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"Cry out for discernment
And lift up vour voice for understanding,
... . tor the lord gives wisdom,

{And] from his mouth comes. ... understanding:"

Proverhbs 2 v 3-6,



ABSTRACT

How English as a foreign language (EFL) writing is tawght in Solomon Iskands.

A grounded theory tavestigation of Solomon Island teachers’ best methods for teaching
EFL writing was undertaken m Perth. Thirteen teachers (three male and ten female)
participated. being sclected according to availability and coverage of all primary school
grades. Two Coordinators assisted with location and liason between the participants and
the research base in Western Austratia,

The investigation praceeded in four phases [n the first phase. data were gathered through
a report file. 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 variable underiving the teachers’ best methods for teaching EFIL writing,

In the second phase. a workshop was arranged in Honiara and was audio recorded. Al the
workshop the key findings of the emergent theory were given to the paricipants to
discuss and, if necessary. to modify. The transcripts were analysed to verify and expand
the emerging theorv 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 theorv by giving it richness and depth.

It was found that teachers believe that students will only succeed in EFL writing if they
first gain power of understanding. This was best obtained by a form of discussion in the
classroom which is like the traditional icarning 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 incidentally within narrative and report
writing, vet the reported methods and writing samples evidenced a strict adherence to
structured non-integrated grammar exercieses, from an old (1960s) English syllabus. It
was found that students at all tevels of achieverment, who participated in group discussion
before writing a narrative or report. produced good gramumatical wniting samples that
fulfilled the writing task objective. Those writing lessons without group discussion tended
to fail the below average students, who make up apyroximately forty percent of each
class. As only the top twenty percent of primary school leavers can atiend 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 effect onlife
opportunities for primary school leavers.

It is evident that English is not being taught within an integrated curriculum. The use of
an integrated curriculum would provide significantly greater opportunities to improve and
make EFL writing more purposeful. Within these opportunitics 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 writing by
students in the Selomon Island situation. it
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Chapter 1

INTRODUCTION

1.1 BACKGROUND TO THE STUDY

Solomm'; istands is about 1800 kilometers northeast of Australia. a country with about
400,000 people. mainly Melanesians, "who communicate in a range of dialects [about 100
languages]. Sofomon 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 learing of English is
carried out in a English as a Foreign Language (EFL) context. The vernacular 'Solomon
Pijin' is widely used as the children’s second or third language. with their first and
possibly second Janguage being their parents native languages. "Pidgin (sic) is not
debased or simplified English. It is a language . . . governed by rules as neat as those of
English . . . . Melanesians speak it fluently and grammatically, and very few Europeans
do," (Keesing, 1990, p.159). 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 learn 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 things happened, by observation and
imitation of parents and elders,” (Demerath, 1906, p.67). Traditional learning was a
meins for in'lparting survival and spiritual knowledge within the context of the village
rather than in the abstract context of a classroom. “The conceptual framework for
Melanesian knowledge processes is inspirational. revelationary and transmisstonal, while
Western knowledge is characterized by inquiry. reflectivity and creativity,” (Demerath.

1996, p.67).

Watson-Gegeo & Gegeo (1992) studied traditional knowledge among the West Kwara'ae
of Solomon Islands. Though West Kwara'ae are only one people amongst many tribes in
the Solomons, the process of traditional learning is similar to other Solomon Island ways
of learning. According to Watson-Gegeo & Gegeo (1992) traditional knowledge was
imparted in two ways. One way was 10 gain secret knowledge of a spiritual nature, which
can be given through the '‘Gwaunga'i’ (literally, 'headness’) process of teaching, where a
distan® relationship of teacher and listener existed. One should note. however. that
Gwaungali is not the person as depicted by Watson-Gegeo & Gegeo (1992'.) but a
teaching process as stated by the two Solomon Island coordinators for this project who
shall be referred to later. The other way of icnowledge was free, by necessity of is
survival and technical nature. It was received by imitation, observation, and the

Ja'amanata'anga’ (literally, 'shaping the mind') process of teaching thorough discussion.

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

local knowledge with the social, political, and scientific knowledge necessary for survival

[e]



in the international arena is the greatest challcngq facing schooling in the Solomon's
today”. Al present the vocational schools utiise traditional ways of learning for students
who 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 {fargely non-traditional so the lower or below average student is unprepared.
and so is disadvantaged twice over. The preparation through formal education for
industrialised jobs that do not exist for evervone also raises the dilemma “edncation for
what," (Boutilier, 1992, p.80). In the pressure to 'develop’ Solomon I[sland modern
society tend.s tc make parents strongly resist consigning their children to what is often
perceived to be second class status, They seek to 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 towns . . . . [but] those who do not succeed

frequently find themselves cultural schizophrenics, emotionally committed

to a neotraditional culture from which they are 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 thetr students achieve a good standaf'd 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 lIsland teachers therefore strive to achieve a high standard of’ EFI. writing in
their students, especiaily i grade six. This poal 15 somewhat complicated by the almaost
universal dependency ont Solomon Pijin to communicate meaning verbally before the
written task can be attempted, as English "is perceived as the technical language of
education . . . . {and] the teachers thémsclvcs do not master the language very well.”
(Jourdan, 1990, p.172). Thus teachers do not find it easy to teach its use. “The rate of
illiteracy in the Solomon's continues to be very high. 8y independence in 1978 16% of the
population were estimated 1o be literate . . . almost exclusively in English, with a
concentration of literates in Urban Hontara,” (Muhlhausler, 1995, p.Z()l.)_ The University
of the South Pacific [nstitute of Education {1992) (USP), began a project in 1989 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 ptoject 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 approach focusing on forms,
due to a heavy reliance for classroom guidat;ce 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 (Raimes, 1991). Change in writing pedagopy began with the
process approaci which focuses on the way a child writes. It moved to a content context

for feurning fanguage, and then onto a whole text genre analysis. 1t may seem ¢hat one or



all of these new approaches would significantly improve the teaching of EFY. writing in
Solomon Island Primary Schools. However, Jourdan (1990} indicates that the averape
Solomon lsland teacher may not command sufficient English to utilise the process
approach in English, but would still tend to be dependent on structured exercises as

presented in the Pacific Series syllabus.

A study by Pelminlgton (1997), examining the practices of native and non-native teachers
of English-as-a-second-language writing n Austraha, Hong Kéng. Japan, New Zealand.
.and Singapore based on a questionnaire and follow-up interviews. found that teachers in
Asian/Pacific countries trving to use the process approach tended to orient towards a
product or traditional approach due to educational constraints. It is tempting to ook 10
ways to improve fnethods, but it is not wholly clear if teachers could break out easily
from their constraints, And, 1n any case, Anderson issues us

a word of advice. However appealing a particular method might seem . .
. No guick and easy method is sguarantesd (o provide success. [very

\!‘
learner is unigue. Fvery teacher is wnigue. And every learner icacher
- relationship is unique . . . . [ herefore, thef task is o undersiand the

propertics of those relationships. Using a cautious, enlightened, eclectic
approach, . . . ffo] build a theory, (Anderson, 1987, p.13}.

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 SIGNIFICANCE Ol"l.::-f:_!l‘lll‘l STUDY

This study secks to dtscril;_é.how writing 1s currently laughi in Solomu.n___Is]ands. This
_ descriptive modcl could thclf.__bé utilised lo.}i.n'dicatc strategic'puss_ihilitics I‘m;-‘-'il_nprovemcm
and_developmém. where writing is a necessary tool to advancement and emﬁgwcrmen;
This description may also enlarge on the EFI. field in writing which.'has been studigd very

little. 1t 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 research ! 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 Ee explqited afterwards bs' any EFL
teacher to facilitate design or redesign of any method he or she is wanting to use and 50

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



L5 l)__EFINi’!_‘ION OI?."I‘ERMS,;_{I

For the pur]ms;c!._s‘ ol this swdy, Eng.llish as a Foreign Languagc (EFL) is deflined as beny a
. context in whicﬂl"] the learner and olli"t'.__r native speakers converse cither in_.;[_hc vernacular

. (first and scéona [anguagé) or Solo:?i_gn Pijin (the lingua franca/third language), but

seldom, if ever, Eiin English, English Ib only used in Solomon Islands to read and

communicate in writing at school and in the workplace.

By contrast, English :j;_ls a Second Language (ESL) is defined as being a context in which

the learner continually, hears the native speakersiof the country use English as a second

language is communicating, both to him/her and with others,



Chapter 2

PRELIMINARY LITERATURE

2.1 LITERATURE INTRODUCTION

The 111ethmfalogy for this study is grounded theory, and unlike "verificational research.
eg hypotheses testing studies, [where] a literature review is co;ﬁpieted prior to data
collection and analysis," (Hutchinson, !988, p.137), there is .a.'need..r_m_t to revi.f.:w. the
literature befbre.the core problem of the sit_uation has em.:erged from the data. Glaser
(1992) suggests that, in examining the Aata 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 6:1 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 sufﬁcie‘ntly. developed. so
the researcher is firm on his discovery and will not be forced or preconceived by
preempting concepts,” (Glaser, 1992, p.32). Theoretical literature samﬁlingﬁ in this vein is

interwoven with the discussion of the study results in Chapter Six.



2.2 LITERATURE ON METHODOLOGY
Research designs can be broadly recognised as those that deal with cither quantitative
measurable, observable behaviours, or qualitative in-depth undersianding ol hidden

behaviours. A brief discussion of these research paradigms foltows.

Horna (1954) stated that "Quantitative research designs are cﬁﬁractcrised by the
assumption that human behaviour éan be explained by what may be termed sociél facis.
which can be investigated by methodologies that utilise the deductive logic of the natural
s.'rciénces." (cited in Jones, 1997, p.2). This positivist view according to Burns (_1994)
measures unconcealed behaviour without assessing individual meaning, and belteves that
scientific k_nowledge* based on deduction and scientific hypéthesis. 15 the only valid for.m
-of research. Quantitative methods allow for comparison and replication, therefore
"refiabifity and validity may be determined more objectively than [in] qualitative
methods," (Jones, 1997, §.2). :lf meﬁsurement was primary to the current study then a
quantitative methodqlogy would have been .chosen‘ However, a des;riptive 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 fs 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 s reflected in the anti positivist grounded theory method where "data collection and

9



analvsis proceed simultancously, .. [concerning| itsell with the meanings, .. made by

the subjects, (de B urca & Mcl.ougllin, 1996, p.7).

Qua.litative methods apprdach data collection and analysis f'rur.n a more “deep, rather than
broad, set of _knt;;vlcdgc about a.part_iic.:ular phct)omﬂmn," { Joncf. 1997, p.3}. The man
criticism of sucI{ approaches is the difficulty in determining their validity, as the samples
are usually very small in companson to the ‘population under stuc}y The rigorous
methodology of grounded theory enables the qualitative résearchef to overcome this
problem. | |

"E"E;Irounded Theory

In the mid 1960s Glaser and Strauss developed grounded theory which was a sj?stematic
method by which to study the richness and diversitv of human experience and to generate
relevant, plausible theory (Hutchinson, 1§88, p. 12’7) Glaser & Strauss (1967) stipulate
four principles for applying grounded theory. It must; (a) 'fi th¢ 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 theorv 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

preconceived ideas. "One highly important aspect of generating theory is the joint

10



collection, coding, and analysis of data A ['I’hcscj should blend and intertwine
‘continually; from the beginning of an investigation i() its end," (Glaser & Strauss. 1967.
p.42). To begin collection of data the a;1a1y51 "s.ils back and listens while the respondents
y tell their stories. Later, . . . hé lor shul gan ask direct questions bearing on his l'of her|
categories,” (Gla.ser & 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, an.d theoretical coding. Memos on the constructs are
written. Lastly, the theory is written using the data alnal_vsis memos. A schematic of this
methodology is provided in Figure 1, Chapter 4.

Open cﬁﬁing (level 1) is an "analytic device of exatn-i-'?.i':ing the data line by line.. . . to
identify the ﬁrocesses in the data, (de B'urca & McLoughiin, 1996, p.8). ldeas-ébout the
incidents in the data are written in memos, and sorted to cluster the incidents, to form
substantive codes. Memos are written about the substantive codes, and comparison of
ncident with incident takes place, ensuring that each substantive code is exc]ﬁsive to the
clustered incidents. This summarises and sorts the data, forming the link between th¢ déta

and the theory that emerges from it.

Focused coding (level II} raises the sorting of data to an analytic leyel 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 info clusters of substantive codes, to form categories. Memos are written about the

categories, and comparison of incident with category takes place. ensuring that each

11



category is exclusive to the clustered substantive codes. These emerging categories are
confronted iﬁ"uh new data and the data, even if 1t s negative, 15 coded, compared and
contrasted repeatedly with the old data to "diminish bias by increasing the wealth of
infommtion available to the _rcsearcherf' (Hutchinson, 1988, p.131). Thus validity is
confirmed by askin.g f‘or new data and comparing old with new, The participants may ke
or distort the truth, bgt "data are compared and contrasted again and Iagain., thus
prox:__iding a check on validity. Distortions or lies will gradually be revealed." (Hutchinson,
!988., p.131). When writing up the theory validity is also conveyed by “an extensive
presentation of the overall theoretical frame\ifdrk and its principa) associated theoretical

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

Theoretical coding (level I11) is a process of theoretical category reduction, theoretical
data sampling, theoretical verification, and theoretical literature sampling which.
"conceptualises how the substantive codes may relate to each other as hypotheses to be
integrated into a theory.," (Glaser, 1.978, p.72). The go_al is to dgscribe a general
mechanism, generating implications for other groups of people in othe;r similar situationé
by "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. tt became
possible to generalise the core variable to other social situations where relationship

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



The theoretical coding process in this study follows four stages: l';'irst]y the _cz;lcgorics are
reduced i';'.\" reading and sor_ling category memos that appear to cluster mgclhér form
theoretical constructs. Memos are written about the constructs and comparison of
categories with constructs takes piacc, ensuring that each construct is cxc!_usivc to the
clustered categories, Secondly, "theoretical data éampling occurs and it"s. priiary
function IS to provide the researcher with the opportunity to discover properties of the
core .vari.able under study by collecting new data to check, fill out and extend conccptu'al
categories [conétructs];” (de B’urc'a:& 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 erﬁerged, the variables are sorted and linked to the core
variable to formi 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
N
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, oné comp.ﬁres
the constructs with existing published models. It is possfble 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 sanipling 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.



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). That is.

in this study it will:

(a) 'fit' the Solomol: Island EFL situation.

(b) be 'understandable’ by_‘;he p'.érlic.i:pants in the Solomon Island EFL situation.
{c) be 'applicable’ to other EFL wnting situations.

(d) enable the participants to héve ‘control' over teaéhin'g EFL writing by utilising

the core variable on all the other variables of their situation.



Chapter 3

THEORETICAL FRAMEWORK

lr.
i

The Solomon EFL classroom has not been pa_rtic_:ularly xﬁ*ell described with _rcf‘ércncc to
the :"way in which English writing is taqghl_. Accord.ing to Larseﬁ-Free’man { ll99 l) there
are no quantitative studies from similar situations to provide liase}ine values to. assess
teaching performance. Also, there is "very little [known] about'wha:}ieachers actually do
.. .. 'If we are to generate knowledge that is to have positive inipact on pedagogical

practice, then we must formulate our inquiries in ‘ways that are more compatible with

-

tr;achers' perspectives’,” (Bolster 1983, cited in Larsen-Freeman, 1991, p-128). Grounded
theory offers an approach to analysis that is conducive to leiting lheil.!j.i't}i__ifen_ nature of the
teachers’ practices emerge from the data. The use (;'f the cqntinuous comﬁarativ_e anal};sis
in Ithis current study should unveil the core variable underlying the selectioﬁ of metho&s

made by the Solomon Island teachers.

By analysing reported classroom methods (details in Chapter 4), a theorf._or mode] of tl{e
nature of the Solomon Island EFL teaching practice will emerge. Data first coilected and
analysed will provide the preliminary categories of the descripti\‘;'e “model, ';t.e.; .an
'emergent theory'. New data are continuously collected. coded and compared wifh the old
data to validate the truthfulness of the emerging theory. Thus, “the rigof of the grounded
theory methodology depends upon developing the range of relevant conceptual
categories, saturating those categories, to explain the data,” (&e B'urca & McLouglin,

1996. p.11).



This study is not based on a "traditional logical-deductive approach explicitly derivefing|
hypothcsés from pre-existing theories,  [that] fundamentally structure both the data
collection and analysis toward verification of refutation of these hypotheses,” (Charmaz
1.990. Eitéd in, de Blurca, I9°6 p.11). Instead, it treats the Solomon lsland EFI,
classroom situation as virgin -territory_ which requires a fundamentally fresh mapping. 'l'he. _
prin:cipal theoretical supposition is that the teaching of EFL writing in Solomon Island
classrooms has validity in :it'S(;}ﬂ and will be based on constructs that may have
applicability e!sewhere as conlen&e;__i_ bs' Strauss and Corbin; 'the theorist . . . [can] claim
predictability for it. in the li_mfied sense that if elséwhere approximately similar conditions
obtain,” then aﬁproximately similar consequences should occur,” (de Blurca &

McLoughlin, 1996, p.12).

The short literature review in Chapter One showed that Solomon Island té.achers-._
according to Demerath (1996), W'étsqn-Gegeo & Gegeo (1992) and Jourdan (1990),
struggle with problems of language, scarce resourcesh and educational constrdints. Yet
they must succeed to an extent. for students to pass the National Secondary School
entrance examination and progress to higher education. Raimes (1991) in comparing
writing approaches, and Pennington's {1997) P;ciﬁc/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 cffective decisions will be made by teachers
who choose teaching practices which are matched for botl the challenge
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the particular teaching point oftfers and where the students are at the
moment, (Larsen-Freeman, 1991, p 129).

Nata sources in the grounded theory methodology used in this study are not confined to
participant reports or data directly derived from the local situation. There are later stages
of analysis in the study which utilise literature sources for which reason the intmduclnry
review is deliberately short, so as not to cloud the data at an early stage. By conducting
theoretical sampling of the existing theories in the literature, the emerged theory can be

generaiized to be of benefit to other EFL teachers, as well as to those in Solomon Islands

Borgatti (1996)ﬁ'§ays' "The essence of theorizing.,.. .. [is that] you start with an
observation, and then imagine the oﬁsewation 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 will begin to reflect preliminary gencraiizations. The analysed observations will not
only yield information revealing the hidden process(es) which drive the teacher's c:hoice of
method, it should also be generalized. If, for example, ihe coding reveals a category of
'student involvement', this will not only be true in the situation.frum which’ ii has
arisen/emerged, but it may be theorized or generalized for oiher 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.



Chapter 4

METHODOLOGY

4.1 THE SUBJECTS

The tollowing participants were selected according to their availability and suitability-
Thirteen Solomon Island Government primziy school teachers i;1 the urban area were
selected due to their availability, ten female teachers and three male teachers. lﬁuc to
transport problems teachers in village schools outside the township ¢ Hnniar_a).{; and on
other outer islands, were not sought. In order to gather data from alf the primary school
years, two teachers were chosen from each grade where possible. Each teacher was asked
to complete a report file (see section 4.3, for detaiis) on three of their successful methods
for teaching EFL writing. A month later they compieted 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 latse and pass information between the

Solomon island teachers and the researcher, in the second and third phase of the study.
18



He also coordinated the workshop with the thirteen teachers in October to check the

emerging theory.

4.2 DESIGN
The grounded theory design was discussed in detail in Section 2.2, above Figure I,
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.

Core Variable

CATEGORIES
level Il
Fecused coding

SUBSTANTIVE CODES
level |
Openy coding

INCIDENTS

Grounded in participants’ data

Figure I: Schematic showing the stages of grounded theory data analysis.
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Starting from the bottom of the pagc, the purple base represents the incidents in the data.
This data is collected and analysed cdnlinuously throughout all three levels of cod.:‘mg,
The blue level Bcgins with open codiﬁg of the .fncidents,.w.}.}ich are clustered to form
subﬁtantive codes. The green level becomcs more foc_ljged in coding, wher¢ categories
develop by clustering the substantive codes. The orange level theorizes .t_he categories
- into clusters of constructs, and-_ﬁr_la_lly the tipﬁ of .t.he pyramid indicates the emergence of
| tﬁ_e core variable, w:l.wich links all the other variables 'togcther 10 form an emergent theory,
Aﬁ_eh\i*érds literature sa.mpling takes place, comparing. categories'in the emerged theory

with categories in the literature, to refine and generalize the theory in other con}'?éxts,

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 (Appéndix 4.3.1a-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 Solc;mon' Islands by
Coordinator Two. The instrument was found tg) be reasonably 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 belie.f:,, thiS_ was altered to; Please explain
your personal beliefs about teaching that have Ie&: you to use this method, (appendix

4.3.1¢).



The report file was divided into three parts, as follows:

The first part contained inslrucliéns on how to complete the ﬁl.c. and how to
collect students' writing samples. There was also a page rcquking the teacher to describe
Iiis/her classroom and their resources.. enclosing a photograph, if dcsircd {Appendix
4.3.la-c).

.The second par‘t contained three (_:bloured sections, green for method Apml-. for
.. mcthoii 8, and blue method C. F(:r cach method the participant was asked to gxpiain 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 th¥: method. A lessonl plan fdrmat.
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 Ith'e "
methods sections). onto which the students writing samples were stapled_. Note: these
pages have been removed from the instr{iment, shoﬁm 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, a2 workshop was held and sound recorded, with participants filling in
comment sheets. Thirdly, a dialogue was held with Coordinator One. and finally, atter ﬂ1e

core variable had emerged, literature sampling took place.



Phase One

The report files were sent to Coordinator Onc who delivered them to the participants to
complete. Then Coordinator One collected the report files and brought them to W__esicrn
Au'stralia; Only eleven teachcfﬁ completed the rcpoﬁ files. zina]ysis of the report files and
their adjoining student writihg. samples took place immediately after. To give partiéipams
a second opportunity to share their beliefs, firrther data collection in the form of belief
* sheets (Appendix 442) were utilised and these were collected via Coordinator Two.
Thus whét the participants were saying over a period of time was validated. These too
were analysed and compared with the old data. Tht_z 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 sent by fax, one week prior
to the workshop to Coordinator Twoe 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 cnable 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

[ g ]
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comment sheet at home and returned them to Coordinator Twe, Only five teachers

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

Phase three

A dialogue waS'heId with Coordinator Orie to verify the tlicory by discussing the
workshop sound recording and comment sheets, afier she had read and listened to the
workshop data. Notes were taken during the dialogﬁe 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 this 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 teachers had to say. An

example of one teacher's computerised report file can be found in Appendix.4.5.1. The.

-2
wd



childrens' writing samples were also carefully scrutinized to see if they fulfilied the
leacllcrs'._slatcd objectives. On the whole the majority of the hcloW average students’
~ (known as student 3) wril_ing samples, evidenced failure to reach the lesson objectives. To
enable analysis to progress broadly over all the lcachc'r.s 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 the teacher was 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, teécher
training background, gender, a‘nd lesson origin all were removed from the preliminary
analysis, and not considered till afier 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 .Qf analysis.
Both the chart and the tables present colour coded data in the pattern given in thé
schematic figure (Figure I). The chart and tat;les 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 werc fulfilled or not in the

student's writing sanpie.



