. __ M~ /!,g ,var<, 
. i 
' __ \ S 1-" diJ_ '" .(ole!;_ to p1{A; r f, 6 

. '"'\.[ohac.eJ ~o.id ~o~QJ rA;.·!Jr,r.,_~ reck im cl CA' 

=>-i_1h.v gh"rk ~r;b~c~~J ""' oC f~, vn-~r 
· ~! olJ Abra.J-.~rnr '--',D., sq,J >k,; c(v11c /i.rLJ,nJ 

'f:C! oiJ. ohruh"'"S S/o,..,r 

Y_

1
: __ r __ ""'_h"'f_-l J ___ •.de_ I qef J-"~. goid buL Lh& <-t 1u .yc-

<'<ro - C!J&S ~a. -

G/1 
4"'- - hD.Q!J_ 

7 1

1 

(\ u O!JJ .1---(1 

168 



Writing Sample (appendix 5.2.3a) 

Teacher 9C - Free Writing Objective 

Student 1 

"fi\\if ~\}{)~~~~ \IF&I}..~'li' . li'@ li ~'if 'doE1ll't1 
lr~~~ liJ 

"·:;_~~----
-:-,·-

O.ce_. <,4fl!"'• "' \:1;., e. _, }\,ere w cx'h "'_ S ~ \:. · 
Th~ii' ~'1 ,1-l.,e S\,qr_~_w"''i':';i;)""l(Jf'/ "'~·· ~e-11\- c(L\' 1, 0 

~\~J, __ b(?><Oe ___ ~o_c\· ~~ <t.\.g~IL_ '<>'v.J<>A\1 ove,r "' ~o,,~ 'oc.\c cv(lc\er 
. 'rl,e; _I;~~ • .be _5~- ~ol'Y'e S_<X\~\ ~\s\..... 0v0cl 1-\Q S~qr_L 
cl,o.?gJ -~e.fii_~It>_e. ~1"1<\\1 ~~&.4 -<;~CW\'1 ~C\S \- qs ~e'f "" v-\~ 
lAK1cl<K: ~·~ co~\-. 
IT,e sl,"'rl. Wqs t;:Nf.\";jt:-y, l,e pt.V)\..-e~ \.-4e- 1oc.\:. c,uJ-
W_~<0'\ \\.;c s~\: \~;o\:.c>_c\ "\ i\C\e.( lMe roc.~' "'e c\·d,~\- "'\:'.(. 

\\..e_ S.,-c~o..\\ ~~s'-:>·~e S,.-Aa.\\ Cy;"'. \,.,~c\e. ~'A\-\,.,& seD\..weec\.;; 

_n._e S\,.,c,f'c._ C~'\- &.W""""' \-o \-l,e $ co,-weec\.s, \o_eeCANCSe. 

.· 1\-_y.Jq_sl'l\-_ e\<e_f'p_ e}'C>v.-('.'6'-' '\.o' 'v....~M • \\,.,€ S\01r\:: Sv.Je.M 

bc._c\:: \-o \;.....~<; p\o.c.e. \.low \:"'-"'"'"' w\r.'-{ \"e· s'...,q,-~ W«.V\1-­

\Co eot\- \,1-'t\e ~is\, \-'-'~<, c\~c;. 

169 



Writing Sample (appendix 5.2.3.b) 

Teacher 9C - Free Writing Objective 

Student 2 

OiJce urbn 0 [!Me, Tht?Yc uva 

11\/'e JDo !LVJIMoJ< ,The rue A""'~"J' Uc~" 

F---~l71·f~~" 1"•-'' ''r-'" ;;_-~_Uc_/ (c'-t_cec-~) P-( 
ne~ce,JI-J£~ k-UFI~I . ~cU IV~I-,'0 ~ ~ ~ 

1 I ' -' 
,.L1Q'r"tl1'..."'9 Tkrz (:::<._l"_ S -,_~d' .-~-~ ! -; ·-·r•· 

n -j_ - -- I t I J T' -_/ ·~ \ rl li ;. ~ !c . 
/icJ-, Co&Ae __ e<: 'F >~ ,,,_r 'far c>,, -"'c ~-

-

He_ c·vt ~- ,.. b -·. !.-c u c _ ~ , I} L F -·- l ) f• ( , .. _ .. 

0• Ncdv! C, Snj<S;L 

17U 



Writing Sample (appendix 5.2.3.c) 

Teacher 9C - Free Writing Objective 

Student 3 

Sfon~j otn'. b<9-Ut -tc>JN\:1'J 

On12,. -,.d ~ "\ 1he f~Aj \!l~f~rr "" -tt,,_ t<Y~CVV'-0' 
--'l'beire V)ele p\~~ . OJo/e.. Ia. ;J , q""'ole;, V, 
~";, .l~JoM-J • I L~ 0 

W, ~\toe. 'Nv~(~J fc0CGcet 
,~i¥ ±C: -tt;e. ~VVL~\ Ys\cvJ ' · J -\'v,e'f-e.. 

vJ~ S~"'' \(~~-~ 1 
• ~ .-Al+ex i:'>l~ ~" <.:, we.ce 

fj'~ lwvvte' •. oJIA.PfJ \J,•'c .. ~i··· ""1'\0";-) were Coov;:vv--j (.UYV\., 

ro S,,h), 0\/V\.ol ~e +r.vL, lbo . . 
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