Student 1, is represented by the first letter; Student 2. is represented by the second letter;
and Student 3, is represented by the third letier The incident number is the Teachers'
code number, and the letter following indicates which—teaching method (A, B. or C) is
being referred to. In the category boxes the workshop quotes are presented in Pijin,
followed by an English translation. Chart I: canversing methods' below is a subsection of

Table 5.1, in Chapter Five.

CHART 1: '"CONVERSING' METHODS

SUBSTANTIVE CODES CATRCORIES
LEVELI - OFEN CODING LEVELII - FOCUSED CODING LEVEL I - THEORETICAL CODINC
Raport file data. Beliefsheets Workahop data  * Dialogue dafa

Only nine oul of thirty six lessons used group discussion.
However the teachers were only allowad o report three of |
i thods they had found

onversing

mofivate




Process of analysis

The process of anaiysis in grounded theory has three levels of coding, (level 1) open
coding, (level 2) focused coding, aﬁd (level 3) theoretical coding. Theoretical coding is
shown in four subsections in this study. (a) theoretical category reduc.tion, (b) theoretical
data sampling, (c) theoretical verification, and (d) thcor.etical 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 LFI writing in Solomon Island
Primary Schools?

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

Analysis therefore proceeds first by open coding, focused coding and theoretical category
reduction of the computerised lesson plan files. This will answer research question 1, to
find the methods used. Secondly the same process is repeated on all the computerised

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

Phase Two answers the third rescarch question:

3. Do the emerging categories of the successful writing methods 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 will emerge from this,
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The theory with its core vanable is then checked in Phase 3, using theoretical verification.
This includes verifying with participants that the theory does actually fit the situation.
Phase 4 is the refinement of the emerged theory through literature sampling. An example
of how this process of analysis was used on the lesson plan files is illustrated in Chart |

above, and expiained below.

Open Coding (level I). -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:
In Lower Primary, discussion facilitates writing but it is difficult to check on
individuals.
15A: talk about pictures io write sentences.
7C: talk about what they saw outside, to write a description.
15B: talk about a story that they listened to, to write a description.
15C: 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.
13B: discuss pictures fo write sentences about each picture, jor a siory.
13C: discuss topic of story in real life, for camprehension 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 Il). -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:
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Picturestopic discussion’ and 'student questioning. The category for this cluster was:
‘Conversing' , and 15 memo was: Only nine out of thirty-six lessons wsed group
discussion, but these were the most effective in fulfitling objectives. Only Incident 70,
Sailed the below average child, Then the substantive codes along with their incidents,
were reread to check that each cluster of substantive codes \.\.’:crc properly exclusive to

their category.

Open & Focused coding (level I & 1) repeated on new data. The belief sheets provided
new data which were read and coded, using level I and Il coding as above. The caiegories
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
the 'conversing' category memo, "Group discussion studying pictures, helps to write
better sentences,” (Belief 14.4), thus strengthening the conversing category as an“
effective strategy used by the teachers to help students' to gain understanding. An clement
of traditional learning called fa'amanata’anga (shaping the mind) was’possibly prevalent
in the successful methods used (assuming discussions were undertaken in the

Ja'amanata'anga manner).

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

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

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

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



a theoretical construct, accompanied by a memo. For example a cluster of categories
were, ‘conversing', ‘experiential’, ‘practising', and 'listening”. 'The theoretical construct
tor this cluster was "7he Methods’, and its memo was;
Conversing is necessary {if you want to motivate the children o learn.
Morning talk is good for activating prior experience, which gives ideas
Jor writing. Practicing is good for children to see model, i.e.; prini in
action and learn how to use it Listening is the core category, of this
construct. Lots of teachers agree that 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 “istening’ category. Then the categories

along with their codes and incidents were rercid 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, 11, and IlI

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 o the category 'conversing”:
I prefer children discussion because when I do most of the talking those
children are bored while only lew would listen. If you alone read notes,
write it on the board for them to copy sometimes they don't know what
they are writing about, (Teacher 16, Chart I).
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.



(c) Theoretical verification. The key findings had to be verified. .'I'his 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: "If group discussion helps the child write betier,
how is this true?’ '

Coordinator One replied: '‘Because it opens the child's mind. It helps him
1o understand, and broadens his thinking. Some teachers don't imake sure
their students understand, so pikinini fthe child], just "hit and run’ even
though blind. But it never works, because they have no understanding,
Teacher must take time to shape his mind'. (Chart 1, Construct. Dialogue
1.1}

(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 (1991) is an example of communicative
collaborative prewriting activities enabling success in ESL Latino writers literacf. The
category ‘conversing’ is clearly matched by the other study which strengthens its validity
for application across a wider series of situatio;ms. 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 THE STUDY

The small number of participamts were not fully representative of the Solomon Island
situation but this is appropriate for grounded theory. Duc to the time frame for this study,
actual observation by the researcher in the Solomon islands could not 1_ake place. If
observations had been possible muc.h more field data couid liave been gathered and this
would have strengthened Ithc_. 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 tea.chin_f,r“strategies utilised currently. The workshop was held to try to overcome
this limitation. It was hoped that b) engaging as the }vorkshop facilitator Coordinator
Two, who was familiar to the participants and ﬂdent 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 i§ a high probability of it being
true on a larger scale. That is, the small participant population does not directly dénigrate
the grounded theory methodology, and core variables can be generalized to sitt_lilar

situations through literature sampling.



Chapter 5

RESULTS

The results which are presented in the text are 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 are included in appendix 5. The tables present
graphic;'ally the results of the three stage process of continuous corﬁparative analysis,

ending with a summary of the emergent theory.

5.1 First construct: THE METHODS
The construct, Methods, arises from four categories.

*  conversing

s experiential

» practising

» listening
“There were eight lessons that utilised the conversing method, seven tﬁe expeﬁemial
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.

d
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TABLE 5.1: THE METHODS

SUBSTANTIVE CODES CATIGORIES CENSTRUCES
LEVEL 1 - OPEN CODING LEVEL 11 - FOCUSED CODING LEVEL [11 - THEORETICAL CODINC
Report file data Belief sheats Workshop data Dialogue data
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The conversing methods are used both in lower and upper grades lor undcrstandihg,
prior to EFL. writing taking place. In lower grades, children say sentences about pictures,
describ.c E_hings they sce, ':discuss the story read to them, and give oral reports. In upper
grades théy___ also discuss stories. but the children themselves read the story, discussing and
questioning, to understand how to write sentences. There \Qas an overall fulfillment of the

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

writing samples (apﬁéndix 5.1.1) where the substantive code: Picture/topic discussion. .
was used by teacher 13C:

"Ask children 1o open reader one to p.4345, and pupils' hook one, p. 128,

lesson . Imroduce the story; discuss, "What is business?” Introduce the

Jollowing words into discussions, ‘Stall, bargain, on credil, running a

business, real business van'. Talk about the kind of business students

would like to start when they leave school. Children read story, then do

lesson one in pupil book. (YYY). :
This substantive code 'picture/topic discussion, and also 'student questioning’, .were
clustered to form the category, conversing. For example Teacher 14 wrote. "Group
discussion, studying pictures helps to write better sentences,” (Belief 14.4). At the
workshop Teacher 13 wrote, "Studlent discussion/question helps students get involved
get ideas for writing". Another teacher, not at the workshop, wrote, "Writing improves if .
children allowed 1o discuss own experiences,” (not at wes3), and one teacher said, 7
prefer children discussion because when I do most of the talking those children are
hored 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.



The experiential methods are used more by the lower gra;dcs than the upper grades. The
lower grades match picture flashcards, scqucﬁce stories with picture flashcards, write
about any real Iifc;_ experiences, and collect own objects to talk about and make
o_bservations _of_.their environment, Only two j;c_;chers used this method 1n the upper
| grades, using. a picture chart and al set of pictures to roleplay and sequence a story: The
low achievers found it dif.‘.ﬁc_ulln to fulfill the writing obje_ctives_ but in incidents 7R. 7C. and
9A, they were successful. For example sec the writing samples (appendix 5.1.2) whcré

the substantive code Qwn experiences, ‘was used by Teacher 7C. 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 their papers. Children read what they wrote,"
(YYY). : "
This substantive code, 'own experiences', and two others, 'flashcard experiences’. and
‘picture experiences’, were clustered together to form the category, experiential. For
example Teacher 3 wrote, "Children Jfound it easier o recall and write about the past

events they're involved in,” (Belief 3.1). Teacher 3, who was not at the workshop also

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 helieve when writing a sentence with its picture af end,
it helps the children understand what the senience is all about,” (Belief 3.3). Teacher 14

wrote that a "sequence of pictures helps children write sentences about what they see,

(Belief 14.5). 1t can be very hard to convey concepts before writing, so the "Pacific



Series” provides 2 sequence of pictures. I‘df Iman;'. of its léssuris. This category
‘experiential' was ot discussed at the workshop, as it was not seen to be a core caicgory.
The practising methods are qnlf used in the lower grades, as ﬂiey concentrate on the
word and sentence coding level of _@hc EFL. writing:,‘ Examples are drilling flashcard
words, reading sentences with verbs mts'smg saying alphébgt sounds, studying wordcha& :
to write a letter correctly Withiri words, and extending sc;.ﬁ;ences by adding a noun each
time. With these methods it proved difficult for below average students to achieve the
\vﬁfing objectives as judged by the writing samples. See the writing samples (appe__hdix
5.1.3) where the substantive code oral reading, was used by Teacher 1A:

"Teacher blackboard three objects for letters abe. Children say the

phonic sound for letter a to z, and abe letter names of the pictures several

times and spell the letters of the word writing them with their fingers on

the floor. Then draw pictures and write the names beside, (YYN).
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,” (Belief 9.5). This enables the language to be heard in action, to be
seen, then written. Another teacher wrote “children’s learning fis] 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 listening 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 exercise, sometimes allowing the students to ask
questions, In all grades from prc;)arafory to grade six, the below average student tended
',t.;-, fail in achieving__the writing objective as judged from the writing samples. Sce the
writing samples for 9B (appendix 5. !,4), and for 9C (appendix 5.2.3) thre the
substantive code: listenfo write, was used by teacher 9B/C. Here are the two incidents
recording the teachers’ two lessons for this listening method:
9B skills exercise: "'!k:_c;chcr explain the lesson, and give example fo the

class before the lesson. Children work by themselves in their own desks,”

(YYY).

9C freewriting: "7eacher read the storybook to the students. Teacher ask
the questions about the story. Teacher ask the students to read the
storybook together. Teacher told the children to rewrite the story
Jollowing the story they read as example,” (YYY).

This substantive code 'listen to write', and listen to shorten sentences', were clustered to
form the category, listening. As a further Teacher One wrote, "/n Solomon Isiands
children learn to write English . . . just by listening . . . . as children must only do what
older people told them and not to answer them back, (Belief 1.1). At the workshop
Teacher Four wrote, “Student must listen while I explain main characier or grammar
clearly 10 be able to write." Teacher 14, who was not at the workshop, wrote, "7 always
act as leader in the class and reason about the topic or exercise, while children listen”.
The teacher’s explanation is seen as very important, "fake for cxample, if you do
singulars and plurals, it has rules that might be change what [ regard as only the basics.
Lispecially I can tell this is your listening time, you miss it I'm not explaining or saving it

again, that’s where you become a chief where they need (o focus their concentration on.”



(Teacher 16). There is a very clear commitment to helping students understand before

they go on actually to write.

Summary ef the first construct: The Methods

The four categories: conversing, experiencing, practising and listening, were clustered
to form the construct, The Methods. This construct had one core category listening
predominating the methods, which was confirmed in dialogue with Coordinator One. |
asked about the difference between the teachers' beliefs in wanting student-centred
discussion, whereas in their reported methods many showed a preference for
teacht;!;'LCentred writing lessons. The reply was that the teachers consider listening to be
the 1ffost important way for the children 10 learn, because “children must listen 1o
understand or they will not understand what to do, fand] . . .. some feachers don't make
sure their students understand, so pikinini, just "hit and run’ even though blind, but it
never works, because they have no undersianding,” (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 discusston.

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'.



5.2 CHARACTERISTIC ONE - asecond theoretical construct.

The second construct, educational objectives, provides one of three the underlying

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

v skills
* comprehension

* free writing

The skills exercises predominated, there being sixteen lessons centering on skills writing.
The comprehension exercises were limited to just four lessons .out.of thirty-three and the
most successful ‘real” writing were ten free writing éxchiscs"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 52, p.143-145), and some of t.hese examples will be used in this results

section. Table 5.2 is presented on the following pége.-



TABLE 5.2: EDUCATIONAL OBJECTIVES

SUBSTANTIVE CODES CATEGORIES CONSTRUCTS
LEVEL | - OPEN CODING LEVEL Il - FOCUSED CODING LEVEL ill - THEORETICAL CODING

Report file data Beiief sheets & Workshop data Dialogue data

ISP NG & PENCIL CONTROL
udent 3 unabla te fulfill writing shjectives
sily. four spalling lessons teck 20-30mins
h, and ene took 16mins, and another took

KILLS EXERCISES

ixteen structured writing lessons (5/16 YYY), -depandence on
achers English taxtbook maybe- ask at workshop. Time taken

for these type of exercises are 15.30mins, much shorter than the
hols text & paragraph level of writing. Thase sentenee lavel
may have shert effect on the abstract thoughts of the

Belief 1.4: ‘Bocause wa don't speak English reguarly, it is vary
difficult for us to teach the correct nse of Grammar to our

:hhl:lulu in grade six: (15mins,
| ) To shorten
phes comrectly, (YYN)

OMPREHENSION QUESTIONS

OMPREHENSION EXERCISES
English syllabus'
‘sur comprehension objectives out of thirty-three, (1/4 Y¥T).

: tions ask for ning to be ted, in the

{Baliaf 7.4: 'Questions bafors writing yeally helps them a lat’.

. Tune taken for these lessons are J0mins each with ona

g an hour. The writing samples show the child putting

dills into action in their stories and yeports. Understanding

| al-t-uh-rlc in grads four: (30mins, hefore writing-

. .dudhnhmbwﬁhﬁirmmr

no save wat nao 'verb’, wat nas ‘'nouns’ ia. 1fin tisim |
iseparate olsam bae cloketa confusa whareas if in tekem stori an
sei, lat's find our verbs in here olsam, as iu duim all along bas

teacher 7C, in grada three: (30mins W)
‘o see if children can learn are, (TYY).

KEY: Students writing sample objective fulfilled? (Y=yes, N=no). Student 1: 1st leiter, Student 2; 2nd letter, Student 3: 3rd letter, of '
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The methods were very skifls oriented which reflects the use of the “Pacific Series”
syiilabus (Oxford University, 1967). Every day, fiicen minutes are given to writing
sentences. three _tim'é:'s a week {ifteen minutes written composition, and once a week thirty
minutes are given to handW’riting.. Below is a sample depicting a lesson plan for

‘sentences,” which are used whenever the Iteacher has to teach a sentence construction
lesson. Teacher 3A used a practising miethod. Lesson points 3-7 in the teacher’s notes
below, closely relate to the “Pacific Series" lesson plan presentation stage as shown
below. All students fulfilled the skiils objective, as eQidenced 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.

- PACIFIC SERIES: GRADE OME
TEALHER 3, HETHOD A, Grade ¢ne {78 years old)

Lesson plan (16} for wrilten sentences, any time in the year.
TIHE  30mins, as a2 wholeclass activity.
AIE - To reach the children to write sentences based on the

OBJECHVE  To help famifiarive them with simple sentence pattern ‘she is camying 2 basket’. (Fime 30mins),

sentences which are often wsed. To develop their
grammar and yocabulary. PREPARATION  Objects at dromt of the room The sentences

written on the blackboard with spaces %eft for the words W
THE LESSON brackets,
I, Show and drill the flashcard words (combing,

reading, drawing), then ask the children 1o say each
word after the teacher.

2. sk theee yolunteers to sand in front and pive
them the comb, and a chafk.

3. Tell the chid with the comb o comb her hair.

4. Ask the class, what is she doing?

5. Children answer, she &5 combing her hair,

b. Teacher writes the sentences on the board,

1. FPoints 36 are repeated for reading and for
Grawing.

8. Teacher and the children read the sentences on
the board after fthat children are to cepy the
senfences into (heir boak.

HETHOD Qral introduction of the sentence pattern; The tezcher
chooses 1 girl to come to the front and fels her to carry the
basket. While she & carrying the basket he says che sentence,
‘She it creying a basket'.

Presentation of the written sentencer: The feacher shows ihe
chikdren the first sentence and points out the place to put the
missing words. He chooses a child 1o say the complete sentence,
including the missing word, e.g 'She is carrying 2 basket'. The
teacher tomplefes the first sentence oa the blackboard, The
children write the completed sentence in their books while the
teacher supervises and helps where necessary. {This & repeated
wiih the other two objects).

Conclusion: The teacher writes in the missimg parts from each
sentence on the blackboard and a child reads the completed
senfences. The teacher completes the marking,

4]




The su_bstamivc codes ‘'sentences’, ‘punctuation’, 'spelling and pencil control’, were
clustered to form the category, skills exercises. The teachers are not entirely happy with
the "Pacific Series" syllabus (1967) but have to make do, "hccmi.s*c we df)ﬂ'i speak
Inglish regulariy, it is very difficult for us 1o téach the correct use of grammar,” (Belief
1.4). A teacher not at the workshop wrote, "Time limitations means we must keep to
English text books," (Teacher 9); but a teacher at the workshop said. "these ideas of
extracting grammar out, [ see it does not broaden the child's understanding. 1t is sort of

learning that has limits,” (Teacher 16).

There were also four comprelension exercise lessons that req uire({the students "to listen
and speak or participate with class discussions (o motivate this understanding, (YNN),"
(Teacher 16B). Teacher 16 used a listening method to enable the students’ undérstanding '
of both content and language, but only Stﬁdent One in the example could fulfill both,
Student Two could write clearly and obviously this took a substantli_al amount of time,. )
was unable to complete all the content questions. Student Three's writing is not as clear
as student's one and two, though he did answer all the questions. However, qucstiéns 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 sanples
(appendix 5.2.2) illustrate the difficulties in attempting writing in EFL while trying to

comprehend content at the same time.

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

language approaclt’. It was introduced to the Solomons following two trial projects of the



'whole language approach’, “South Pacific Literacy Edu_ca;ion Course,” (University of the
Pacific, 1992) and the “Literacy and Language Project,” (Rota@ International and
University of the Pacific, I.989). It is being introduccd'by the Edugalion Department in
the léwer grades, one, two, and three. Ten oui ol thirty-three Iess:o-ns were freewriting.
Below is a sample depicting a lesson plan for 'story writing'. This method is used
whenever the teacher wants to give time for the child to write creatively. For example;
Teacher 9C lesson points one and three, relate to t”he 'Ngﬁzu Nguzu' activity point two, in
reading the story together. I..esson.poims four and five relate to activity point seven, in
writing a story that is modelled on the story they have read but whi;:__h is expected to be
their own ‘creative’ story. Thé relevant é;:rctions of the teacher’s notes an& the Nguzu

Nguzu syllabus are shown below.

TEACHER 9, METHOD € NGUIU NIUZU: GRADE ONE

GRADE FOUR ACTIVITIES FOR ONE WEEK Ii¥ TERH THREE 'Timsi the tease’.
I. Horaing tallc eack morning about being tezsed.

1. Shated reading “Timi the tease’.

3. New vocabulary: looking at specific words in 2 story.

4, Drama: grovps to make card puppets of story characsers.

5. Bingo game: Children write four words from story, when child gets all hissher
four words, then BINGC!

é. Shared writing: modelied writing of the story, groups wrie pars to make into
1 book, '

TIME: 30wmins, wholeclass activity.

OBJECTVE:  This wait make the child
think about the story ke read and makes
him know how fo write their ewn story.

THE LESSON

I The feacher read the reading story
book to the siudeat.

1, The teacher ask the questions about
the reading book fo the student,

3. The teacher ask the student to read
the story book together in the class.

4. The teacher told (he children to
tewrite th» story they read as example.
b Chitdren write their own story,

1. FREEWRITING

Objective: Can all the children write their own vory with help?

Help the children to write short stories of eir own about Timi the (ease, Lot
the children 16 you their story and help them when they need it The children
an then draw pictures for their story. You can displey the children's writing on
the classroom wall, or put all the stories together in 2 hook

8, Rainbow alphabet spelling game: some of the words in the story used.
§) Handwriting, practiing letters, 't' & 'T" in sentences,




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 are very creative, and quite different
from many of the other writing .samplcs in this study. The substantive code 'story writing'
and also 'news report' writing, were _.clustcrcd to form the category, freewriting. Anuther_
data point illustrative of this is where Teacher 9 wrote, "My class learn to write by
getting them involved themselves in the roleplay,” (Belief 9.1). At the workshop. Teacher
| 10 wrote that graﬁmar learnt incidentally in stories was best because, “children recognise
context of grammar, and punctuation’s.” Another teacher not at the workshop also
wrote, "Punctuation etc; learnt incidentally best asx children write about own
experience,” (Teacher 3). This was emphasised by Teacher 16's comment that, “from Ih'e
story, . . . you can base whatever you want the children (o do on it, ay it's easier for the
children to learn from, [because] many children don't know what is a verb, or what

nouns are. If you teach such things in isolation the children will be confused.”

Summary of Characteristic One

The construct, educational objectives, was derived from the three categories. ‘skills’,
‘comprehension’, and 'freewriting'. This const}uct 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 skills

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

much, as "teachers find this very difficult to utilise becanse it takes a lot of time in
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preparation and the making and gathering of maierials. It is casier 1o follow the old

syllabus, " (Dialogue 1.6).

5.3 CHARACTERISTIC TWO - 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
» teachers' oral English fluency

o 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.146-150), and some of these examples will be used

in this resuits section. Table 5.3 is presented on the following page.



TABLE 5.3: OPERATING CONDITIONS

CATECORILS
LEVEL Il - FOCUSED CODING
Belisf sheats & Workshop data

SUBSTANTIVE CODES
LEVEL i - OPEN CODING
Report fils data

T
s lissening, wriliey, detay relaplay, whers averyons in
wolvad,

demuhor 1G4, In grade three. hy——wynu

-uh—d-un.h'mlux Flast explacation
: bt emphasis snd repetition work la Pijla. This is o giva
ppils,

tesetir 1K, 12 yrada threa: Pijin ad Faglish
fzacher 116, bn gride six Engllsh xad Pijia.

CTING |N EHOLIR

g Exglish. Cnly ons lesckor menticnsd filx oa ber betief

grammer. Sclomoa istand
aada good irniaing of Engilah gramsmars, feliet )1,

_thmh—m-MHmm
1% mayhe confasing word order fn feir writien Caglish.

28 Segive

rass Pijin is & mirtars of Caglish s & resull childres ofian found it diffiext fic
Wymﬁwm’-lhﬂh" »
ik

parsniy, becsnss O
ry #Ghooll be & writhan eram, and Bo speaking ia nesded,”

- in Fijin English, d ! shildron's words in.
A we Pijln if stadent san'l wnderstasd.

#: (Tuad 1o kia 14 taca, exmisils plidaint o speak lo lssgwags b3, alokata
gud s m,um;—ﬁ-—mhmhﬂu
3

CANEITRLTE
LEVEL [Il - THEORETICEL CODINC
Dialogue data

lizonnaions

ad s 1: “Tou - Lsnpartast 1o be fuent o feach corvect usa'.

- "Tas, sveryiime, we zeed farther tralsing bn Tagiish if | wast students o
Guent so st 1. This is 2 major problam.

CONIC END REITRRGT
flala tsacher 89, in grada fowr: Teavhers note for Eglish, pupits
k, Shalkbourd,

tesshar 130, in grads six: Pasder ), vsing Taglish papils
1.

‘wery limited and therefore soma loplos ars uel langht. Lecal matedals
hu—u-n.hu--,

1.51 ‘Toacharn urnally skip over lassona whan (hure are 60 rescurces is holp
tuanli ha soavepl’,

w10

pletare book,

tulfilled? (Y=yos, N=no) d

It

7 4 a1 workshop: (M) long ag Hing blung mi, jwni seed §o mekem owa coss

mysslt, § Galak we cosd S maka our own from picturas. Then (he whildrea foxa)
ca seniences oul of ohal we draw.

s 1stlefter,

paliag Is
wary tsasher in gromp)

thalr usef

21 2nd letter, Student 3: 3rd letter, of 'Y¥¥'or ‘VYN'.




' The category participating is the students’ attitude of active listening to a teacher’s
explanation. or active cooperation with peers in the pre-writing activity. At the workshop
every teach  showed a preference for group work for getting participation because this
overcomes shyness and e.\'teﬁds knowledge through discussion. This wés also evident i.n
the report ﬁlcs: For example the substantive code, groupwork, shown in Incidcml 16A:
"In ‘.s_rroups.. randomly, so that everyone would get a chance o construct a S(!IIIIIGHCU "
However, two-thirds of the Iessons reporied evidenced a wholeclass approach to
participation. For example the substantive code: whoicclass, at Incident 15C was. "H'e
together as a whole class; let the children tell the'class what they did on the weekend,
then they divided into groups.” This teacher seeks pa{rticipalioﬁ by acﬁve listening in both

group and whole class organizational settings.

The substantive codes 'groupwork’, ‘wholeclass', ‘individual and pairwork' were clustered
to form a category, participating. For example Teacher Nine wrote, “Children learn to
write by group work where the children can discuss the problem they face in writing,"”
(Belief 9.3). Teacher Three also emphasised this group participation, “/ helieve that the
children learn more quickly when in pairs or small groups because evervbody will
participate and help each other”. (Belief ?4) However this participation is also
considered to be active in wholeclass lessons too, "4 whole class activiey which imvolved

all the children in the class, " (Substantive Code: Wholeclass, 1A).

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

methods can operate. One private school teacher strongly preferred not to use Pijin for
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clarifving since its perceived similarity to English (in ils 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 Enplish in Pijin, in two incidents, 12B and
1C were:

Most explanation were done in Inglish, but emphasis and repetition work

in Pijin. This is to give a clear understanding to the pupils,” and

"Solomon Pijin and simple Iinglish because some children can't
understand linglish, it is their third or fourth language.

This sub: tive code 'recycle simple English in Pjjin’, and one other teach in English

only', were. clustered to form the category, cfér{)fying. For example, at the workshop,
Teacher 10 wrote that Pijin was necessary for the children “fo 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 shident can't understand”. However, "Pijin
is a mixture of knglish, [i.c., is mixed with Linglish and] as a result {the] children often
Jound it difficult to learn Inglish,” (Belief 3.2). At the workshop Teacher 4 said that “In
our lfown, some children don't speak their native language, they only use Pifin so for us
to read the story in English, we must relate it in Pijin so that they can understand what
the story is about". 1t would seem appropriate fhat the students' fluency in spoken English
should be encouraged to produce fluency in written English, rather than continually
returning to Pijin for clarification, but as "fhere’s no uncoﬁfagemem’ from parents
hecause the National entrance exam for secondary schools is a writien exam, and no .

speaking is needed,” (Belief 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 EFLL writing appcears wholly absent.

The category, fluency in teachers’ spoken English was scen to be a particular problem in
the teachérs' 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 little knowledge q[ Lnglish grammar
during our teacher's trai}'ring“ar college it is difficult for us to teach correct use of
grammay. So!omoni Istand teachers rfeeds good training of Fnglish grammars.” This
substantive code__develéped into the category, fluency. Teacher 9 who was not at the
workshop _wroté, "Yes, everytime, we need further .frqiniﬂg in Iinglish if I want studenis
to be ﬂuem so must 1. 7‘hi$‘ isa majbf‘ problem.” Also Teacher | wrote: "Yes, important

{0 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, "fi's good for us 1o learn more abour
English.” Another said: "try to make it compulsory at the college so that everyone must
have confidence,” (Teacher 13), and another: "511:‘ duc o fear and shyness of speaking is
the problem,” (Teacher 10). Coordinator Two summed it up, "with reachers, I agree
with the fact that we have problems in English as well, (everjibo@f laughs). You are
laughing because it's true about us. What 1 see is that training is needed . . . fso we don't

have tof rely on . . guidance in the teacher's books.
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All teachers find limitations from a lack of stimulating materials for the children to use
but most teachers at the workshop said that they made their own'__fmm local materials.
Teacher 10 said, "Make own picture book, use local mlmcria[.s', and  enviromment
discussions. " However, Teacher [ wrote: “teachers usually skip over lessons when there
are no resources o help teach the concept,” (Belief 1.2) as even the use of focal
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 7A was, “reading books, flasheards, and

blackboard". A substantive code for upper primary, jcoric & abstract materials. in one
incident 13C was, "Reader 1, using IEnglish pupils book 1.” 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 conditions, was derived from the four categories:
participating, clarifying, fluency and stimulating. In dialogue with Coordinator One,
these conditions were discussed, especially the c;tegow ‘elarifying' which became a core
category. Speaking English bis important, "hut the population speak and use many
languages, and Pijin is the third if not fourth language,” (Dialogue 1.8) Teachers even
have this problem, “and we need this fluency in Finglish," (Dialogue 1.9). Further, local
resources “can be fime consuming to collect . ... and parents are not falways] willing to

help because they have paid a school fee,” (Dialogue 1.10). Also, "The svllabus states to
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do groupwork sometimes, but most of the time it is left 1o your own decision,” so student
participation depends on teacher style, (Dialogue 1.7). Added to this is the constraint of
the teachers’ limited ﬂucncy':in the English language. ‘The main condition operating on the
methods however, is the'need to clarify English ih Piiin, hence its sclection 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

* inferaction

¢ 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.151-156), and some of these examples will be used

in this results section. Table 5.4 is presented on the following page.

L



TABLE 5.4: UNDERLYING PHILOSOPHY

SUBSTANTIVE COUES (level 1)
LEVEL I -OPEN CODING
Report flle data

P L. X Y I HO ™M OTIYETE
bul lack of parental suppor! in apeaking English.

cless Is nod wp fo the slandard, (YTN),

a4 1 1. 7T W R 1 T I
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bef errera hindes good stud
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= fhelr
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errors hinder wriling.
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business as fhey fake pln iu the diseugaion, bat (he slow
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[hiale teacher 130, &
childr
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Mlar with the give
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CATEGORLLS (fevel 1)
LEVEL II - FOCUSED CODING
Belief sheets and Workshop data
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Dialogue data
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parents, Hald
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KEY: Students writing samples fulfilled or not? Student 1 = 1stletter, Student 2 = 2nd letier, Student 3 = 3rd Ietter, ol YYY or YYN, (Y=yes, N=no).

L

t-2



The category, involvement in prewriting activities, requires that the child is actually
doing what the activity requires, This is not just an attitude of mind as in the category
‘narticipation’, but a conscious cflort 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 involve themselves in an activity they quickly grasped

the ideas. Also thev'll enjoyed the lesson but some of these students are

very slow writers. Others are brought up from families which parental

support it never have been applied. So 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,
involvement. For example Teacher 14 wrote that, “Student involvement in practical
activities before writing [is good] to catch interest,” (Belief 14.1). 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 groups but I don't tell them

that they are the slow learners; [for] 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 speaking Iinglish
by parents.” Teacher 2 put forth a solution, to "hold workshops for parents and educate

them about Linglish”.



The category interaction clarifies abstract knowledge before writing. The substantive
code free-discussion, in incident 168 was:
When children are griven the chance to speak freely in class, it develops
sclf-confidence in whatever they do . . . . Open discussion arouses or

motivates children’s learning, (YYY).

The substantive code 'free-discussion', and two others; 'peer-discussion’, and 'open talk

- with roleplay’, were clustered to form a category; inferaction. For example 'I’eachér 13
wrote, "I believe that the children in my class learn (o write by getting involved in
groupwork and discussed about the activity," (Belief 13.1). In the workshop 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 try as much as possible to develop this

inter-relationship with the children, because we want to shape up their

mind so that when they grow up, they must know their culture. This is

referring (o ‘custonr’, but 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
15 wrote, "Shape mind, I 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, raised ques;fons about topic. Finally they conclude
before they write,” (Teacher 9). Teacher Two said, "We need a vision . . . . It is very
important for us to shape our children's mind as we teach them, before they move on rb
the next class.” Another female teacher agreed, that "if we . . . really want 1o shape up

our children to be what they should be, it does require this. Sometimes you take your

own child . . . and say, my child, this is how you should go,” (Teacher 16). One male
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teacher also said, "Nor only that, but suppose we atiend to shaping the children's mind
properly, we will see their progression start o improve. Then, when their evident
improvement continues, they won't find it hard to move up to the next class,” (Teacher

13).

The category, inducing understanding in the student cenables 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, 15B, was:

I believe that when listening to the story the children may use their
listening skill and the ability to write their own stories. But for some of
the children who are not listening while I'm reading the story they don't
understand what to do. So 1 explain it slowly to them, (YYY).

This substantive code, 'listen to stories’, and two others; ‘teacher examples correct form'

and 'teacher-led talk’, were clustered to form the category, inducing. For example one

male teacher wrote, "/ believe that children learn to write if the teacher explain the
lesson to them more clearly and give them enough information about the lesson,” (Belief
13.5). Another male teacher (9), not at the workshop, wrote, "students must listen to my
explanation and reasoning,” and Teacher 5, a female teacher, wrote, "Children must

listen and watch before they can write well”.

At the workshop it was asked if this listening was like the traditional Gwaunga'i wav of
learning referred to in the first chapter (Watson-Gegeo & Gegeo, 1992). Teacher 13 (a
male teacher) said, in "my experience {the] teacher must explain first, name characters

of the story to the children so that they fully understand what it is all abowt, before they

T
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try o lead other in their group work doing activitics on the story.” However, several
female teachers, for example Teacher 4, said "In my experience when I tell a story, !
don't act as a policeman to the children becanse they will have fear and don’t want 1o
learn, 1 don't want to tatk too loud and harsh and the children 1o have the thought that
I'm the hoss”. This teacher is quite typically desiring a closer personal relationship.

Solomon Island 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: involvement,
interacting, and inducing. In dialogue with Coordinator One it was confirmed that it was
difficult to get children involved in class, as “parents often look at child's work from an
adult view. [f it doesn't match up, or has just one cross from the teacher, then parents
think it is rubbish and really 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 reac;wrs. So below average students have no

chance," (Dialogue 1.11).

Interaction was most effective when used in the traditional Fa'amanata'anga way, where
the teachers “goal [is] to shape the mind of the child to be able to progress to the next

class, but not all reachers fake time 1o have these kinds of growp discussions,” (Dialogue

th
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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 'fistcning', as a more productive way
to learn EFL writing. This teaching approach appeared to portray the Gwaungai teacher
role. Coordinator One agreed. adding that “fhe male teachers tend to take the oldest
primary classes, grades 5 and 6, therefore their relationship has (o be distant in their
approach, to be able to each them, and culturally the male teachers have to keep their
distance from the female students," (Dialogue 1.13). Even female teachers must have this
distance with the older classes, whereas the younger grades, which usually have female
teachers, "must develop a close interpersonal relationship with the children so that
children are willing and wanting to participate with you in learning,” (Dialogue 1.13). 11
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.



5.5 The CORE VARIABLE

There are four theoretical constructs:

¢ the methods
* educational ehjectives
* operating conditions

* underlying philosophy

Each of these has been derived from categories which in turn depend on (i.e., they are
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 following page, in table 5.5.
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TABLE 5.5: OVERVIEW OF THE RESULTS

THE
CORE
VARIABLE

SUBSTANTIVE CODES CATEGORIES
LEVEL| LEVEL N
OPEN CODING FOCUSED CODING
Report files data Belief sheets data
Table 5.1

13C Pictureftopic discussic
Student guesfioning
Flashcard axperiunm
7C Own experiences
Picture experiences
Oral reading
1A Oral spelimg—————
Oral noun tcﬂon-
9BIC Lis ‘
Listen to shorten unhnm

Punctuating sentences
13C Ccmlprdmmon quest:am"
9C Story writing
7C News Repo

Individual & Pairwork
13C Recycle English in Pijin
Teach in English only
9B/C Instructing in Engli

B'board & hands-on ma
lconic & abstract rrnteﬂah

Rarticipating

Playing motivates

7C Daily writing practise
Prior knowledge

1A P'ctures activate

Open talk & roleplay
Free Discussic

9B Teacher led talk
Listening to stories
9C Teacher examples form

Empowering students
in understanding to
write in
EFL

Dialogue 1.14
We need more than
grammar exercises.

Relationship & Pijin is
good but they don't
actually help get the
writing done all by
themselves, and not
every teacher uses

discussions. But every

teacher tries to make
sure the students have
some understanding of

the topic or exercise
before they go ahead
and write.




The core variable is grounded in the constructs and their categorics. These are

sumimarised as.

a. The methods were conversing, experiential, practising, and 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 met.hods common to all the teachers, but rather the internal
ingredient common to all was found to be an activity or explanation geared o enabling

student understanding,

b. The educational objectives were skills exercises, comprehension exercises, 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 tcachers’ explanation, seeking to enable student understanding, is

common 1o the use of successful lessons where objectives are achieved.

¢. The eperating conditions were participating, clarifying, fluency, and stimulating
materials. Most teachers used a wholeclass participation as opposed to group work
participation. Although there are limited stimulating materials for use, and the teachers

feel a lack in speaking English fluently, their largest concern throughout all the different
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data collections was the need to clarify English using Solomon Pijin. Their most common

idea is 10 empower students 1o understand the writing task .

“d. The underlying philosophies were involvement, interacting, and inducing.
Involvement and inducing approaches were both equally predominant and equally less
successful in achieving writing 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 outcomes 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. [t is now quite clear that the primary theoretical
construct, 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 1o 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 finally emerges as "empowering students in their ‘understanding' so as
to write effectively in EFL". This empowerment through understanding is the main

element underlving all the teachers’ methods and their reasons for using them.

Below are four examples of four different teachers' data which exemplify how the core
variable is reflected across a great variety of methods. The examples are 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 in 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 ovwen questioning to activate students' real life experiences and ideas about their
future life before writing took place. As can bt; seen in the writing samples (Appendix
5.1.1), all students were abie to fulfill the comprehension objective. "to understand the
background of the story and meanims of the new words,” (Table 5.2, Teacher 13C). The
teacher could only operate the method by clarifying the task, “in Pijin, so that it bring

more understanding, " (Table 5.3, Teacher 13C); and the underlying belief that led him to



use this method was interaction where “pupils would involved in sharing  their

understanding to this activity,” (Table 5.4, Teacher 13C)

Example Two

A female teacher in grade three (Table 5.1, Teacher 7C) used an experiential method to
empower the students’ understanding through an environmental experience, This method
is particularly evident in the "Nguzu Nguzu" (1997) syllabus which requires that the
students learn 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 were able to write at least a sentence
about their observations. The teacher reportied a freewriting objective for this lesson (see

footnote'), 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 if children can

write by themselves and or for themselves,” (Table 5 4, Teacher 7C).

Example Three

A female preschcol teacher (Table 5.1, Teacher 1A) used a practising method to
emphasise learning and understanding of phonic sounds of the alphabet. The children did
this by saying the abc letter names and the picture names severat 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, "ds the children look ar the pictures it

| + . . . e .
The freewriting objective was stated to be "to see if childven can learn everywliore,” {Table 8.2,
Teacher 7C) but this would appear not to relate (o writing per se.
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helps them to grasp the coneept that the picture has a particular sound that begins with
lettier A, B, C." was fulfilled by students one and two, (Table 5.2, Teacher 1A), as
illustrated in the writing samples (appendix 5.1.3). 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 children [by] lookfing] at the pictures.
[because] it helps them 1o 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 1A).

E#amp!e Four

A male teacher in grade four (Table 5.1. .Tegcher 9 B/C) used a listening method to
empower the students' understanding. In less;bn 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 story while the children listened. Then he
questioned them about the story 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 differed in the two lessons. In lesson B he used a skills
objective "ro write and make up good punca;mrfon Jor their senrences,”" (Table 5.2,
Teacher 98) which all students fulfilled in their writing samples (Appendix 5.1.4). In
lesson C he used a freewriting objective “to think about the story they read and know how
to write their own story,” (Table 5.2, Teacher 9C) which all the students fulfilled in their
writing samples / Appendix 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
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was he who wrote on his workshop comment sheet, "Yes, everviime, we need further
training in English if [ want the students to be fluent so must 1. This is a major problem,”
(Table 5.3, Category wes9) Bat both in the comprehension and the freewriting his three
students were empowered in understanding to fulfill the writing objectives. The teacher's
underlying belief that led liim to use this method was to induce understanding by teacher
example. In lesson B he believed that "tic method is good fur teaching this topic but may
change if the topic is different and I believe that thi..s‘ the good method, "[emphasis
added] (Table 5.4, Teacher 9B). In lesson C, a free-wniting exercise he said "f helieve to

this method I think it will enable the student to write good sentence and good linglish

languages, " (Table 5.4, Teacher 9C).



5.6 RESULTS SUMMARY

The core variable "empowering students in ‘understanding' to write in EFL" emerged
from the four theoretical constructs: the methods, educational objeclives, operating

conditions, and underlying philosophy.

The teachers' methods had icue categories, conversing, experiencing, practising, and
listening. Listening was the most uiv  method but conversing had the strongest
achievement in fulfilling writing objectives. The methods used seemed to matter jess 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 clarifying 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
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Chapter 6

DISCUSSION

This chapter discusses the emerged theory in the light of relevant literature Grounded
theory 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 emer'ged theory has merely reproduced existing knowledge from another
situation, or whether it is a new construct which offers further light on the theory of the
topic under examination. In this instance, literature relating to EFL writing has been
extensively reviewed to demonstrate to what extent the categories, constnucts 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, conversing, experiencing, practicing, and listening.
Literature sampling continued with the constructs, '"Educational Objectives', 'Operating
Conditions', and 'Underlying Philosophy’, and the categories which form 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 poinis, opposed or differed from it.

Once the categories were saturated no more literature sampling took place.
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The following therefore discusses the results of the emerged theory, in the light of the
'spectrum of applicable general literature, as well as literature on previous findings more
nearly related to the topic, and such specific studies known which are similar 10 the

present study. The structure of this discussion therefore treats:

firstly, is there one best method?
the methods; conversing, experiential, practising, and ﬁs'rem:;tg.
secondly, the surrounding factors,
educatienal objectives; skills, comprehension, and freewriting.
operating conditions; participating, clarifying, fluency, and stimulating.
underlying philosophy; invofvement, 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 EFL'. Grounded as it {s 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: comlrersing_..
experiential, practicing, and listening, The selection__pf methods by tll';c teachc;rs, 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 (1990) thinks that there is a somewhat unconscious attraction for teachers to vary
their selection of melhod, that they not be seen tolb_c tied to just one. At the same time.
however, he cautions that selection ought to be conscious: "Avoiding adherence to a
single method has a certain ideological aura to it . . .. It is, however, also a denial of the
role of understanding in language pedagogy, 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.l6é)_ In the Solomon context whichever
of the teacher's methods, conversing, experietifia!, practicing, and listening, w&e used.
lessons that succeeded for all abilities scayght to empower the student to understand the
topic or particular skill, before writing.f:took place. Lessons without an initial gaining of
understanding, where students wére guided straight to text book.s, were ineffective for the
below average student. This initiating stage is termed 'brainstormihg' in product

approaches and 'pre-writing' in process wﬁting stages.

All the teachers' methods contain elements of a prewriting or brainstorming nature, and
show features of existing approaches .~ writing. These are aitributable 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
encompassing facet of human experience, central to the individual's self
development and preparation for life. In contrast, a product orientation to
writing is part of a more limited and utilitarian view of educalion as
structuring life in onc central facet, that of work. (Pemnington, 1997,
p.122).
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The emphasis on the National Secondary School entrance examination means lhat the
Solomon teachers tend to emphasise a product oricntationl to writing in all their mct‘l;"t)ds._
particularly evident in the practising and listening mcthods. These methods resemble
Hillock's (1986) presentational mbde_,' "a teacher-centred approach in which students are
the passive fecipicnts of the rules . . . [qnd] imitate a pattern, or follow rules which are
* given through teacher lecture”, (cited in Dyer, 1996, p.314). In Hillock's study the
.'presentational mode had thc'lgast effect on the quality of wﬁtiné, but in the Solo.mon.
context the listening method is not passive but acti?e, whe%e the teacher has taken time to

explain and queétion the children for the benfit of their understanding. .

The cenversing and experiential methods are product based due to the above situational
structured syllabus effect, but a feature of process is evident in the initiating of writing,
For example many of the activities are of an initial brainstorming nature (T.'zi‘ble 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 7A ). These bear some
resemblance to Hillock's (1986) environmental mode where writing activities "result in
high levels of student interaction concerning specific structured, problem-solving
activities, and tasks with clear objectives, multiple drafts and peer revision . . .. [and 1.ot's"“ -
of] small group or individuai task completion” (cited in Dyer, 1996, p.314).

The conversing methods, according to the teachers, pr;)vide ideas on .how to write on a
_ tOpib or how to complete the exercise. For ex.amp.le, 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 between 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 and] their
limited repertoire of structures, vocabulary and cultu‘;al knowledge needs consideration,”
(Turner, 1985, p.9). This prdbably explains the success found in the writing samples for all

abilities where the cdnversing method is used.

In dialogue with Coordinator One, as mentioned earlier, some feachérs .:did not use
discussion as feedback to empower stude;ts in understanding, ‘so pikinini just hit and run'.
The process approach, on the other hand, requires feedback in conferencing ’oet.ween
teacher/student or studentlstuden{z__ "In large mainstream classes, one of the greatest
problems in trying to implement such an approach is the onerous task of providi::g this
feedback", (Boughey, 1997, p.128). The answer to providing feedback is provided by
Boughey (1997) in using group feedback; forming groups of studeﬁfs 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 e;cpressed in their writing more rigorously",
(Boughey, 1997, p.132). 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 bra_instonning_phaée. Yet, it is strongly

71



- stated in the literature on the 'whole language approach' that students, “must take
responsibility for their own writing. [This] is crucial for Graves. He advocates that
students must choose what to write. when to write, who to write for, and how to write it,"

{Davison, 1985, p.12).

Hillock's (1986) critical analysis of the process approach was thalﬂ a ‘'task-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 pkedagogy to emphasisénthe process rafher
than the product, focusing on what the student is trying to say 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 by



the teacher," (Davison, 1985, p.12). The conversing methods show that some teachers are
trying to get away from m'crely setting an exercise, but they still stop at the two stape
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'ti}'-._[_’eyton, :Jones, Vincent, & Greenblatt (1994) teachers must learn to model
discussion about writing.-so that the children gain understénding c;f how to respond to
other writers' work. In the Solomon context, discussion about topics takes place but not
about writing itself. For example, in the conversing 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 discﬁssed 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 stﬁdent to understand the business terminology involved in the writing task. All
abilities were catered for, but the opporiunity 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 use the conversing mcﬂmds to scaffold children's undcrstapding.
For'examplc, the teacher's workshop comment sheets {Appendix 5.1), whether they
attended the workshop or not, stated that the leacher’s lessons require conversing to
scaffold children's ideas for understanding. Non-native speakers. face lh(_’.' challenge of
working in a language in which they are only minimally proficient, therefore teachers
promoté writing ﬂueﬁcy by providing " 'literacy scaffolds’ (Boyle & Pergoy, 1990)."
(Peyton, 1994, p.478). That is, Solomon teachers provide supports that enable

understanding through discussion about stories, topics and pictures 10 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 befing. "The “strength of the
movement lay in its belief in the importance of writing and..its insistence thalt children's
interest must be aroused if they are expected to write well," (Walshe, 1982, p.5). In the
Solomon situation for example, Teacher 7C (grade 3} took the childre.n 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 r_éad to
the class what they had written, but no seconci 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 language, teachers may feel not quite
adequate linguistically to put themselves in an ambiguous situation . . . where

communication will stray into the unknown, " (Pemiington, 1996, p.124).
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The creative writing movement "tried to inspire writing by providing an ‘experience’ or
'specific’ stimulus, such as an outing, or a passage of mood music, or a taste of lcmon.
whatever might be expected to release feelings, words, . . . and original ideas," (Walshe,

1982, p.5). As an example, an experiential method Picture experiences, was utilised by

teachér 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 afier using
pictures that enabled the student’s understanding. Remarks on all the teachers belief sheets
emphasised picture experiences for motivlating and: gaining understanding. For example
one wrote, "sequence Qf pictures gives them some ideas of how to write”, (Belief 7.5, in
app.5.1.2). 1t should be noted that these sequence of picture experiences tend-..;_t::o 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' siill meant a weekly topic chosen by the teacher and
written at a single sitting to produce a one-shot drafi 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 s evidenced in the writing samples
having an emphasis on structured, rather than creative, writing. The experiential writing
- 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

succeed for the low achiever.
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The practising methods were used in the lower grades. They reflect Hillock'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, 1986, p.35).
The practicing hetllods 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 fg_miliar with the leaming 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
1A in pre-school provided the matenals 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 studenis to praclisla the three letters that were being studied,
initiating an understanding of the formation and souﬁd 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 3B

in grade onc who used ‘shared reading’ of a big book to scaffold the understanding of a
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title that would encapsulate writing a story of their own. This is the only practising
method aftected by the "Nguzu Nguzu" (1997} 'whole language approach’ that requires a

genre/process approach to writing.

The listening 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. For 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 afier 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 gencrally is a successful way of leamning in the Melanesian cultural norm
of observation, imitation, and doing, (Detwerath, 1996). In a similar Pacific situation on
Pulap atoll, the "Haluk islanders [also] beli;ve that socially acceptable behaviour,
obedience, and learning depend on Iistening and understanding (Lutz 1985:61)." (Flinn,
1992, p.53) [emphasis added]. This is true in the Solomon situation, where, "spontancous
observation and imitation are imporstant strategies for acquiring skills and knowledge in
everyday hife and activities," (WatsonGegeo & Gegeo, 1992, p.12). Teacher One also said

that, “in Solomon Istands children fearn to write Inglish ... just by listening . ... o
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children must only do what older people 1old them and not to answer them back,” (‘Table
5.1, listening category). For example teachers 14A and 13Ain grade six {appendix 5.1.1)
had the children listen to their explanation on shortening sentences by the use of
apostrophes, but both these lessons using a listening method were unsuccessful in
accomplishing the writing objectives for the below average student. The skills exercise
was out of context and difficult to comprehend, whereas Teacher 9A ina gr;llii]'c’.e. 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, 1997,
p.123). 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 lIsland teachers have a ‘presentationai mode' of instruction in ¢ighteen of the
thirty-three lessons they reported. The conversing and experiential methods move to a

more 'environmental mode' of instruction of which there arce fifteen. However Dyer (1996)
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reports that Hillock's (1984,1986) cxperimental treatment studies in L] composition
instruction found that the least eflective mode of instruction was the presentational mode.
Its teacher-centered approach to giving grammatical examples for good writing is
prevalent in the practising and listening 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 1o 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 practisling methods enioy the

advantage of active, not passive, listeners in Solomon Islands.

Pennington's (1997) study finds that a combination of product/process wrting 1s
preferable to the majority of teachers in Asia and the Pacific, both non-native English
speaking teachers and native English speaking teachers. Both presentational and
environmental mode are needed for EFL learners to gain understanding through
student-centred discussions. "Students need to be taught both how to unse the process to
their advantage as language learners and writers, and also how to produce an acceptable
product upon demand,” (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 Nationél{-l

Secondary Schocl entrance exam, but also a tool for simply understanding how to write,
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The variety in the methods show distinctly that there is not felt to be one best method. In
any case the surround aftects how methods work. "Both in L1 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.11), . . . . [That is] "what Prabhu {1990,
p.172) calls 'a téacher‘s sense of plausibility about teaching, which is the development of a
'concept {or theory, or in a more dormant state, a pedagogic intuition), of how learning
takes place and how teaching causes and supports it," (Raimes, 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 1o empower student understanding. The need of the

student is the core of the theory.

6.2 THE SURROUNDING FACTORS

The vartety 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 leamners best learn to write. These factors are
what Prabhu calls the teaching contexi, meanmg "that no single method is best for
everyone, as there are important variations in the teaching context that influence what is
best,” (Prabhu, 1990, p.162). For example some teachers iﬁ 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 are
best for different people or for different tcaching contexts. This implies that, for any
single teaching context, there is in fact a mcthod that is best,” (Prabhu, 1990, p.1063).
However, the teachers in this study have a variety of methods which are 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 importaﬁt 1SSUCS are
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.165).

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 lanéuage that they operate under, and the

teaching style of the teacher.

Edueational Objectives
Educational objectives fall into three categories: skills, comprehension, and freewriting.

Most of the skills and comprehension exercises are similar to the exercises in the skills



oriented 'Pacific Series' syllabus (1967), and the freewriting activities bear resemblance (o
Y g

the 'Nguzu Nguzu' syllabus (1997) a whole language approach. .

The skills objectives present "a strictly linear approach to language learning {and are] . . .
Based on tbe premise that learners  acquire one grammat_ica] item at a time.
Metaphorically . . . . the Iangﬁage wall is erected one linguistic 'bn'ck'” at a time," {Nunan,
1998, p.101). Teachers tend to follow this kind of objective in the "Pacific Series" syllabus
(1967), a structured situational syliabus, which Long (1998) terms 'synthetic’. In this
traditional syllabus, "Tﬁe skills are approached through structure . . . . Automatic control
of bﬁsic structures and sentetice patterns is fundamental to reading and writing skills, and
this is achieved through speech work," (Richards & Rodgers, 1986, p36) The teabher’s :
situation is similar to the Japanese situation, where EFL writing is at the sentence level.
"Paulston (1972: pp.3359) named this type of Iwriting, ‘service activity’. . . . which has
value to some extent. [The] more important thing is to get students to go beyond thq___;se '
sentence level reinforcement exercises and to let them engage in more creative activities,"

(Kawakamt, [n.d.], p.1).

A synthetic syllabus focuses on form[s], teaciﬂhg explicitly the grammatical rules of
language oui of context, and thus .tending to lack meaning. Thf;. aim is "for the learner to
get the linguistic bricks in the right order: first the word bricks; anc; then the sentence
~ bricks. If the bricks are not in the correct order, the wall will -c.olla;fseuunder its own
ungrammaticality," (Nunan, 1998, p.101). In the emergent modﬁ_jI of the Solemon

situation, such an approach is clearly shown. The skills and comprehension exercises arc



taken from the Pacific Series (1967) syllabus, which influences teachers to teach EFL
wriling using very structured grammatical excrcises. For example, two grade six teachers
(13A and 14A), asked the ch_i_ldren to shorten sentences using the apostrophe. ’fhe
singular and plural was explained to empower stl.lden.ts undgrstanding before atternpti;g 1o
write using out of context sentences. Such "decontextualized, fragménted lessons . . | are
not likely to engage a . . . child \yh_o is accu;tomed to traditional fa'amanata'anga at home,
where the focus is on comprehension, reasoning, and complex ideas crcativcluyF connected
by the session leader to the child's own éxperience and sense of idenlity," (Watson-Gegeo

& Gegeo, 1992, p.20).

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,"
(Léng, 1998, p.37). It is the mastery of grammatical elements (ie; skil's), in what is called
the 'bottom-up' approach to teaching EFL writing, that dominates the Pacific Series
(1967) syllabus. “In textbooks {like these], grammar is very often presented_._out pf

context. Learners are given isolated sentences, which they are expected to internalize -
through exercises involving repetition, manipuiation, and grammatical transformation,"
{Nunan, 1998, p.102). The participant teachers thereﬁ)r_e designed particular exerciges to
strengthen knowledge about the forms, one item at a time: For, "it is the learmer's job to
synthesize the parts for use in communication, which is why Wilkins (1976) called this the

synthetic approach to syllabus design,” (Long, 1998, p.36).



The c‘a:rrpfc!tet_:.s‘f(;n.: exercises required t.he students to write and to think in EFI,
simultaneously about a given subject. There were only four c@nprehcnsim methods out
of the thirty-six reported lessons, and only Teacher 13C.was successful for all abilitics in
fulfilling the writing objectives. The combina_tion of skills apd meaning was problematic
for low achievers; perhaps the over use of skills egercises' had ill prepared them for this.
The fOCl_;S is turning towards a form in context, away from the explicit grammatical
exercises where | ’:‘leamers afc preseme:d Qith gestalt, comprehensible samplés of
communicative L2 use, eg., in the fo;m of content baéed lessons in sheitereld
subject-matter," (Lﬁﬁg, 1998, p.39). Note that the comprehension objectives affecting the
teacher’s methods are not from 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 illstruct_iona"
(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 'Wguzu Nguzu whole
language syllabus. Following Mohan (1986) would require language teachers to orgarise
information, through classification, evaluation, ;nd 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 Island

writers.
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Teacher 16B, referred to in section 5.2, initiated her lesson by questioni.ng the children to
empower the.i.r undgrstanding of the slmy before answcring_ the writien questions.
Unfortunately, the average and below average students encountered difiiculties in trying
to juggle content and language in whﬂat is, for them, where theirs is a third/fourth
language; However, the Mohan model of curriculum integration does not allow language
Ito be isolated merely :i'n the language cufr*iculum. Teachers must organise "léarning
experiences so that stu.dclﬁts can build on initial understandings ali{d progrcssi from the casy
to the mo_re.difﬁcult, providing a sequence of learing 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 fomé, with the more
open approach to teacﬁing 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 aqtivitiés. At the
workshop it was agreed that the skills orientation to writing confuses the student. in
dialogue with Coordinator One, it was empﬂasised that, "we need the children to
understand the basics of the English language first, before this fluency in wriﬁng English
correctly can take place,” (Dialogue 1.6, Table B). This view does not show a focus on
form, which sees learning as an organic process characterised by. backsliding, leaps in

competence and interaction between grammatical elements.
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"Il‘__!?:xril'ét"s.,a_rc not given opportunities to explore grammar in context, it will be difficult
.ﬁl)r them to sélcl how and why alternative forms exist to express different communicative
meanings." (Nunan. 1998, p.102). 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 Ia;er she contradicts herself by stating thalt grammatical features out of
context are confusing to the children, Perhaps it is not a cbntradiction, but rather, the use
of diffcrg:ﬁt methods for different times of learning new and "o_ld .subjcct matter. Nunan
calls this latter "an 'organic' perspective . . . .. [whichj sees second language“acquisition
more like growing a garden than building a wall . . . . learners do not learn one thing
pei;fectly, ong item at a time, but numerous things simultaneouély (and imperfectly),”
(Nunan, 1998, p.102). This ‘organic p}eéspective' would be what Long (1998) would term
-2 'focus on form' which is "Ie.émer-centred in a radical, psycholinguistic sense: it respects
the learner's internal syllabus . . . . [occurring] just when he or she has a communication
problem . ... and so is likely . . . to understand the meaning or ﬁmction. 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 fdﬁn‘, but rather é "
‘form-focused instruction' . . . . [which] is an umbrelia 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 learner's internal syllabus as
Long suggests should happen in a focus on form. The communicative___ approach to

language learning takes account of the place that subconscious acquisition may have in
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second language learning. "In other words, it will show them how to achieve their
éomnmniqative ends through the appropriate deployment of prammatical resources.”
(Nunan, 1998, p.103). By grammatical conscibusness 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 form, instead of being given iéolated rules to
memorize. Thl:.lS Teacher 9C enabled his students to achieve free-writing (writing samples.
E "appendm 5.2.3), by initiating . u.ﬁdcrstanding before writing through questioning the

children, after they had listened to a story.

Consciousness raising bears sdmé:_lresemblance to tradition;clll 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 :fefonnulate their underlstanding
of the language structures over time. As was referred to in previous ghapters, the "Nguzu
Nguzu" syllabus is based on an ‘whole language approach'. “That 1s .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,” (Rdtary
International, 1989, p.2), The philosophy is based on-Brian Camboume's conditions for
learning language. In particular these were t;anslated for writing and are quoted n
summary form below from the “South Pacific Education Literacy Course,” (Uhiversity of
the South Pacific, 1992, pps.5-10).

Immersion: It is essential for children to see examples of written language

being used purposefully in their environment,

Demeonstration: 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 process of writing.
in a number of genres.



Expectation: We expect children to make errors in spelling and grammar,
but we also expect that the conventional forms| will be learnt through
experience, example and guidance.
Respounsibility: Children take the responsibility f‘cur their writing. Deciding
what to write and how, and for the editing of theur work so that it can be
shared with others. They work with a group, cooocratmg on a task, and
accepting group responsibility.
Approximations: Acceptance of children's approximations leads 1o
progress. They will see the conventional form in the books they read with
you, and in the wall stories and poems around them.
Use or practice: The serious practice of purposeful writing takes piace at
every level in an mtegrated literacy programime, -
Response: To succeed in writing down one's ideas in a form that can be”
shared with others is the best reward there is. Writing nceds 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 1o 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 'Nguz'ﬁ._Nguzu' syllabus
difficult to utilise 'because it takes a lot of time 1n preparatidn a'nd. ihe }‘n'ak.i'n'g and
gé.thering of materials' (Dialogue 1.6). Therefore it is -'eas._ierhtd 'f(IJ'l'lbw the stéir'uct_uregl old
syllabus, that they know 'works', and achieves writing skills to '. pass the Nzi&onal
Secondary entrance examination. Parents meagure 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 Schoo! places, the. :resl
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 significant 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: participating in wholeclass or
groupwork. clarifying English through Pijin, fluercy in teachers English, and stimulating

materials for motivation,

The first category is participating by aclive listening to alztcacher's explanation or an
active cooperation with peers in a prewriting activity. The teachér_s 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 teachers use they all
réquire total participation, but they do not always succeed for student thfee the (low
achicver). This does not reflect Barry & King's (1993), or Pica's (1994)“ ﬁr;idings that "in
smalt 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 thetr methods, for the
student to gain understanding before writing takes place. Participation in groupwork paid
higher dividends in writing achievement, and res:earch 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). Hewever. Pica
discusses Allwright's (1980) 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, 1994, p.64) Children learn differently.
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Perhaps this is why group participation works best for some and wholeclass participation

{or others.

One of the constraints to participation in any form in the Solomon situation is the shyness
félt by the students in speaking out, and breaking the custom. This is especially prevalent
among the low achievers. In "the research evidence on the wvalue of small-group
cooperative leaming 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 wholeclass approach that is culturally aligned to their community learning.

All teachers acknowledged the use of Pijin in 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 lingutstic and cognitive performance.” (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 I;ijin, but she still has problems with the
children not wanting to speak in English amongst themselves. However, at the languages
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 tn the national curriculum and the examinations is a major one which is
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well regarded by the Solomon Istands people,” (Horoi & 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 truc in
the Aboriginal English study 'Langwij comes to school' (McRae, 1997}, which also
strongly suggests scaflolding language using mother tongue 'Kriol' as well 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 et al, 1982, cited
in McRae, 1997, p.15). A rationale for bilingual education was presented (McRae, 1997,
p.24), where the teacher must respect the Kriol or [Pjjin] 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 Kriol [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 "7he population
speak and use many languages, and Pijin is the third if not fourth language.” (Table 5.3,
Clanfying 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 Kriol [or Solomon Pyjin] and English work together in education is to

know that English does not replace Kriol but is added as a second language,” (Hudson.,
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cited in McRae, 1997, p.18). This is already happening in the Solomon context, where
every teacher recycles English in Solomon Pijin for clarity.  H "the purposes (o which they
put [_PIijin] ... and the ways in which they do so, are 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 numerals]}.

The teachers felt that they lacked fTuency in spoken English. They feel this restricts how
they teach English because of their insecurity and ihe Pacific Series' offers a secure well
known and reliable way for teaching EFL writing. However such a structured syliabus
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 siructure 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.10). For these reasons the teachers at the workshop agreed that they needed training
specifically in the English language not just gram—mar, and some were more adamant about

the need for real practice in speaking and using English to become fluent enough to

understand 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
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instruction.” (Watson-Gegeo & Gegeo, 1992, p.17). Added (o this problem is the custom
not to look as if you think highly of yourself If the teachers try to practise English, they
are likelv to be criticised for it. as related by Teacher 16, {se¢ 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 1s part of the Solomon Island cultural
thinking and said that this sort of incident happens to them too. They, as well as the

students, are 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 leaming 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 the 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 Ianguagelstudy (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, trying to understand syllabus

content, cannot always afford the time to create motivating, culturally accepiable.
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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: involvement, interaction, and
inducing, reflecting the beliefs affecting the methods the teachers use. These could be

termed as three types of teacher style, respectively informal, informal-formal, and formal.

Invelvement 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 jt. "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 leaming as a more informal activity for helping low achievers
especially, for whom then find that a lack of parl-emal 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 siow achievers

m informal group activities, like group discussion, to enable understanding 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 lalk
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 warm 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
informal and formal achieves the best results in any method used. The teachers saw this
kind of interaction as the traditional style of fa’amanata’anga (o s];ape the childs mind by
discussion, within an interpersonal relationship of a group of children or student and
teacher). For example:

fa'ama.ata’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-Gegeo & 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 normally take the lower grades. Culturally.



mothers have a closer relationship with younger children than fathers, and according to
Coordinator One, there has very rarcly been a male Solomon teacher of the young. At the
workshop, all the teachers belicved that "fa'amanata'anga [shape the mind} 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 terms) seeks to develop relationships with all the students and the cooperation

of all in interactive learning.

Inducing 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
relationship 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 decontextualized,
[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.1819).
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 formal style of relationship, use a

one way knowledge flow, like the Gwaunga'i teacher role, where the student mwst listen.
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This formal style of teaching is very effective in the methods they use, 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.30).

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 . . . . on the teaching context',

(Prabhu, 1990, p.162).

The ed.ucational objectives certainly orient the methods to service writing, .what
Kawakami (n.d.} terms ‘skill-getting’. Even with the presence of a 'whole language
approach' the limited change in methodology shows 1n the smalil percentage of freewriting.
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 form sense. For there to be
integration across the curriculum as expected by the Solomon Education Department,
there needs to be a wider use of skills in cc;ntext writing coupling skill-getting and

skili-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.
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Such group participation as recommended by Barry & King (1993} promotes sccond
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 ct. al. (1982) state, "It allows: the child to
communicate, and function comfortably,” (Eagleson et. al. 1982, cited in McRae, 1997,
p.15). A further addition to the problem is the teachers lack of fluency in spoken English.
The teachers fec! 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
formal teacher stylc 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 norm of
me_w.le teachers having to be distant from female students, and partly due to the cultural

b4 11
1

norm of a traditional “Gwauga’t” 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 use group interaction, and all of them use Pijin, find their lessons work

better for all abilities, even with limited matertals. Yet 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 does not help because it still
leaves us with a search for the best method for any specific teaching context,” (Prabhu.
1990, p.175). 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 how 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 THE CORE VARIABLE 'UNDERSTANDING'

The teachers use a variety of methods and it would be impossible 10 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 aclivity or
explanation to é’ﬁlpower students through 'understanding' to write in EFL. Prabhu
suggests "that the search for an 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 widely and maximally real,"
Prabhu, 1990, p.176). This study presents the Solomon teacher's core perception of their
pedagogic perceptions, as an exp.lanation of EFL writing pedagogy in the Solomon

context, which may also be extended or applied to and other simiilar 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 phi];sophy of a need for a close interactive
teaching style operating by clarifying English in Pijin, with a predominant formal 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 teacher’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 exemplify how the core variable is
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reflected in different ways by different teachers. Six specific studies similar to the present
study are compared in the examples below. These are; Harris (1987), Kawakami (n.d ),

Flinn (1991), Garcia (1991), Watson-Gegeo and Gegeo (1992), and Pennington (1997).

Example One

A male teacher in grade five (Table 5.1, Teacherl13C), emphasised the need for
understanding using a conversing method, which combines process/product approaches.
In Pennington's comparative Pacific/Asian 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 students' 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, p.3). 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.13).

As can be seen in the writing samples (appendix 5.1.1), all three students were able to

fulfil the comprehension objective, "to wnderstand the background of the storv and
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meaning of the new words,” (Table 5.2, Teacher 13C). This teacher’s method was the
only one to integrate across the curriculum by integrating a social studies topic ‘business’
with 'language’. Integration ts a recent Educational puide 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
structured 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 thc 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.3).

Teacher 13 could only operate the method by making sure all the students understood by
clarifying the task, in Pijin (Table 5.3, Teacher 13C). All the teachers apart from
Teacher 16 agreed ihat Pijin was a necessity to the child understanding what was said in
English. The private school teacher did admit lwowever that sometimes she took new
students from ruial areas aside to explain an activity in Pijin. Otherwise they would not
have understood what to do. Of course, “it is be;t and ideal to discuss only in English, but
it is difficult for Japanese students, for whom English is a foreign fanguage, to express
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 scaftolding was found in the Latino
students study, where in "classes with Spanish speakers, lower-grade teachers used both

Spanish and English. whereas upper grade teachers utilized mostlv English. However.
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students were allowed to use either language,” (Garcia, 1991, p.3). This code-switching
is advisc& in the new ‘Nguzu Nguzu' whole language syllabus, so that the children can
easily gain understanding before writing. It is being found that Aboriginal students too
should be taught "to switch languages in the appropriate situatilons and [learn] . . . how to
be skilfut at it' (Hudson, J. (1984))," (cited in McRae Ed; 1997, p.19). This is also true in_.
the Pulapese situation where English is taught as a second language from the eérliest _

grades, but literacy is first encouraged in Chuukese, (Flinn, 1991, p.51).

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 Latino-American students were empowered in understanding to
write in ESL by establishment of an “interactive, studentcentred, learning context . . . .
that academic learning has its roots in processes of social interaction,” (Garcia, 1991,
p-5). In Solomon Islands, traditiona! learning took place in interactive fa'amanata'anga
sessions where parents empower the cluld'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 formal fa'amanata'anga sessions in which children

are taught to argue and reason, and knowledge is reviewed and ideas

examyzed in the formal discourse register of the language, (WatsonGegeo

& Gegeo, 1992, p.14).

Therefore utilisins this traditional style of interactive teaching for al! abilities will enable

greater student understanding to write in EFL.



Exampie Two
A female teacher in grade three (Table 5.1, Teacher 7C), used an experiential method, to
| aid the students in gaining understanding how to write about their own cxpefiénces 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 moving to the
formal learning process of wnting and ultimately learning new content through
self~-discovery and talk. This typifies a Harris learning triangte where the teacher has used
an experience to empower students understanding to end up in a wore 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, individual, and learnable only through

real-life use or communicative activity," (Pennington, 1997, p.123).

As can be seen in the writing samples (appendix 5.1.2), all students were able to fulfill the
Jfreewriting objective "to see if 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 language being seen as a

vehicle of communicative and intellectual power, {(Pennington, 1997, p.123). This method
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particularly shows the influence of the 'Nguxzu Nguzu' whole language syllabus, where the
four language modes should be integrated, immersing the children in spoken and written
Englfsh, 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, smallgroup, 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 and debate were
prohibited (Watson-Gegeo & Gegeo, 1992, p17). This still continues in some of the
Solomon classrooms due to teacher training from that time. However, the writing
samples evidenced an ali round fulfillment in wl‘riting objectives where the teacher used

group participation.

The underlying belief that led her to using this method was invelvement, "to see if
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 bclt;fé completing a writing task. The reason for the low self-esteem of the
below average learners is the fact that parents discourage lh(_:_\er.Me syndrome, and
therefore will not praise their child, putting down any form of individualism [t is
interesting that in Pulap, a similar context, "teachers encourage cooperation and
conformity rather than competition or individualism ... . they do not encourage students
to . . . display their skills or knowledge. Pulapese value mehonohon, humility'. and

discourage lamalam tekiyah, 'lofty thought', or 'arrogance’,” (Flinn, 1992, p.54).

Example Three

A female preschool teacher (Table 5.1, Teacher 1A), 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 the 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., lexis and rules, which can be represented in a book and
teammed by study and memorization," (Pennington, 1997, p.123). 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, teaching in a second language mitigates against the process

approach and favours product teaching, (Penﬁinglon, 1997, p.124).

The teacher's skills objectives are particularly oriented to the the 'Pacific Series' (1967) |
syllabus which states that "the only way to learn a tanguage is by regular practice of the
correct forms. The children must be taugh.lt tollunderstand spoken English and té speak it
and write it themselves," (Rusterholtz, 1967, p.6/7). The writing lesson pian 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 Gegeo’s (1992) observations
indicate that children “memorize the sing-song phrases required of them for oral
recitation without understanding what the sentences mean . . . . [However] this'is what
many Solomon parents, teachers, and administrators believe school learning is about.
Their view is reinforced by the national examination s>ystem.,,” (Watson-Gegeo & Gegeo.
1992, p.18/9). 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 stimulating materials: three hand drawn
abc pictures on the blackboard, an alphabetical letters chart, papers. crayons and pencils,
for the task (Table 5.3, Teacher 1A). An interesting improvisation in the use of rnaterials

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 faught 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 life, his regions consisted of air,
land, fresh water, and salt, (Flinn, 1992, p.50).
At the workshop the teachers wrote down 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 \writing

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 invalve; "the
children [by] lookfing] at the pictures, [because] it helps them 1o 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 1A) 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,". {Garcia, 1991, p.3).

Example Four

A male teacher in grade four (Table 5.1, Teacher 9B/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 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 recad and began the written task. This
;lpproacli is also utilised on Pulap Atoll where “lfaluk islanders belicve 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 hoﬁ: something works by observing, imitating, and doing, while listening.
Listening is practised when attending a Gwaungai and teachers can _easil}; 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.16). Even in Aboriginal societies there is a need to
listen. Harris (1987) reports how “parents train their children [to listen and] no£ to ask

questions,” (Harris, 1987, p.51).

In lesson B he used a skills 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 18 still dominated by product oriented view of writing,” (Kawakami, n.d.,
p.[2). However Teacher 9 also utilises a free writing objective while using a philosophy

of inducing understanding. Kawakami stresses a need for this kind of mix in writing
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pedagogy, skill-getting and skill-using levels of writing continually being utilised.
Pennington (1997) found that Asian/Pacific teachers are perhaps forming
an adaptive behaviour in developing new orientations to the teaching of
writing These may represent neither Asian nor Wesiern approaches and
neither the process or product . . . Rather, they may be new kinds of
comprontse positions or unique outcomes of the current demographics of
teaching English in the AsiaPacific region, formed as deliberate or
unconscious svnthses of process and product elements, (Pennington, 1997,
p.140),
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,
evervtime, we need further training in English if [ want students to be fluent so must |,
This is a major problem,” {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 possible to teach it out we teach the
wrong things to the children.” That is, unless the teacher's 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, Form 3 school leavers were still being

posted as teachers to rural primary schools withput any teacher training,” (Watson-Gegeo

& Gegeo, 1992, p.17).

Teacher 9's 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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9C). .'I'hc Gwaunga'i teacher .rolc is achieved, "through demonstrations of cultural
knowledge and appropriate behavior, undllhcy are expected 1o model key cultural
values.” (\\’alson-(icécu & Gegeo, 1992, p.I1) 'I.'his traditional teacher role rcﬂcc.l.s the
expectation of the teacher role in upper grade primary school teachers, especially for male
teachers, whe.rf:b.\r thc"tcach!;:r induces undcrstandir;g"through demonstrations of their

expert knowledge.

Suvmmary

The core variable "empowering students in ‘understanding' to write in EFL", emerged
from the four theoretical constructs which are: _the methods, educational objectives,
operating condition..s.. and underlying philosoﬁhy. The four.examples above exemplify how

the core variable is common to and explanatory of all the rhethods chosen by the teachers.

Beyond the above four examples others can be cited. Teacher IE}C emphasised tlile need
for understanding using a conversing method for initiating understanding. Teacher 7C
enabled understanding by providing in an experiential method, what Harris”(l‘JIE;'f) téfms
'‘content process crossover' enabling understanding through talk. Teacher [A engaged
understanding by a practising method, and Teacher 9B/C empowered understanding by
using a presentational mode that is the listening meihod with success for all three students

in fulfiiling the writing objectives for both lessons, (see writing samples 5.1.4.a.b.c).
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In view of the above varety of Illl.c_l_h(‘lds_ Prabhu’s suggestion that teachers have a
personal conceptualisation ol their teaching, arising from past experiences. can be taken
as '[I'l.lc_ "l’he_\f arc altected by cxposur.c to methods while {raining, from cncuunlcrin;—__s,.nt.hcr
“teachers actions or opinions, and th(!r own parental experience. These cxpericﬁ_:;cs and
beliefs influence different teacher’s diﬁ'erenlly. rékul_ting in a varied concept of how
teaching gnd learniuQ should take 1)la¢eﬁ "1t is what may be called a lczli.;:hcrs seise of
phiusibiﬁ(v about teaching.” (_Prabhu, 1991, p.172). It is abundantly clear that plausibility
\'afies exceedingly. since il is related to lhc complex of the individual tcachc}'s experience
The idea of plausibility is common but what is piausible varies. Tﬁe _cbré variable of this
study being grounded in the data does not vary in ilse]f.ﬂ ‘Empowering student
understanding’ is the single key which unlocks. th.e barrier to student progress. The way in
which a given teacher enables student understanding vei?ies 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 firm. anchored as it is 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.



Chapter 7

CONCLUSION

Five nmjof cénclusions may be dr}aWn. one from cach of the four major constructs plus
one from the core variable These constructs are: The Methads, Educational
Objectives, Operating Conditiens, Underlying Philosophy, and the core variable is
Understanding, Following these conclusions are statements of what is indicated for

further avenues of research in the area of this study.

The Methods

There is no one best method. The teachers’ methods are not unlike Penningtons ( 199?).
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 where prewriting of brainstorming 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 mcthdd may be related more to a des.ire that the
student gain understanding. Behind this, and helping to drive it, is parents Iimitec;
expectations of what success means. Since the national school entrance examinatiﬁn
requires only wrifien English, parents tend to disregard the fluency in speaking EFL,
which would aid development of written Ianguag.e‘ 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 sitccessfit]l methods show 2 varied sense of
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what is plausible, but the key to their success in using the methods is their mecting of the

student's need to gain understanding. That alone is the true common variable

Educational objectives

To take students from where they are and to get them wiere the synthetic svilabus directs

them to be taken. a structure of linguistic brick has to be buiilt. Sdf']r_t_e__thing must help thcn;

build. for gl;:arly some ('tlh;n.;gh not all) are succeeding. The way in which teachers in

Solomén Islands app.ly their classroom methods is shown to promote student

understanding, and it is this which is revealed.. as the vital cement that Holds the wall

together, To change the metaphor, it is also a key allowing students to unlock a gate into

Nunan's {1998) orgainic garden, where learners grox? at different times according 1o 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.i;;es of plausibility'
that drives method selection can be further synthesised to a single key o-f empowefing
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 n_\_?ér operating
conditions, such as whether to utilise group work because of its advantages or simply to

follow the synthetic syllabus procedure and go ahead as a whole class. Clarifving English
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in Pijin is seen as an absolute necessity, but code-switching could be emphasised more.
making less of a stark choice between English or Lnglish-and-Piyin Teacher's L
fluency itself phlccls real limits on how the children fearn EFEL writing Materdals used are
not as stimulating as they could be but teachers are endeavouring to do what they can
They have. as Prabhu (1990} suggests. a sense of plausibility which takes into account
how their teaching leads to desired lcar.ning with a notion of causation that has a measure

of credibility for them,” (Prabhu, 1990.p 172)

Underlying philosophy

The core variable is perhaps nowhere more powérfully shown than when it arises from
the teachers' underlying philosophy, where the relatic;ﬁship of the teachers to the students
is also most strongly evident. The common categories of student involvement, interaction.
and inducing understanding are the practical expressions of real beliefs. These probablv
reflect cultural teaching/learning strategies, such as the fa’amanata’anga discﬁssions
reported by Watson-Gegeo and Gegeo (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 bg_liefs, and seemingly
quite unconscious, is a common perception of the student as one in need. aﬁd that need
being to gain understanding. All the teachers’ methods are engaged using this underlyving

belief that unless understanding is acquired the teaching objectives cannot succeed.



Core Variable

Empowering students’ undcrslandingprnvidus a key for Solomon Island Icﬂcllcl'b. o open
the wav for students to pass from ‘mechanical’ writing to ‘real’ writing  The ‘notion of
causation' that may be reguired is for the Solomon Iskand teachers, helped by researchers
and the Solomon Islands l-iducaliuﬁ S'Iitlistf_\‘. to make this core variable more explicit £
I. we know that empowering ml.dcrst;mding has such an important place in our historically
successful siratcgics. we ourselves are empowered to use the kéy to model our
philosophy. our teaching approach. our classroom managcn{cm. and our lesson
design/melhudology to achieve the best we can whatever our resources may be What
.Solomon Eslands teachers do. which is not merely to achi_cvé their own success hut meet

the need of the student, is to empower the student in understanding to write in EFL.

Future Avenues of Research

There is a great neced for 'real’ EFL writing in the situation under study. The present
synthetic syllatis 'Pacific Series' (1967) restricts this. The gradual implementation by an
overseas team of the 'Nguzu Nguzu' ( 1997) anaiylical syllabus moves towards an
integration of the four literacy modes. The Solomon islands Education Departmen:
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 Islands
EFL teachers to accomplish this task. The Solomon Islands Education Ministry in seeking
to update sylabi has received “funds . . . f‘ron.l the ROC [_chublﬁic of China] government
for the development of the Primary educatidn programme which would involve reviewing
and printing of curriculum materials relating to science and agriculture.  community

studies. physical education and expressive arts.” (Solomon Star. 1998 p2) According to
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Coodinator One, and my own past observations, a language-content curricutum is
considered desirable by both the Ministry and a majority of teachers but presently poses
an impossible task for the EFI. Solomon Islands teachers already struggling with the

English Syllabus.

1f knowledge of the core variable revealed in this study is to greatly benefit the Solomon
Islands teachers, it has to be translated into explicit classroom action. This has to happen -
in the context of implementing the newer syllabus, as well as addressing the EFL

. . : . R
environment which affects both the teachers and the stuaents. Action research may be a

il
i
1

profitable approach by which to impiement Mohan's (1987) model in order to Jintegrate
subject content and language processes. and so promoté progress to 'real';_-EFl: writing in |
Solomon Islands. If in so doing it specifically encourages lesson designs where student.
understanding is empowered, together with appropriate use df; helpful cultural learning

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 b__le
addressed in classrooms will be but the beginning of what.i.s likely to be a slow prdcess
towards improvement in English teaching in Solomon __Ifgland Schools. While possibly a
long and involved process, that can only be regarded as a .worthwhile caIling for those

who may involve in it
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DATA COLLECTION INSTRUMENT (appendix 4.3.1.a)

INSTF

UCTIONS

’ 1. Please describe your classroom and the
[ resources available to you.

2. Choosc THREE of yourr most stccessful
mechods for ¢teaching writing,
and think of them as method A, B, and C.

For EACH method:
Explain YOUR beliefs ¢that have (ed you to use it.

Expalin any problems YOU have had in uwsing it.
Pescribe a "lesson™ ¢r "unit" that uses it.

¢ — P

3. For EACSH rmethod:
provide THREE student witing samples,
£rom the "lesson™ OR "unit”.

¥ ¢he three s¢udents should be
the same students, for every "lesson™ or “unit™,

¥ please do not correct the students’ work.
(write what it says on the back, If unciear).

¥ scaple the writing samples,
__to the pages at the back of this report file,




DATA COLLECTION INSTRUMENT (appendix 4.3.1.h)

1. Please fill-in ¢he bo>es below.

The YHREE students shoufd be from families
in which english is not the mother tongue.

DO HOYT GIVE THE STUDEMY'S HAME
STUDENT 1: ABOVE-AVERAGE WRITING ABILITY.

Place of birth: Age: (male/female)

Useful background information:

STUDENT 2: AVERAGE WRITING ABILITY.
Place of Birth: Age: (maleffemale)

Useful background information:

STUDENT 3: BELOW-AVERAGE WRITING ABILITY.
Place of Birth: Age: {male/female)

Useful background information:




DATA COLLECTION INSTRUMENT (appendix 4.3.1.¢)

Please describe your classroom and the resources available to [
you, (include a classroom photograph, if you want to). ;

{2
L



DATA COLLECTION INSTRUMENT (appendix 4.3.1.d)

METHOD A

Time taken for "this lesson” or "this unit”,

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.
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DATA COLLECTION INSTRUMENT (appendix 4.3.1.¢)

PLEASE DESCRIBE THE STEPS OF THIS "LESSON" OR "UNIT"

In each step, try to explain how YOU bhehave to the children,
& how YOU altow the children to behave to you & to each other.

Please use the other side of this page, If you nced more space.
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DATA COLLECTION INSTRUMENT (appendix 4.3.1.1)

Please explain YOUR personal beliefs about teaching,
that have led YOU to use this method.

in using this method.

Please explain any PROBLEMS you and the children have had,

|
|
1'
i

12X



1998 TIME FRAME FOR THIS PROJECT (appendix 4.4.1)

MONDAY TUESDAY WEDNESDAY, THURSDAY FRIDAY Sat/Sun
May 4 Pilot Report File 5 6 I 8 810
returned
11 12 13 Thesis Proposal| 14 15 16-17
Presentation o
18 19 20 21 22 23-24
25 26 27 28 29
June 1 2 3 4 5
8 g 10 Submit proposal] 11 12
to examiners
15 16 17 18 18
22 23 24 25 26
July | 29 30 1 2 3
6 7 8 9 10
13 14 15 16 17
20 21 2 23 24
27  Report Files 28 29 30 31
returned
Auguy 3 4 5 6 7
10 1 12 13 14
17 18 19 20 Proposal 21
Approved
24 Data Analysis> | 25 26 27 28
Sept; | 31 Data Analysis > 1 2 3 4
7 Data Analysis > 8 9 10 1
14 Data Analysis> | 15 16 17 18
21 Data Analysis > | 22 23 24 25
Qct; | 28 Results summanyy 29 30 1 2
5 Letter of findings 6 Write method > 7 8 9
faxed to teachers]
12 Teachers 13 Teacher commeny 14 Analyse teacher| 15 16
Workshop faxed back to me] comments >
18 Write method & | 20 21 22 23
litetature on it >
26 Write introduction] 27 28 29 30 Workshop tape
& begin results > & notes returned
Nov: 2 3 Analyse worlsholl 4 Write literature 5 6
data & framework >
L] Dialogue 10 Analyse 11 Write results 12 13
to check theory dialogue data & discussion >
16 Write abstract | 17 Submit to librariag 18 19 20
& conclusion > 4 thesis pages
23 Proofread & edltﬂ 24 25 26 27
Thesis
Dec: | 30 Submit 3 unbound 1 2 3 4
thesis to HDO I
7 8 5 0 11 1243
14 15 16 3 18 19-‘26
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BELIEF SHEET (appendix 4.4.2)
Please fill in the following. explawning any beleifs about teaching EFE writing .
Perhaps there is something further that you did not think to write in your report

(ile.

My nameis _cand Famon Solemon Ishind teacher,

. I believe that the children in my class learn to write by .. .. .,

2. 1 believe.....

3. I believe......

40 l believe nv'era

s

| believe ... ..

]\U



TEN MAJOR FINDINGS (appendix 4.4.3.a)

l l Il.wc fouud lh.l! your sludcnu CONSCINNSACSS ﬂl' Crrors, hmden llll:lr wrllmg

«*Many teachers in this project feel that children who are conscious ol their errors in their g
writing  (spelling, or punctuation) will not try, but hardly write anything Usualiy 1h|s|
happens to the below average students :

- Several teachers i this project feel that childien need lots of oral practise in reading, | |
spelling, using nouns ete, before writing, 1o activate this knowledge first, bt hetow average | i
students siill find ditticulty because they are conscious of making errars

L) If these things are true in your class, in what ways do you try to help the slower learners
overcome their consciousness of (spchg/puncmarmu/scmemr' um\rnulmn) errors?

2, I have found that your limited resources prevent sluden(s understandmg new topics. |

< Five out of cleven teachers in this project believe that pictures are important in activating |
thoughts and comprehension of new topic, before children write, but not many pictures are
available to them.

& Some teachers in this project sometimes don't teach a abstract topic because they cannol i
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
flashcard games have become oid and completely worn out, some unusable. Every teacher
in this project uses the blackboard most of the time for wholeclass panicipation, so that
children can at least see and gain some understanding of the topic, before writing.

(1 If these things are frue in your class, what additional (cheap!) resources could he
utilised to improve the teaching of writing in your classroom?

3. I have found that some of you believe that your students must listen to write well.

& Many teachers in this project believe that their students must listen to gain understanding
about a particular grammar form (usc of apostrophes, punctuation, sentence construction},
and to pass the national high school entrance examination, Children must_listen and not
interupt the teacher. Traditionally in Malaita - Solomon Islands, even though their ase elders
(gwaunga’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
are respected for their knowledge more than their ability to argue or persuade

1) If these things are true in your class, do you have a status like gwaunga'i in the eyes nf
the children in your class, where the students listen to your reasoning about the topic or _t
grammar exercise, to gain understanding an howhvhat to write? -describe how,




TEN MAJOR FINDINGS (appendix 4.4.3.h)

14, Uhave found that some of you consider writing (o be more important than speakiag,

i .o Several teachers in this project believe that 10 be able to write and read 1o Fnglish, 15 seen as an
important step to progress for a Solomon Island child  Whereas  the correct speaking of
English is not seen as important, expecially by parents. who want their children to pass the
written National High School Enfiance Examination

Siud If these things are true, how extemsive is the lack of parental support in speaking English?

i
1
i
1
i
H

5. H ha\c found llmt you holw\c dlscuss:oniqueslmmng are necded hcfori' writing,

" -«-~Many teachers in this project strongly believe that lats of student frec/open group discussion
{some around roleplays) about a topic or story is necessary hefore writing It mvolves
everyone in understanding English forms, such as sentence construction and comprehension
€XCTCISes.

.*One teacher in this project empiusised sludent questioning as necessany to activate the
students imagination on a topic before writing.

1.»Same teachers in this project strongly believe that teachur led talk, teacher led guestioning.
and teacher examples are best for motivating students and communicating, correct forms ot
punctuation and sentence construction Teacher led discussion is also easier to control than
student group discussion

L If these things are true in your class, can you explain why you prefer ‘teacher h.d'
wholeclass discussions/questioning’, or, and ‘student group discussions/questioning’? !

6. I have found that your student discussions may be like “fa’amanata’anga™, :

A~ Many teachers in this project use proup and pair discussion. This discussion appears to be |
like the traditional Solomon Island - Malaitan learning, called “Fa'amananta’anga” which is a i
direct and interpersonal way of teaching using a discussion, *and reasoning  through
questionfanswer. It also uses cause and consequence (if/the} arguments, rhetorical questiens, .
and sequenced ideas, and companamv’contra‘:l It assumes that the child has prior intelligence, |
knowledge, and only needs to be given a sound reason for doing something, 5

C1) If this is true, do your students’ dmcuswom take place in a traditional Solomon Island |
manner, fike “fo’amananta’anga” -{'shaping the mind'), by reasoning and rtolking |
around the topic, to clarify the wnrmg tmk heforc fhc smdem can perﬁ)rm !he n ﬂ'- ? !

7. Iwould like to know if there are any other lmdllmml wWays ul'learumg that yvou use.
~Perbops there are some Selomon teaditional ways ol learning that are used in your classioom,
or other primary schools, to develop Sotomen Island children’s wrting, that have not been
mentioned | would like to know what they are and how you use thens in teaching writing, so
that other teachers, teaching in Solpmon [sands would be able 10 teach Solomon Island
children hetter

veo If s, can pon please describe ftow pene ese these in teaching writing?



TEN MAJOR FINDINGS (appendix 4.4.3.¢)

| 8. 1 have Tound that teachier explanations and student discussions are in Pijio.

foaet All teachers in this project except one, say that they bave 1o repeat their lesson explanation v

; Solomon Pijin, otherwise the students will not understand, due to the stadents’ tack of Lnghsh
“prammar BFL theory agrees that the first langeage of the students should be used alenpside
the foreign fanguage (I knaw that Pijin may be a students’ third or foutth language bot [or
now we will call it their first language) T has not been made clear however it the students alse
speak in Pyin dusing discussions or are made to use only English atl the ume in o wotng
fesson Perhaps the Pyin speaking causes the errors in the students wiiting, as the writing
samples sometimes show a Pijin word order not a English word order

1.1 If these things are triee about the use of Pifin by both teachers and students, what are the
main reasens for this need? .

9. I have found that your writing lessons are mostly exercises fromt your teachers book

< Every teacher in this project has 30 minute wnting lessons Perhaps this is due to Education
policy, School poley, or your teachers English book.

=" Several Solomon [sland teachers in this project, feel they lack good English grammar skilis
themselves, and therefore find it hard to teach their students the correct form of English. They
have to rely on  structured  grammar  exercises  (puncluation  exercises,
shorten-sentences-with-apestrophes  exercises, sentence construction exercises) from their.
teachers English Book, that the children may soon forgel. If they let the childrea learn:
incidentally from writing stories, reports, procedures, tecounts, & expasitions, perhaps the
children will not leam the correct form of English. There were ten story & report writing
lessons aut of thirty-three lessons taught in this project, all the rest were grammar excrcises.

£ If these things are true in your teaching, can you explain which you consider as more -
important in teaching writing: out-af-context grammar exercises, or punctuation and
sentenice construction learnt incidentally in a story or report? :

16, T kave found one teacher saying, that SI teachers need English grammar training.

<" 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 skills) - then English grammar training is needed for cach teacher, so that they can
teach English fluently. Not having to rely so much on structured (eachers English book |
grammar exercises, that seem to be quickly forgotten by the children

0} If these things are true, can you explain what yoss think ahout this?

.
.



WORKSHOP COMMENT SHEET (appendix 4.4.4.2)

1. I have found that your students’ consciousncss of crrors, hinders their writing.

|
LL) If these things are true in your class, in what ways do you try to help the slower learners overcome their consciousness l

ion/s ce constriection) errors?

of (spelling/j

o ot

2. 1 have found that your limited resources prevent students understanding new topics.
(53] If these things are true in your class, what additional (cheap!) resources could be utilised to improve the teaching of

writing in your classroom?

T
3. I have found that some of you belicve that your students must listen to write well.
(58} If these things are true in your class, do you have a status like gwaunga'i in the eyes of the children in your class, where
the students listen to your reasoning about the topic or pranmmar exercise, to gain undersianding on how/what to write? .

~describe how.

4. I have found that some of you consider writing to be morc important than speaking,
(80 If these things are frue, how extensive is the lack of parental support in speaking English?

5. I have found that you belicve discussion/questioning are nceded before writing.
LL) If these things are true in your class, can you explain why you prefer ‘teacher led wholeelass discussions/qucstioning’,

or, and ‘student group discussions/questioning'?




WORKSHOP COMMENT SHEET (appendix 4.4.4.b)

Do, T have found that your student discussions thay be fike “fa' amansa’anpa”, _
L) 1 this is true, do your students’ discusvions fuke place in o teaditional Svioman Iland manaee, fike *fa'amananta'unpa® -
{'thuping the mind'), by rewoning wod tulhing around the topic, @ clarify the wtiting taosk before the tudent con

pecfora the tush?

7. 1would like to know if there arc any nthee teaditinoal ways of learming that 3or use.
L2 Jf vo, casr you please describe haw yont use these in teavching wreiting?

8, [ have foand that tcacher explanations and student discussions are jn Pijia.
(94] If these things are true about the use of Pijin by both teachers and students, what arc the main reasons for this need?

| 9. Ihave found that your writing lessons arc mosity exercises from your teachers book
Y If these things are true in your teaching, can you explain which you consider as mare importent in teaehing weiting:
out-of-~context grammar exercises, or punciudtion and sentence construction learnt incidentally in a story or report?

10, I have found onc teacher sasing, that 51 1cackers need English grammar training.
m If these things are true, cun o expiain what pos think abaut this?




EXAMPLE OF ONE COMPUTERISED REPORT FILE  (appendix 4.5.1.a)

Teacher 9

My classroom and resources

Lhtt; ;lra;:; :e:[s] ;gesrtf;i:ms inTtl:m cla_s_s and all the students are cgn_ling from different islands in the Solomons. They all speak different languapr:
st Al luﬁgé ) e ol_r}‘:mal' language that we speak it in the class is Pijin English and English. We use mainly the resources that au‘-)
ching like chalk, charts, text books and newspapers. This class four or grade four 1s a literacy trial class where

students learning exercise from any malerials i i
e y that are available in the class. All the methods used are coming from the books which the teache:

METHOD A

Belief My personal beliefs for using this method is that; the method is good because it includes the whole class, and makes the students talx
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 are aur brave to talk and share idea. The problem with this method it is too noisy with those who 27
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 the story from all play.
Organisation We use 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 lo communicate.

The lesson

1. Teacher put the picture chart on the board.

2. Teacher tell each graup to look at their picture chart

3. Teacher introduce the lesson to the group.

4. Teacher tell the group lo role play the story.
5 Teacher make a conclusion to the lesson to the whole class 136



F.xample of one computerised report fite continued (appendix 4.5, 1.D)

TeacherY

METHOD B

fahiets The method 1 good for laching thes toe bl may hangoe ! Vot o setsent sl 4 bolise Tl e s et ot
Frotlom Cheldren are learmng by copymg, Trann mswrs Chilthen don™t bt e e vy Ghaldten pigbe 2! 00 sl vr s sy
Time taken lor Wiis less thaa 30 auovies

Ohrectwps By the end of the fesson clildron should be able b wrde and sz up pao punttuahing i o oot
Organrsabion This method s a whole class actwity where ®ncluding (b alils 222 wih ai'u:{dreu prtiwark T el
taterials Teachers nole for Enghsh, children's pupils boak, chatkbaard

Languages Soiomon Pijin because it is ezsy 10 understand by the ciwldenn, 3\ Engleh

The lessan |

{eachers dil he explanation of the iesson.

Teacher given example to the class before the lesson.

Teacher share the pupils work Loak and chilgrens receive it
Chuldren's work by themselves in thicir own dosks

METHOD C

Belief | betieve ta this method [ think it vl enable the sludent to wiite good seatence and good Enghsh fanguzges
Problems their are some hard words are used in the story houks. Some stedents don't write long slones lor hae story
Time taken for this (essor was 30 minules

Obiectives This uml make he child thiok about the story he read and makes fom know how 10 wnte (heir own sury

Qrganisalion This is a whole class aclivity where children come topether i lrant and s at the front ol the teachars table read wah the taze
and after that ask question and answers,

Materials The materials used in Uis lesson 1s reading boak, piece of paper, chalk and colour Tor colourmg the pture lor their stany
Languages The (anguages that we use m tus lesson is Solamon Py We use this fanguage for caplaming (e laqsnn sa (et 2 studees o
undersland well the lessan before doing it

Ihe lesson.

Teacher read e reading stary book (o the student

Teacher ask the questions about e reacing book read to Ihe student

Teacher ask Uie stud-ont to read the sluy book together i the class

Teachior told te children Lo revadde the story followang thee story ey tead s
Chtddren wnle their pwn story



HPPENDIX 4.5.2: B one-page sunmunary of the Report file data

METHOD & METHOD B METHOD C
eacher {whole - 30mins) 1B pre-school (grep - 30mins) C pre-school (wiole - 30mmi ins)
Citjective To witte letters abic in words To mateh colours and objecls To match abjects 1-10
Otiteene 1yes, 2408, 3no [dea 1-yes, 2-gimost, 3-no cant sl 1-yms, 2yes, Tno ides
Lesson Chn; practice letters abe Cha metch colours & objects Chn fsten & malch objects
Matenals BB, sbe chart. pidufe E. nmou' match carids BB, ccuns.tng charl, objects
I=an S =i F a4 HiEn Sir s Figia
Betiel Picturas activate letter sounds Mamﬁmaung ohjer,%s for leaming Repetition eﬂabIEs memory
Prablam Bul slow sls; need practise No probiem But still confused about concepl
Teacher  OA grage one (whole J0mins) 35 grace one (whole- 30mins) . 2C grade one (whole - 3oming)
Objective To develop grammar & vocab To recagnise words To construct simple santences
Qugsme 1-yes, 2465, 3-no verts rpxad 1,23, yes 1.2.3.-yes
Lesson Chn make sentences in rolepisy Read/discuss big book, nouns Tchr BB sentences, suplsin pics;
1 i Tehr B8 , Masheards Used big book & flashcards B8, counting chart, ot‘tacts
Lapinsase it i FHjiR 56 sweryone can wihestand Pijes a0 che I =
Belizf St5; involve so ldeas grasped Free discussion -sveryone [esm Pictures halp 1o fi Fndvam
Problem Some writers (oo slow Much effort to gel participation Few sis; unable to recogrize verh
Gachor 5A grade two (M “20.mins) T8 pre-5chool {group - 30mins) TC pfm Twhole - S0miinS)
Objeclive No objective HMeme Wone
Oulcome Mo ssmrples Neone Kape
Lesson Chav, sit & tisten lo tchr then wiite Chn sil & look& Bsten. Tohr quest; Chn listen & match oblects
Matarials Sticks & rubberbands, maths. Books BB, :cunhng chart, Dbjezts
Lavguais Soianan Fignh & Engisn Engiish & Fin Slifgrn
Bajist Listen lo understand/pass exam Gond teaching-gnod leadars Repelition enabiles mamory
Problern But workbook exercise not enough Diffieudt for chin, wio know not Eng; But still confused sbout concept

Teacher BA grade two (whole - 30mins)

Qbjective
Culeome
Lesson
Waterials
Eafdfinus

Belief

‘eacher
Dbjernlive

Kcaime

Eariguage
Behef
Problem

- To add suny and wile it

1-yes, 2-ves, J-na idea

Tehe; demo while chn listen
Teiw reanusal, BB, stone mignb
Sorrir Fiji
Tehr mark - motivate need to wiile
Dependent on cooperation.

Zngl

grad (wh/gp -45
Tn renonnise & read words
e, 2y, b ides
Tchr BB sentence & read story
Readmg bom ﬂashuards BE

7 whsh
Chn uﬂnh‘dlscovarown BRSWETS
No problems

ins)

BB grade wor(grovp -}
To-say, spell & write words
128 yes

Chn in groups practice oral speling

Tehr ln&nual BB flashcards

Peer dlscuss‘rlon bdler writing
But difficull to check on indivicusls

grad

To join & sﬂmmn-e <e-n1m*r<
1.2. Ehe L=

Teechsr BB questicns to read.
Exeroise book & BB

£t
Must aclivate pnnr !hm&dng
but difficulites with saaling

9A grade four (whole/gp - 30mins)
To sequence story from rolepiay
1.23:yes

Chart used lo rolepley story

BB and sioty

Fran o capiain So o wnderslsy
Open talk lo understand bnguage
Few brave lo talk & involve

To write & pmctuate sentences
1.2:3yes.

Tehr; explain how o construst
rw.'pupu textbook & BB

1 M 50 2l -cEmbarslangd
Tmr nxnmph best for congnuct
But only daily exercise, Torget

GC prade twa (whole - 20mins)
To read & wite sertences
Lyms, 2yms, noidea

Tehr & chn read word charl log;
Tehr manual, BB, sentence chart

4 =
eaif commect form better sentence
books, make own-no paper

5] nge Tour thaa fﬁlns) 89C grade four (whole 3-mins)

ara e -30mins)
To o8 i rf\n leam everywiven
12.3.-ves
Chn describe what they see
Papers
Mo problam
Towiite a story
1,23.yes

Chn listen & match objects
BB, counting chard, ohjects

18 e 36 ohin s

Li;denmp helps form good sems
But difficull words used in stary

ieaaher 125, grua;m m; !gmlns)

Objective
Cligoome
Lesson

Metenals

Problem

To raad & curriprehmld praernm
I-ygs, 2-yes, 300 ides

Student questionfdiscuss poem
BB and teacher

Eapiain 4 Enclish iepeat i Pin
Chn; share own understanding
But lazy sts; do not perticipate

728 grade five (whole - ABming)
To wrile a complete story

1,23, yes

Student question Lo undarstand
BB, teszher, & picture charl
RHEIN 7 Efdhsh 20 -
Tehr-centred discussion betler
But difficulty in spefiing

12C MHWWG-ZM}

To write senls; & correct spelings
l-yes, 2-yes, 3-no idea

Tchr; expiain lesson, st; question
BB and leachsr

Expsbn i ok repeal i Fipa
Tehrexplanation & St quastion
Bul Lid; exposirs to literature

Teacher
Objective
Oulcome
Lesson
Materials
Langimye
Baliel
Problem

ea
Objective
Cicome
Lesson
Mm‘eﬂa}s

13A grade six i'pars-ﬁm)
Shorten sents, using aposirophe
1-yes. 2yas, 3-no differsnl lesson

Tehr; explain use of aposttephs
Textbook
Englis: § s P

Farm examples - good grammar
But cenfusion when to use

grade si - 30mins]
To use aposiraphe’s comeatly
1-yes, 2-yes, 3noidea
Tehr; expiained & gave exampls
Textbook
Pipiia e iz
Tehr-centrad mosr popitarin S's
But below ave; sis; work too slow

T35 grade stx (pairs - 30mINS)
To use pics; to recount story
1.2,3.ves

Chn; discuss story, read wordiist
Texthook

Discuss plcs; activates ideas
Difficulty in sentence sequencing

14B gra (whole -

Teruse pics, to wite a story
I-yas, 2-almest, 3-no flow

Chn; sequance pics; (o write story
Use picture chart in texibook

Individual teach bes! forst.3's
Bul needs oo much lime fo wite

TIC_grade six (Whole - 20mins)
To understand meaning of story
1,.2.3-yes.

Chin; discuss toplc, & read slory
Raadm

SComEn I_Jdl\
lopnc diseuss maotivates wiiting
But slow readers can't esteh up

14C e e - )

To tslen to story & answer quest,

1-yes, 2yes, 3-no ides

Tehr, read story & questions
exibock

Llﬁenmg dzw:iops writing
Bt chin have prob; with spelling

Teacher TEA pre-school (Grindv - Thour)
Chjective
Quicome
Lesson

Mntenais

eacher
Objective
Crtcoma
Lesson
Materials
LaAvgiss
Behef
Problem

To construct own sentences
1,2.3,-yes:

Chn' say a sert; about each picture
paper, pengil, r.mwn palrds
Snnpis £ d
Pictures aclivate sent coustm:t
Bot chyy; dream until tehr; explain

3 (group - 35mins)
To constructpuncluste sentence
i-yes, 2.yes, Tno ldea
Chn; construct senl. adding nouns
Pencil & books

Emfish as G
Games format molivates lsaning
Consclousness of errors hinders

T58 pre-school (WVgT - 30mins)

TD develop listening & wiite
23465

TEIHT read story, ehn; discuss

Paper, pendl, crayons, paint

T5C pre-school (WIGA - 5mins)
To develop wiiting skills

1,2.3-yes

Chi; discuss news, indv aral report
Papar, pencll, crayons. paints

SHpnle e Fy e Ermftsh repadl fn Ppn
Slorfes activate own story wiiting Teldng sctivate thaughts 1o write
Some dont understand- ne listen But seme cha; cant recall

E {group - 7 16C grade Mhres (whole - 10mins)
To listen & spsak lo comprehend To assess what speech chi imow

tyes, 2-almost, 3no canl
Tehriehn queslion & discuss first
Depends on whether read/maths

Bul class (oo noisy = bad teacher

1-yes, Z-yes, 3no ldea

Ch, write for 10mins en any lopic
Pencils & beoks

Englar SEN K
Listen develcpq eomprehansion
Conscious of errors imits wiiting

138



TABLE 5.1: THE METHODS (FULL LIST OF CONVERSING INCIDENTS)

CATEGORIES, LEVEL Il - FOCUSED CODING, BELIEF SHEETS, AND WORKSHOP DATA

Only nine out of thirty six lessons nsed gronp discussion. However the teachers were only allowed fo report fhree of
heir methods they had found successful.

ZZBelief, 14.4: "Group discussion studying pictures helps to write better sentences’.
iBelief, 13.4: 'l believe that children learn to write if they ask guestions to each other and help together'.

‘eacher ‘at the workshop comment sheet' (at wes).
At wsc4: "Student group discussion - to talk freely - not depend on teacher'.
" 1At wsc10: ‘Student group discussion/question - not feel bored, involved, children contribute more'.
Bt wscld: 'Student dicussion question helps students, get involved - gets ideas for writing'.
Bt wscli: 'Student dicussions but- to understand more - encourages shy children to talk’.
At wscl6: 'Student group discussions invelves children more, knowlege gained, and extended through own

“Teacher 16: (Mi bae sel, mi prefer children discussion bilkos when I find cut [ do most of the tallking ia, those children

lare bored so maybe one or two continue fo listen. If iu nomea readim note ia and putim up long blackboard fo
loketa copem, samtaem they don't know what they are writing about is so that's why mi consider disfalla stndent

discussion group rather than the feacher led one) - I prefer chiidren discussion because when I do mosi of the {alking
those children are bored while only few would listen. If you alone read notes, write it on the board for them to copy

someﬂmes {hey don't know what they are writing about.

3

iTeacher 10: (As a whole class - Bae in findem maybe one or two save contribuie.’ But as a group you will have more

ae contibute an oloketa feel frii fo tolk ia. Bdditional as a teacher we must consider all our kids ia, everyone of them

onsider all our ldds, All of them, Even the shy ones too that are too shy to falk [i.n open class] . Itis bestto do group
ctivities, involving them so that they too feel they are part of the class.

SUBSTANTIVE CODES, LEVEL 1- OPEN CODING, REPORT FILE DATA
KEY: Students writing sample objective fulfilled? (Y=yes, N=no). Student 1: 1st letter, Student 2: 2nd letter, Student 3: 3rd letter, of VYY" or YYN' or "YNN'.

4PICTURE/TOPIC DISCUSSION
PREP - GRADE 3,
=115K: In groups the children & the teacher aide talk about what they can see in each pictare, I let the child say a sentence
jabout each pictare. Each child writes a sentence for each of the four pictures. (exercise). YYY.
#115B: Teacher read story, then children in group with the teacher aide talked about what is happening in the story. Each
@ichild writes their own story similar to the one that I read. (continmous prose). YYY.
15C: Teacher & children talk about what we did on the weekend. Then I let each child tell the class what they did on the
; ekend. Children sit in groups, and each child writes their own kend news (conti prose) YYY.

GRADE 4 - 6,

13B: Give each child a copy of the pictures. Encourage children to imagine that they are the giri in the picture. Discuss
leach picture together with the chlidren, six pictures altogether. Provide a list of words on the topic on the board. Ask them

o write sentences for each picfure in a form of story. Teacher correct the written work with children and explain their

weaknesses. (continuous prose). YYY.

13C: Bsk children to open reader one to page 43 to 45 and pupils book one (page 128, lesson 1). Intreduce the stoxy:
fdiscuss, what is a business? Introduce the following words info discussions, 'Stall, bargain, on credil, running a business,
ireal business van'. Talk about the kind of business students would like to start when they leave school, EG trade stores,

maldng furnitures, selling artefacts, growing vegetables etc; Ask children to read the story in reader one. Then do lesson
one page 12B of using Englsih book 1. (reading exercise) YYY.

STUDENT DISCUSSION

GRADE 4 -6
§12A: Firstly settle down the stndents before discussing the lesson. INtrodace the lesson content, then relate more
examples related to the lesson. Discuss the lesson content in detail & allow pnpils to ask question. Teachers & pupils read
jthe poem together. Finally pupils started working with the exercise given. I supervise the studetns, while working on the
#lcomprehension exercise. (exercise).
1ZB: Firstly, settle down pupils, purposely to get their full attention. You make sure that everyone is eyeing on you.
i Secondly introduce the new lesson content. Do it in a way that they will be showing up Interest. In a weay that you are
§ltrying to put their imagination into the particular situation. Allow pupils to ask questions before they asked to do the work.
Pupils start working on the story. (continuous prose) YYY.
1 12C: Slowly settle down the class pupils, as some students zre still working with other class unit. Gain pupils interest, also
relating example sifuations, relating to the exercise. Explain the lesson content in detail, also allowing class pupils to ask
(i questions. I malce sure that they are fully aware of what to do, then the pupils can start to work on the exercise. To write
sentences and correct spellings. (exercise) YYN.




TABLE 5.1: THE METHODS (FULL LIST OF EXPERIENTIAL INCIDENTS)

CATEGORIES, LEVEL 11 - FOCUSED CODING, BELIEF SHEETS, AND WORKSHOP DATA

EXPERIENTIAL
It can be very hard to convey concepts before writing, but teachers are trying to utilise local materials.

Bellef, 3.3: 'l believe when writing a sentence with it's plcture at the end, it helps the children to understand what the
sentence is all about.
Belief, 7.5: 'Sequence of pictures gives them some ideas of how to write'.

Belief, 14.5: 'Sequence of pictures helps children, write sentences about what they see.

Belief, 3.1: "The children in my class learn to write by imitating what their parents do at home or even their elder
sisters and brothers because they always write sentences about their own experiences. Children found it easier to
recall and write about the past events they're involved in'.

——
IR

SUBSTANTIVE CODES, LEVEL 1- OPEN CODING, REPORT FILE DATA
KEY: Students writing sample objective fulfilled? (Y=yes, N=no). Student 1: 1st letter, Student 2: 2nd letter, Student 3: 3rd letter, of YYY” or "YYN' or 'YNN'.

FLASHCARD EXPERIENCES

PREP - GRADE 3

3B: Children tell the teacher what they can 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 pronunciations. Children

Hisay the flashcard noun ds after the teacher several times, to be able to write a similar title to the story title and draw
pict lated to it ( ise) YYN.

7A: Teacher read the story, children listen, while the teacher read she must 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 the cards

{8l to make the story again. Each group to arrange the story, after the other. Teacher write sentences, children complete

(continuous prose). YYY

OWN EXPERIENCES

A8 PREP - GREDE 3

7B: Teacher writes the question on the blackboard, example what did you do during Easter all weekend. Children to think
about what they do during Easter. Children read orally their sentences before they write itin their books or papers, Any
errors corrected during oral reading before they write. Children read their sentences to the teacher and the class
(continuous prose). YYY. =
7C: Children went outside and describe and d ibe what they see or hear. Children draw and write about it in their papers.
Children read what they wrote. YYY.

16C: Children o write for 10mins on whatever topic or lesson. You may give them sentence beginning if you need to assess
part of speech. e.g., last night, . . . . or tomorrow night,. . . . for tenses, Collect books after I0mins. Just tick to indicate
you've seen the work. Praise if they have written a lot of sentences. Encourage slow writers to do more next lesson.
(continuous prose).

PICTURE EXPERIENCES

GRADE 4-6

9A: Teacher put the picture chart on the board, tell each group to look at their pictare chart, and introduce the lesson o the
group. Each group role play the story. Teacher make a conclusion to the lesson. Children write story using pictures.
(continuons prose). YYY.

14B: Children do pupils book two, pages 28 to 29. Sequence pictures. Children write short stories about pictures (continuous
prose) YYN.
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TABLE 5.1: THE METHODS (FULL LIST OF PRACTISING INCIDENTS)

CATEGORIES, LEVEL Il - FOCUSED CODING, BELIEF SHEETlS, AND WORKSHOP DATA

PRACTISING
Oral practise enables the language to be heard in action, to be seen, then written. The sharing of a big boolk fulfilled

the objectives in the writing samples.

Belief, 7.3: 'Reading beforehand best for writing".
Belief, 9.5: ‘Teacher explain the lesson on writing clearly and give some examples for the lesson on the board'.

Belief, 14.3 'Important - children’s learning not dependant only on reading, but by the way they sce things, so they
make up sentences in their mind before writing it down’.

SUBSTANTIVE CODES, LEVEL 1 - OPEN CODING, REPORT FILE DATA
KEY: Students writing sample objective fulfilled? (Y=yes, N=no). Student 1: 1st letter, Studant 2: 2nd letter, Student 3: 3rd letter, of YYY' or "YYN' or "YNN'.

ORAL READING

PREP - GRADE 3
1A: Teacher show & drill flascard words writien on the flash cards several imes, then ask the children to say each word
after the teacher. Three children roleplay: combing her hair, reading a hook, drawing a picture. While class say what
each is doing the teacher writes the sentences on the BB. Teacher & children read the sentences on the board, then
children copy the sentences, (exercise). YYN.
3C: Teacher BB sentences with a verb rissing from each ,eg; Johnisa_ in the sea, and draw a picture for
each sent REad the sent al time with the children and explain to them that the picture helps tell what
each 2 is about. Teacher drills the list of words with the chldren. Children to copy the t (list of missing
bs are written on the board) (exercise). YYY.
6C: Teacher shows flashcards words like: good, throw, more; and then asks three chn; to say them. Teacher pins the
eading chart on the BB, while chn; watch. Teacher points & says & reads the word, while chn; listen. Teacher expains the
activity to the chn; while chn; listen for explanation. Chn; write the sentences & draw pictures related to them. Teach
cs around & help the weak one, who raise their hands for help. Teacher collect the sheet & the chn; read with her for
last ime. (exercise). YYN.

ORAL SPELLING

PREP - GREDE 3 b
1A: Teacher BB three objects for letters abc. Chn; say the phonic sound for lefter a to z. Children say abc letter names and
names of the pictures several imes & spell the letters of the word writing them with thier fingers on the floor. Then
children draw pictures & write the names beside. Teacher assist, encourage chn; then mark chn's work. (exercies) YYN.

6B: Teacher asks the chn; to say their previous words & says it, while chn; in their groupd waich & listen to the words.
Groups te study it for two mins. Two chn; to spell the words correctly. Chn; write their missing letter activity. Teacher
Hcorrects the exercise on the BB. (exercise). YYY.

ORAL NOUN ACTION

PREP - GRADE 1

16A: Construct a sentence in groups, starting with ‘I lilce rice’. Second child adds on his or her like to the first one, EG; 1

like rice & Taiyo. the last person would come to 5ay a very long sentence. Use a team for demonstration. Have the final %

senience written on the BB. Children to put in commas where necessary, Extend sentecnes by saying 1 like fish because.... |5
... (exercise). YYN.
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TABLE 5.1: THE METHODS (FULL LIST OF LISTENING INCIDENTS)

CATEGORIES, LEVEL Il - FOCUSED CODING, BELIEF SHEETS, AND WORKSHOP DATA

'l‘he teacher's explanation is seen as very important, so that the students have it clear in their minds.

1&' -

i Belief, 1.1: 'In Solomon Islands children learn to write English . . . just by listening . . .. as children must only do what
‘older people told them and nol to answer them back'.

Belief, 13.3: 'Children learn to write whenever they pay mare atiention 1o the teacher while the teacher explain the
esson on the beard'.

Teacher "at workshop comument sheet' (at wes).

t wcs4; 'Student must listen while I explain main character or grammar clearly to be able o write'.

wcsl0: 'No, teacher must invoive children so they free to express themselves'.

t wcsl3: "Yes, to teach basic areas of the topic, to give clear explanations'.

wesl5: 'No, student/teacher's relationship must be close not distant'.

wcsl6: 'Children must listen attentively to teacher's explanation, but teacher/sfudent barriers should be at case to
avoid consciousness'.

Teacher 'not at workshop comment sheet' (not at wes).

Not at wesl: 'Yes, teacher must reason infront of children to their level'.

Not at wesd: 'Not gwwaunga'i them happy If children; interupt in middle of session’.

Not at wes?: 'Try to help those who cannot listen with individual and after'.

Not at wesl4: 'l always act as leader in the class and reason about topic or exercise, children listen’,

WORKSHOP

Teacher 16: (Take for example, if you do singulars and plurals, hemi garem rules ia wea hem save change whatmi
#regard as basic nao ia. Mi, especially save talem this is your listening time, you miss it Irn not explaining or saying
lagain ia, that's where you become a chief ia, bae in bikam sambodi oloketa need fo concentration must be leng dea
nao ia.) - Take for example, if you do singulars and plurals, it has rules that might be change what I regard as only the
ibasics. Especially I can tell this is your listening time, you miss it Im not explaining or saying it again, that's where
iyou becorne a chiefl where they need to focus their concentration on.

‘Teacher 15: (Mi, wat mi tok abaot fo little ones, hao fo fu tisim oloketa hao fo trae fo wrifim sentence or what, hemi qud
oloketa mas save sounds lo letters fo helpem oloketa fo save able fo writemn if wat kaen wod nao oloketa laek fo writem
sei, if mats ocloketa mas save fastaem letters ia) - I talk about the litile ones, how I teach them {o try to write sentence,
ey must lnow their phonic sounds for example word like mat, they must kmow their spunds.

Teacher 10: (Watf mi tinglm long own tinting blong mi especially when you corne across leng teaching, especially
phomic sounds, nao taem mi lcam long sound fo tok abact mi mek sure jumi mas mekerm oloketa children involve
ore rather dan iumi just directim oleketa) - What I thought of espectially when teaching phonic sounds, when talking
about it we must make sure o involve the children more rather than directing them.

SUBSTANTIVE CODES, LEVEL 1 - OPEN CODING, REPORT FILE DATA
KEY: Students writing sample objective fulfiled? (Y=yes, N=no). Student 1: 1st letter, Student 2: Znd letter, Student 3: 3rd letter, of YYY" or 'YYN' or "YNN'.

SR e
SLISTEN TO WRITE
[PREP - GRADE 3
1B: Teacher divides the children into four groups. Children in groups match 'colour/objects' cards. Then each child
completes a prereading matching worksheet exercise after quietly listening to the teacher explaining what to do. (pre-
ireading exercise) YYN.
1C: Children listen and match objects numerically, (maths). YYN.
5A: Children to sit and listen te the teacher then write. (no writing samples).

5B: Children to sit, look and listen to what I say, Then I ask them questions and they answer me, After they do their work.

& (no writing samples).
5C: I always see that the children must be quiet and listen to the teacher who is talldng (no writing samples).
[816B: Group chn; & ask questions that would lead to primary knowledge answers. Make stops 1o question chn; for their
comprehension or understanding of the story (if it is a reading). Set any sori of comprehension exercise based on your
esson. EG answering questions or whatever. Chn; had to complete sentences about the story. (exercise) YYY.

SIORADE4-§
2C: Teacher read the reading storybook to the student Teacher aslc the questions about the story, Teachar ask the
{student to read the story book together. Teacher told the chn to rewrite the story following the story they read as
Siexample. Children write their own story. (continuous prose). YYY.
9B: Teacher explain the lesson, and give example to the class before the lesson. Children worle by themselves in their
lown desks. (exercise) YYY.
#14C: The teacher read the story in reader three pages 7 to 8, while the children listen carefully to the story. The teacher
read the questions and let the children to answer the questions, (reading dictation exercise). YYHN.

SLISTEN TO SHORTEN SENTENCES

HGRADE 4 -6
£513A: Give out pupils baok one to two child sitting in pairs. Explain that we use apostrophes to show tow things: i. that
@isomething belongs lo someone or something eq; the girls' pencil (the pencil belongs 1o the girl)- Remind the chn; that if
Siyou are writing about one girl's pencils, the apostrophe goes after the s. But if you are writing about the plural word that
dces not end in s you put an apostrophe then add an s. Apostrophes are also used to shorten words in eg;isn't (is nef).
8 Children work on exercise in pupils boolc. Teacher mark clildren's work. (exercise). YY N-different exercise.
1144 Explain the actibvity for the children. Give an example for the children to do before they do the activity. Children

jid(exercise). YYN.
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TABLE 5.2: CHARACTERISTIC ONE (FULL LIST OF SKILLS INCIDENTS)

CATEGORIES LEVEL Il - FOCUSED CODING, BELIEF SHEETS AND WORKSHOP DATA

ineteen structured writing lessons -dependence on teachers English textbook maybe- ask at workshop. Time taken for
these type of exercises are 15-30mins, much shorter than the whole text & paragraph level of writing. These sentence
fllevel exercise may have short effect on the abstract thoughts of the learner. :

Bellef 1.4: 'Because we don't speak English reguarly, it is very difficult for us to teach the correct use of Grammar to our
ndents'. -
elief 14.2: 'Children taught proeriy at early age of learning so they contunue to develop good skills in writing’.

'eacher 'not at workshop comment sheet' (not at wcs).
ot at wesl: 'Student need good graruma then other areas of writing easier'.
JNot at wes9: 'Time limitations means we must keep to English text books'.

VORKSHOP

leacher 16: (These ideas of extracting grammar la out, the thing mi lukim hemi no really extendim pikinini ia. Hemi
ort of learning blong hem kasim dea nomoa ia wea tu laekim fo kasim) - These ideas of extracting grammar out I see it
oes not broaden the child's understanding. It is a sort of learning that has limits you want them to get to.

SUBSTANTIVE CODES, LEVEL 1- OPEN CODING, REPORT FILE DATA
KEY: students writing sample objective fulfilled? (Y=yes, N=no). Student 1. 1st letter, Student 2. 2nd letter, Student 3: 3rd letter, of VYY" or "YYN' or "YNN'.

SHSPELLING & PENCIL CONTROL
PREP - GRADE 3
1A: (30mins, Whole/group) To make phonic sounds for letter abe. Draw pictures and write names beside. YY N-no idea.
1B: (30mins, Groupwork) To malch colowrs and objects. YNN
1C: (30mins, Wholeclass) To malch obbjects 1-10 YNN
EGA: (30mins, Individual) To add sum and write it YYN.
68: (15mins, Groupwork) To say the spelling words, spell the spelfing words, and write the spelling activity. YYY
7A: (6Dmins, whole/group) To recognise words and be able to read them. YYN-messy.

3A: (30mins, Wholeclass) To help te familiarise them with simple sentences which are often used Y'Y H-mixes verbs
38: (30mins, Wholeclass) To be able to talk with confidence in front of the other children. To be able lo recognise words. YYY
3C: (30mins, Wholeclass) To be able lo make simple sentences {fill in verbs) To help improve their writing skills YYY

- (15mins, Wholeclass) To read senlences, wite the senfences, and aiso to draw the picire. YY N-sentences incomplele
15A: (60mins Groupwork) To look at the pictures, so he or she can wiite sentence aboul the picture YYY
16A: (30mins Groupwork) To listen and follow instiuctions in constiucling sentences YY N-cannol puncluate

GRADE 4- 6
98: (30mins W) To wrile and make up good punctuation for their sentences. YYY
12G: {15mins W) To be able Lo wnle sentences and be able lo correct speflings. Y N-no idea

BrUNCTUATION

EGRADE 4- 6
13A: (15mins | } To shorien sentences by using apostrophes comectly. YY N-diflerent exercise
14A" (30mins W) To use apostrophes to show that thing belongs to YY N-guessing use




TABLE 5.2: CHARACTERISTIC ONE (FULL LIST OF COMPRERENSION INCIDENTS)

CATEGORIES LEVEL Il - FOCUSED CODING, BELIEF SHEETS AND WORKSHOP DATA

OMPREHENSION

il

SUBSTANTIVE CCDES, LEVEL 1 - OPEN CODING, REPORT FILE DATA
KEY: studenis widng sample objectve fudfitled? (Y=yes, N=no}. Shident t; 15t letter, Student 2: 2nd {etter, Student 3: 3rd latter, of VYY" 0r "YYN' o YHN',

OMF’REEN!ON UESTIONS

REP - GRADE 3
6B: {15mins G) To lislen and speak o parficipate with class discussions to molivate thelr understanding YYN

RADE 4-6

2A: {15mins W) To read and understand the poemn, AND o wiite be corect answers. YYN
3G {30mins W) To understand the background to the story and meaning of he new words YYY
4G: (30mins W) To testhow well te children can listen AND comprehend YY M-no comprehension

[44




TABLE 5.2: CHARACTERISTIC ONE (FULL LIST OF FREE WRITING INCIDENTS)

CATEGORIES LEVEL Il - FOGUSED CODING, BELIEF SHEETS AND WORKSHOP DATA

e T
FREE-WRITING
There are ten whale text level lessons. Time taken for these lessons are 30mins each with one taking an hour. The writing
sarmples show the child putting slkills into action in their stories and reports. Understanding before writing-

Baliel 9.1: 'my class learn to write by get fhem involved themself in the role play’.

'Teacher ‘at workshop comment sheet' (at wes).

At wesd: 'Incidantal best - children learn to spell efc, verbs and nouns ased at somettimes'.

At waslO: 'Incidental best - children recognise context of grammar, and punctuations'.

At wcs13d: ‘Incidental best for punctuation and sentence corstruction - build word indentification’.

At woskd: ‘Incidental best - can use story for punctuation and grammar from story’.

Rt weslé: ‘Incidental best - children anderstood parts of language nsage. Isolated gramma parts confuse teachers and

Teahcer 'not at workshop comment sheet' (notat ‘wcs).

Not at wesd: "Puntuation etc, learnt incidentally best - as children write about own expetience’,
Not at wosh: "Yes writing stories best, it involves them more'.

Not at wesT: "Yes stories - chiidren can elaborate on what they know'.

Not at wesld: 'Incidentally best - as they write sentences in own stories',

WORKSHOP

Teacherl$: ([ see English as a whole. You take a story out of the story. Iu can base whatever lu laek fo dulm waitim hae
kem sort of more open to the children ia to learn ia, bilkos staka pikinind no save wat nao 'verb’, wat nac ‘nouns’ia_ Iflu
tisim separate clsem bae oloketa confuse whereas if 1u tekem:siorl an sei, lelﬁs find our verbs in here clsem, as ix duim
ail along bae hem helpem oloketa). From the story, and talking about it, you ‘€an base whatever youn want the children to
do on it, as it's easier for the children fe learn from, [because] many children don‘t know what is a verb, or what nouns
share. I{ you teach such things in isolation the children will be confused, whereas if youn fake the story and say "let's find

SUBSTANTIVE CODES, LEVEL 1 - OPEN CODING, REPORT FILE DATA
KEY: skidenls writing sample objective fulfilled? (Y=yes, N=nc}. Student 1: 15t letter, Shudent 2: 2nd feller, Student 3: Jed leler, of YYY' ar YY" of YN

9A: (30mins Groupwork} To understand ihe sequence of the story from e rolaplay, YYY-but short sentences.
158: [30rmins Groupwork) To see how well they fislen and understand the story, o make their own stories YYY

GRADE 4 -6

90 (30mins Wholectass} To think about the story they read and know how bo wiite their own story Y'Y Y-tacks grammer
128: {60mins Wholeclass) To be sble to wiite 2 complete story YY Y-butlacks grammarspelling

138, (30mins Individual) To weile sentences about each pichre about what Kila &id last Saturday morming YYY

148; (30mins Wholaclass) To wrife a slory about a sel of sequence pictures YY N-fow belwean sentences.

NEWS REPORT

PREP - GRADE 3

7B: (3kmins Wholeclass) To join senlences or seguencing of sentences. YYY-but lacks punchation

7C: {30mins Whaleclass) To see if children can leam everywhere YYY.

15C: (30mins Groupwork) To see how well he of she can remember what they did on e weekend. YYY-but messy.
16C: (15mins Whelecless) To wrile as much as they could wilhin tie e allocated YYN-canl wite on own fopic.




TABLE 5.3: CHARACTEERISTIC TWO (FULL LIST OF PARTICIPATING INCIDENTS)

CATEGORIES LEVEL !l - FOCUSED CODING, BELIEF SHEETS AND WORKSHOP DATA

ORI o

elief 3.4: 1 believe that the childres learn more gnickly when in pairs or small groups hecaunse everybody will
articipate and help each other’.

elief 8.3: 'Chn learn to write by gronp work where the children can discess the problem they face in writing'.
elief 7.I: 'Children learn to write by help from teachers and other children'.

SUBSTANTIVE COBES, LEVEL € - OPEN CQ?ING, REPORT FLE DﬁTA
KEY: Students wiking sample objectve fufified? {Y=yes, N=no} Shudert 1:1stietler, Shudent - 2t letler, Shugnt 3: Jed lettar, of YY" o YYN or YRR

EA: R whole class activity which involved all the children in the class

1 C:This i3 a whole class activity,

3R:This is 8 whole class lesson, Teacher will select seme children to do the role play while others say the sentences,
3B:The whole class to sit on the floor. 3G:The whole class to sit on the floor in front of the classroom.

$B:5if in front, a child stand and say what she or he eats then write and draw in a book.

6C:organised injo a whole class because the activity need three behavioural objectives and they need to share, discuss

3B:this raethed is a whole activity where it including the whole clasa with children or te worl individually.
9C:wholeclass activity where children come togetherin fron:t and kit at the front of the teachers tahble,
12A:wholaclasy with the teacher centered in the lesson taught.

12B:whole class and teacher centred.

12C: the stndents are in wholeclass becaunse I thought it suitad well the lesson content.

13C:This is a wholeclass activity.

144 Wholeclass teaching. The children sit at their desks and given text bocks for therm to nse.

L4B: whole ¢lass,

GROYP WORIC

B: divide the children into groups of eight children, four groups altogether.

5A: we usually sit together as a group on the flooy thenr afier the children will go to their own tables,

58: They sit as a group on the fleor while liistening to the story. After they sit around the tables.

5C: we together as a wholeclass and let the children fell the class what they did on the weekend then divtded [nfo groaps,
5A: groupworls; 1 have four groups. They ait b a circle and, covnt ten silcks and bundles.
SC: sit In groups on the dedks,
§8: The children are erganised into groups and at the end of the lesson they are to work individually on own activities.

#A: wholeclass, and groupwork.

6A: in groups randomly so that everyene would get a chance to construci a sentence.

6B: wholaclass or qronpwork, but preferred group work.

A: we use the wholeclass and student make role play in their group.

NDIVIDUAL/PRAIRWORK

REP - GRADE 3
A: I organised the students individuaily. The students are to work individually and not as a whole class.

3A: The children work in pairs and discussed together.
3B: The composiiion pictures are shared among the two people and then discussed fogether about it before thay write
tory about it.




TABLE 5.3: CHARACTERISTIC TWO (FULL LIST OF CLARIFYING INCIDENTS)

CATEGORIES LEVEL )1 - FOCUSED CODING, BELIEF SHEET‘S AND WORKSHOP DATA

LB e e AR e b St et S

= 7
LARIFYING

Many teachers use Piin to recycle English langaage, otherwise the childrenr would not understand the writing task.
The use of Pijin maybe confusing word order in their written English.

Beliel 3.2: “Teachers néed fo give proper guide about graamar and vocabulary becanse Pifin is a mixture of
English. As a result childrer often found it difficult (to learn English). Also parents never help them in this.”.
Belief 1.3: "There's no encouragement from parents, because the National exam for secondary schools is a written
exam and no speaking is needed,”

Bellef 7.2: "Pljin makes difficulties for writing English, but teachers helps children o work at their best".

Teacher ‘at workshop comment sheet' (af wes)

At wcs4: "Pilin is common language to communicate, not everyone speak the same language”.

At wesld: "Pijin to understand explanation of activities".

it wesl3: "Pijin to understand lesson and for children to communicate with each other”.

Bi woslh: "Pifin to explain clearly, so children can do their work easily™.

At wesl0: "Pifin for anderstanding instroctions - Bul more English nsed more understanding galned, no need for
Pijin". ,
[Teacher 'not at workshop comment sheet' (not at wcs)

Not at wesl: "Pijin and English word order different and confuses children (n writing”.

Not at wesd: "Children in Pijin, Teacher in English, and repeat children's words in English and use Pijin if student
can't understand.

Not at wes5: "Pljin only way to communicate, so children can understand".Not at wes7: "Difficult to speak in
English at home, because parents only knows language and Pijin, so we mus¥use Pijin".

Not at wesd: "Pijfin for nnderstanding of difficult words and phrases in English and to perform the talk properly”.
Not at wesld: “Pijin for understanding especially for lower grades”™,

WORKSHOP

Teacher 16: (If fu allow the child to faik in pijin lack mi mentionim earlier, alot of children write how they speak ia.
ButI don't see any reason why we should use pijin in teaching because I believe in using language it'self bae hem
ave helpern pikinini kamap guick taem an garem lelebet standard long English language) - If you allow the child

o falk in pijin as I mantion earlier, alot of children write how they spealk. ButI don't see any reason why we should
luse pijin in teaching becanse 1 believe in using language it'self it will help hotr they speak.

Teacher 4: {Saed lo hia lo taow, samfalla pikinini ro speak lo language ia, oloketa usually pijin 5o hemi gnd fo
xample, if iumi readim stori lo English iumi mas relatim go long pijin fo oloketa understandim wai nao stori
abaot. So fo English and Pijin go togeta hemi sifll educatim pikinini. Hemi noraca mi tingim ia, need blong Pijin) -
n our town, some children don't speak their native language, they only age pliin 50 for us fo read story in English,
we must relate it in Pijin 5o that they conld understand whaft the story is aboat. English and Pifin taught together
till educate the children.

'eacher 16: (Ating understanding nac wat bae mi ting raonim ta. First the understanding because if you are
eaching anything then iu barava lackem idea ia fo go into the child's understanding, yon have to use the language
that hem barava fitin well waitim. Samtaem iu frae fo usim English clowe bae lu luldm samfalla stt daon rao, no
ave wat nao fo really duim uniil fu lelebet whisper lo hem oh-0-0 or unless iu mekem Eaglish blong iu simple as
much as possibie {a, usiin ensy language) - I think understanding Is what we must think of. First the enderstanding
because if you are teaching anything them you really want that idea to go info the child's mind, you have to use the
language that he reatly knows. Sometimes we try to use English all the ime some children sit down and don't
know what fo do nntill you whisper to them or you speak in very simple or use an easy language.
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TABLE 5.3: CHARACTERISTIC TWO (FULL LIST OF CLARIFYING INCIDENTS)

SUBSTAMTIVE CODES, LEVEL 1 - OPEN CODING, REPGRT FILE DATA
KEY: Students wiiting sample objective fulfiled? {Y=yes, N=no). Student 1:1stletier. Student 2: 2nd lefter, Studenl 3. Jrdietier, of VYY" or YYI' or 'YNN'

RECYCLE SIMPLE ENGLIEH IN PIJIN

1A: most children can't understand Englsih so [ have to feach Pijin then explain in simple English words.

1B: In Pijis & simple English language. .
1C: Solomon Piiin and simple English because some chldren can't understand Englsih. It is their third or fourth

©B: Solomon Pijin & English,  6C: English & Pifin.
TA: Pijin & English. 7B: English & Pi}in. 7C: Pijin.
13A: 1 talk to them in English and for some whoe did not understand. I have to say it again in Solomon Pijin.
15B: I gxplain it ix English first & if some still don't understand T have to say it again ir Soloren Pijin s that they can get
he idea of what | am trying to teach them.
15C: English and in Solomon Pijin for those who don't understand.
3A: Pijin because everybody in the class understand if. ’
B: Pijin because everybody understand it
3C: Pijin because it is the language everyone can speak & understand.

9i: Solomion Pijin because it is easy {o communicate,

B: Solomon Pijin becaunse it is easy to understand by the children, also Englsih.
9C: Solomon Pijin. We use this language for explaining the lesson so that the stadent will understand well the lesson
before doing it. .

2R: Sclomon Pifin & English larguage, but most part of the lesson was emphasis more in Pifin, so that i bring more
understanding.

28: Eclomor Pijin & English langnage. Most explanation were done in English, but emphasis and repetition work in
Pi}jin. This is fo give a clear undersianding to the pupils. Mo other mother fongue language was used because not
everyone In the class comes from the particular mother tongue place.

2c: What language used? -is Solomon Pijir and English language, because this is the only two langnagwe that is widely

sed in the school and are also spoken datly from all students. Overall this is the common language.

3A; English & Pijin. 13B: English & Pijin. 13C: Engifsh & Pijin.

4X: Language nsad when explaining the activi(y before the children do it is it in English & Pifin.

4B: first I explain it in English, & then after | explain tt again in Pijin so they understand.

'EACH IN ENGLISH ONLY

4dPREP - GRADE 3}
J16K: As much as possible we tries {o use Englsih terms, unless any words haven't gol an Englsib term for it. Otherwise
Huone at all.

6B: Again depends on the subject.

6C: Maybe words children unable fo spell or remember their proper terms would use Pifin spellings.

4C: Engisih: the story to be read in Englsth and the children to answer it in English by writing if in fheir exercise books.
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TABLE 5.3; CHARACTERISTIC TWO (FULL LIST OF FLUENCY INCIDENTS)

CATEGORIES LEVEL 1} - #OCUSED CODING, BELIEF SHEETS AND WORKSHOP DATA

the weil5: "Yed - to speak and pracitise speaking English in classroom”,
the weslf: "No iraining « YES if a specialist native English teacher- practise- use boaks to support with corract

Teacher 'not at workshop cormument sheet; (Not al wes).
ot at wgsl: "Yes - Important ta be finent to teach correct use™.
Hot at wes3: "Our main area of difficalty - i discourage us - and affeets children and grammar™.
ot at wes5: "We nead more books to read to know how to speak grammar”.
ot at wos7: "Yes we get confused when correcting children's work, nead extra books with explanation”,
aNot at wes9: "Yes, everytime, we need further tralning in English ifI want students to ba fluent so must 1. This is
major problem®.
Not at wesld: "This 15 the most important area for Solomon Islands teachers, we use Pijin while teaching but we
eed Englisk grammar tralning”.

sacher 16: ( I taml laei luk at the majority of S5olomon Islands teackers ia, I think inmi everl wan kam under
an kaen {raining College. IMs training fumi go through hem diskaen general fraining romoa la, iumi no
ispecialise long wan subject but still we can teach English. I den't really believe in gotrg for further oy speciat
Jtraining for teaching English. So if iumi luk ahead an really ting heavi long usim disfalla langus ia, you know if
you want fo be lelebet master io disfaila area fa, you praciisim nomoa) - If we look at the majority of Soiomoen
dlslands teachers, I think we ali came wnder one type of training at ¢olizge. This trajining is a sornt of General in
flerent subject areas, we are not specilised in any subject but we siill can teach Enghish, Ifwe look ahead and
eally think of this language and you want to master it, you roust do alef of pracilse.

Taacher 13; (Cpinlon blong mi nao is fo iumi laek fo learn ﬁnglisil Gramma‘f;" fand tu have to iry our best to be
uent in Englisk. Turnita ating iami trae fo mekem English lo college ia to be compnisory hem tu wan so dat mi
ave to be confiden! more in learning dat langus mas be compulsory fo everibodt 1a} - My opinion is for us to learn

siEnglish Grammar, we have to try onr best to be fluent in English and try to make # compulsory at the cellege so
hat everyone must have confidence when speaking it.

STeacher 15: (Hem semsern waitim tufalla ta, hem gud dat iami mas practise as often as inmi trae no shty long
Efsamwan bae mek fun lo iumi or iumd mas preten an toktok nac long her an o fraet moa) - [1's ithe same with
githose two, we mus! practise as often as we eauld and try not to be shy aven il they tease us, we must prefend (o talk §

and not to be afrald.

eacher 4: (Hem gud fo inmi learnmore abaot English ia, bul not grammar nomoa, bikos hem no coverem whele
art long English {a, hem lelebed part nomea. So hem better fo fumi 1y mas sholm lo life blong fumi hao fo 1stm
nglish baek lo hom an lo classroom. Fo us tisas mas npgradim oloketa tisax fo learnim more English long
ollege) - it's good for us to learn more about English, but not only grammar because it only covers part of it hut
nglish as a whole, We must show it In our lives and use it at home and in classrogras. For teachers we need
pgrading courses te help as understand more about English in the college,

I
5

Teacher 10: (Fingting blong mi, hem luk laek most of(he teachers, theyknow how to speak, oloketa save the
rarmars but fear or shy of speaking it heam nao hem problem but fo lumt trae fo stedents blong iumt mas
ncouragim long school fo practise rore. Sfaka practise iv save findim aot lo sam wel oloketa save speakim well

i, suppose wanfalla whiteman 10k might iu herem hemi speakem well but suppose between {u tufzlla nomoa.
ikos hem might garem fear nare wan might critisizim hem or samting oisem) - | think it looks like most teachers
know how to speak, they know their grammars bat due to fear and shyness of apeaking is the problem but we
ast encourage our students to do more practise. Some of them can speak 1t while speaking with whiterman but
ith two of you, they might have fear of being critisized,

zCo-ordinator: The cther opinion I hold {o sum up is that, I believein what 4 has said looking al what you 16 has

entioned earlier foday 18 very true ke children need to be tanght with the basics, we can easily link other %
mponenis of Englsh which are taught in schools. With teachers, | agrae with the fact that they have pkroblems [
English as well. (everybody laughed) You are langhing because it"s true about us. What I se¢ is that training [
needed apart from that, Onre re-enforcement encourage teachers to use it as much as possible yeah, but when _i
e talk about becatisa remember what they teach is sorqathing that will stuck for itfetime ln children. Ifthey try |55
much as possible to feach it out they teach the wrong things to the children yes, 1 agreed with the fact that with *"j'
hose guidance in fhe teacher's books, those hooks are the ones teachars rely on. So what I suggest is that to do B

EEE

ith the training of teachers like the skiils that need to be develop with listening, speaking and writing, teachers
eed to have a good basic training on these areas actually teaching to the children too. 501 agree with apart from

grannars where Ii's just one component of English. But teachers need to have fraining and this will kelp them to
ach the correct message across to the children. This is one area I've seen after the digcussion.

TR

SUBSTANTIVE CODES, LEVEL 1 - OPEN CODING, REPORT FILE DATA
KEY: Students writing sample objective fulfiled? {¥=yes, N=ro). Student 1:1st telter, Student 2: nd letter, Student 3: 3rd tetler, of VYY" or "YYI' of 'YNN.

ELIEF 1.4, We have littie knowledge of English Grammar during ounr teacher's training at college it iz difficalt for ns

teach correct use of Grammars. Solomon Island teachers needs good training of English Grammars.




TABLE 5.3: CHARACTERISTIC TWO (FULL LIST OF STIMULATING INCIDENTS)

CATEGORIES LEVEL )§ - FOCUSED CODING, BELIEF SHEETS AND WORKSHOP DATA

esources are very limited and therefore seme fopics are not taught. Local materialz can be unsuitable to the
oncept.

OIBeleif 1.2: "Teachers usually skip over lessons when there are no resources fo help us teach the concept'.

eacher 'at workshop comment sheet’ (At wes).

t wesd: "Use local material, make own, draw pictores, Use traditional way of collecting water in bambooa™,

t wesl0: "IMake own picture hook, use local materials; and environment discussions. Use traditional weaving".
t wesl3: "Tse pexson to create discussion - aorning talk. Demonstrate use of bush wise, for children to write
about".

t wee iS: "Talk ahout ourselves, morning talks, stories, Use fraditional fishing”,

t wes16: “Use yourself to create discussion, morning talks. Do more in traditional styles™.

A Teacher 'not at workshop comment sheet' (Not at wes).

ot at wosk: “Lecal materials - but different from concept impessible to teach children new topics”.
ot at wesd: "Local materials, empty carions, comprter paper, magazines papers”,

ot at wosd: “"Need resources, children can uge and see individually”.

ot at wesT: "Use bush materiala (bamboo, rope) - hox from siores - cheap”.

ot at wesd: "Take children outside to raake observations of traffic say - write about it".

ot at wesl4: "Yes cheap resonrces axound hui we don't Know how to use materials to suit the topic”.

OHKSHOP

eacher 16: For example, | use myself, you use the person to do discassion, yeak! talk about if then, they can come
p with all sort op stories,

eacher 4: (Mi long ting-ting blong rni, ftirmd need fo mekem own ones blong iumi, from pictures den oloketa
ekem sentences out of whaf inmi dram) - For myself, I think we need to make ounr awn frorm pictures. Then the

children {can] make sentences out of what we draw. *‘{.

cacher 10: (Watmi tingim lo hia is, get them, example like morning talk, ia, in save fo mekem kam op stori of
watihey have in the morming, by talem wat nao oloketa duim) - What{ think ahout itis, to get them. . .for example
as a marning taltk, they make up a siory about what they have done that morning, so telling what itis they have
[done [or are abont to doj.

jTeacher 16: (Weaving laek bife ivrnd no ueita temas sancepan iz hem ham yesterday ia. Stones an bamboo oloketa
ia nao oloketas usim bifo, they are not expensive you just get them and use them. Plusif iu go lo bush, no aeed fo
arem potf, they are thers, You just collect thern and use them. Resource blong in naoc ia, nataral resources) - in
jthe old lifestyle we didn't use [metal] saucepans, these were introduced only lately, We nsed o use stones and
bamboos to do our cocking in and they are not expensive [ie need no money], you only need fo collect them and ase
Jthemn. Plus, when you are oufin the bush there is no aced to carry a pot, they are already there. You just collact and
nse them - cur very own nataral regotrces.

SUBSTANTIVE CODES, LEVEL - OPEN CODHIG, REPORT FILE DATA
KEY: Students writng sample objective fulfied? (Y=yes, Nona). Shudert 1:1 letler, Student 2: 2nd letter. Student 3: 3rd letier, of YYY* or VYN or YNIY.

BLACKBOARD/HANDS-ON
REP - GRADE 3
&: BlackBoard, alphahetical letters chart 1 B: plcture/colour matching cards. 1C: counting chart, objacts, BlackBoard,

A: Flashcards, cornb. 3B: Big book. 3C: BlackBoard, hocks,
SE: colour pencll, water colour.  15B: colours & paper. 15C: papers & pencils.
A: sticle, rabber band.  5B: boolk, pencils. 5G:mnene.

A: teachers manual hoek, BlackBoard, real materials, eg; midribs, stone.
B: Teachers nete for Englsth, BB, flashcards, charter spelling words.
C: Teachers note hook for reading, charter of reading sentences, BlackBoard, flashcards.

A: reading books, flashcards, Blackboard. 1B: BlackBoard.  7C: Papers.
6R: none. L16B: it depends on what suhject you are te teach.  16C:none.

CONIC AND ABSTRACT

RADE 4-§
: BlackBoard, story. 2B: teachers note for English, pupils book, chalkboard. 9C: reading book.
2A: BlackBoard. 12B: picrture chart, Blackboard,  12C: BlackBoard & myself.

3&: Teachers notes for English Pacific Serles pupils Englsih Bk.1.
3B: a serles of pictare in thelr exercise books.
3C:reader 1, using Englsih pupils book 1.

4A: children's English boolc two. 14B: a charl with sequence pictures. 14C: reader three.




TABLE 5.4: CHARACTERISTIC THREE (FULL LIST OF INVOLVEMENT INCIDENTS)

CATEGORIES LEVEL 11 - FOCUSED CODING, BELIEF SHEETS AND WORKSHOP DATA

INVOLVEMENT
Teachers try o Involve all students in the activity prier te writing, to enahble wﬂﬁh\q But even so, below ave;
students find difficulty in parficipating, or writing tater on, because they de not want fo make any errors. Teuchers
sce pictures as a recessary ltem for maldng concepts explicit.

Bellef 13,2 "Dramatizing pictures of story fogether . . . gets more ideas of how to write a good and sensible
sentence about the story'.

Belief 14.1: "Student involvement in practical activities before writing to catch interest'.

Bellef 9.2: 'The children learn fo wrile by usieq the story which they involve themselves in it. When they write the
story they share idea and discuss’.

Beilef 9.4: 'Children learn how to write by iookdng at the picture of dfferent cuiture rom each children they stay
#ltogether in {he class learning from the picture writing is more effective’.

'!‘eacher ‘at workshop cormmment sheet' (a# wes).

At wce4: "Ability groups - bright ones to help {liem. The teacher's role to educate parents to aide children in
speaking English by maldng heoks.”

At wesl: "Pralse and gulde - don't neglect,and use bright leaders, Make English compulsory at schosls, and help
iparents to encourage children”. :

At wesl s " Gronp work 1o involve children and give the slow learmers pralse. Also make English compulsory at
schools, and help parents 1o encourage children.”

| Zit wesl5: "Praise, use gmupwork and don't label groups. Discowrage children teasing children, who speak In
English.”

At wea 16: “Praise ,and shared group activities, with lofs of Involverment. Alse explain 1o parents that you can't
corpmunicate if you can't speak in English,

Teacher 'not at workshop comment sheet’ (not af wes).
2{Notat wesl: "Encourage children to write way they think. Yes - but parents don’t kmow Engl.‘ish IMust orcourage
parents” Nof ai wes3: "Play leiter games and enconrage discussions, Even our grandparents learnt only to wrile

y English not speak it”,

Not at weaS: “Blackboard spelling, Mixed abllity groups. Slow learners can talk well but can't write sentences”.

Not at wesT: "Wixed ahlility groaps. Trae parents helieve children, onty need to read and write English™.

Not at wes3: "Extra remedial classes - more homeworlk. Children are rot supported in speaking Engiish by parents
-faﬂ exars®,

;;. Not at wesk4: "Remaedial classes - more homework, To understand English, we rnns! spealt it to wrlle i1 properly.
Spea.ldng comas first”.

e

5 'WORKSHOP

'Teacher 16: (lurnd mas prasim oloketa nomata olokata mek mistek) - Wa must praise {he children even when they
rmalke mistakeas.

#]Teacher 13: (Tingting blong md, fo slow learners baa iural no trae fo neglectim oleketa trae putim oleketa lo grup
#avraitern student wea oloketa garemn gud tingteg rather than  iwvim coloketa seleva). « I thind for the slower
tearners we must not neglect them but try to put them into groups with bright stadents and don't leave them alone.

Teacher [0: (Wi helpem oloketa along, gigim praise wod, and kontalu fo gaedem oleketa along an tu can get sam
other past learners get them along fo assist, supervise}. - I help them along, glve pralse and continue to quide thern
and you can get sorne other past learners to assist and supervise thermn.

Teacher 4: (Fo mi, lurni save putint olokets lo grup bata no talemn lenyg oloketa nao slow learners 1a, no talsm
olokeat if glaem bae olekets embarrass an no enkares o learn  nao ia), For me I put thein into gqroups it I don'’t
tell themn that they are the slow learners, if they know they will be embarrass and are not ercourage to learn..

Teacher 2; (Inorderfo oloketa no garem shy, iurnl mas stat nae, ernphasize disfalla English speaking long hom an
long class. Hemi tru dat most long tumi lisas iumi no usira English in class la, lami no speakim but tumni faek fo
wraet long English) - Inorder for us not to shy, we must start now to emphasize English speaking at horne and in
class. Itisirue that most of us teachers don't use English in class but we want ta write it.

Teacher 16: (To be honest, wan taem wanfailla pikinind o koleale schoel, this was 1 or 4 years ago, md stay aotsaed
long schoel bleng mifalla den mi go ahead fo stori waitern sambodi but hem no Solomon Islander but herd dark
skin. So fust bilcos hern harem mitufalla speakim English, hem go pas nao an hem sei, samfalia white man lelebet.
i turn araon an sei, wat kaen student ia, wat kaen langus nae ia asim long class? So if mi no garem confidence
fo tok olsem lo plidniniia bae, bae mi feel no gqud nao ja bikos I'arn heen told off for using another langnage. An
herni insaet cultare blong lumi n2o. But ket very hard fo fumi fu fo educatim parents} - To be honest enough,
there was a ime a child from Kolowle school this was 3 or 4 years ago, I stood outside our school and fo1d story with
somelrody which was not a Solomon Islander but had dark skin. As the child passed by and heard us spoke in
Englich ke said, so you are frying to he a whiteman. 1 turmed around and said, what student are you? what
anguage do you use in class? [ have confidence fo tafk to that child or [ will feel bad becanse I'amn been told off for
ustng another language. It has been inside our culture and it's very hard to educate the parents. They see the
imporfance of passing the Solomom Islands Secondary Entrance exam which is written in English but they do not
sapport the use of English at home. One of the things is we must make thermn aware of the fact that even the child
{that use English at home is part of learning and should encodrage them not to tease.

Teacher 2:(Since thatjural garem commaunity support program for schools nao, I think that's the best place to
make awareness {o all the parents. Hold workshops for parents and educate them about Engish} - Since we have
the community support program for schools, I think that's the best plage to malte awareness to afl the parents.
Hold worksheps for parents and aducate them about English,

5



TABLE 5.4: CHARACTERISTIC THREE (FULL LIST OF INVOLVEMENT INCIDENTS)

SUBSTANTIVE CODES, LEVEL 1- OPEN CODING, REPORT FILE DATA
KEY: Students writing sample fulfilled? (Y=yes, N=no)., Student 1: 1st letter, Student X 2nd ketter, Studant 3: 3rd latter, of YYY' or YYN' or "YNN'

LAYING MOTIVATES

REF - GRADE 3
A3N: (senfences from roleplay) I beliave that when students involve themselves in ant activity they quickly grasped the ideas.
JAlso they'll enjoyed the lessan BUT some of these students are very slow writers. Others are brought ap from families which
arental sepport it never have been applied. 5o their knowledges on things done in class is not up to the standard, YYN.
6A: (puncuate sentences) Through experience in the number of years | have taught, I've found oat that children understand
language better by playing around to have fan with it. ie; using it orally, without restrictions with mistakes they make.
eaching them sentence patterns helps orally and laier on in written exercises. & game format is & lot off fun, hecanse
children fake it as another play tirne, therefore they are willing or enthusiastic i participating, Butsenses, if itig a sentence
o do with the tenses, buf not a major problem. Plurals, the same as fenses. Vocabularies, spellings, which we children and
acher du general corrections,; so as not to embarrass children with mistakes, YYN.

AILY WRITING

REP - GRADE 3

C: (news report) To encourage children to write more. To see if children can write by themselves or and for themselves. BUT

¢ problem children o write what they see outside, YYN.

6C: {(journal} Children are always pleased to express themselves in writing despiie the mistakes they make in parts of the
peech. THey enjoy free writing and as long &s they know what to do they would wiiie yoa pages of seniences BU'T chiidren who
re so worried alout spelling wounld not write much. YYN.

PRIOR KNOWLEDGE

REP - GREDE 3
C: (maths) Childran ¢an easily identify the same npumber of chjects in a picture when they see pictures drawn. As they do

ore practice by repeating what they learn, it helps them to anderstand that concept more into their raind, BUT some children
tifl mixed ap with exercise as matching zo they don't draw ont the exact number of ohjects for some pictnres. YHH.
K: (story) Children to discover answers for themselves, Train their memories, BUT we have no problem. YYY
B: (news rapart) Children learn about themselves. Childrea fo think more. BUT while writing children only find difficulties
with spelling of words. YYY

[CTURES ECTIVATE KNOWLEDGE

PREP - GRADE 3
314: (abc) Ks the children look at the pictures it helps them té grasp the roncept that the picture has a particular sonad thai
begine with letter A,B, or C aud the word is its name. It is easy for the children to identify picture that associates with the
isound Buf children managed to identify pictares and sounds, but when writing a few slower ones can't write the words. THey
=1l need more practice on writing. Quite a few write letters in the apposite direction YYN.

1B: ( pre-reading} As the children manipulates with the colonred cards, it kelps them get the idea info their mind where as
when you just talk, they won't understand. But this exercise is very sirmple and the children have no problem when doingit,
that concept more into their mind. TNN,
13C: (verh sentences) I decided fo use blackboard exercise for method C, hecanse I want everybedy to participate when going
through the ds and the tences. Klso by looking at the pictures it will help the children to find ont the correct verhs But

nry few students cannot recognised the verbs even pictures are drawn to help them. Some are very slow writers. YYY.

148: (story) Individual teaching. This method is used when working with a child on a one to one basis. This method iz used
well because most of the children have leatning difficulties or have a different level of working and learning But the problem
of when nsing this method is that it needs a lot of preparation, It takes a Jot of timne for fthe teacher to see the whole class YYN.

13K (seatences) I believe thatifI letthe children look at the picture they'll find it easier to write the seatence Bat some
childrea have probiem in English they have to sil down and wondered unless the teacher explains it slowly for themsealves
(before they do it YYY.

N
[




TABLE 5.4: CHARACTERISTIC THREE (FULL LIST OF INTERACTING I-NCIDENTS)

CATEGORIES LEVEL 11 - FOCUSED CODING, BELIEF SHEETS AND WORKSHOP DATA

NTERACTING
erhaps these discussions are like the traditional style of discussion 'fa‘ama‘anata'anga’ [to sltape the child's

Ttnd ] Ask at workshop if this {s true or not.

lief 13.1: *1 belleve that the children in my class learn 1o write by getting involved in groupwork and discussed
bout the activity.

Teacher "al wgrkshbp comnmaeni sheet' (at wes),

At wesd: “Children should be moulded at early stages to continue next class”.

54 wesld: "Teacher has aims In order to maintain studenis work performance”.

At wesl3: "Shape mind to bring confidence when they come to next level”.
weel® “Shape mind, I really want to know whether the child is learning fo go on to rext class™.
wesl§: "Shape mind"- imporiant for child and 1o be done continuously”.

'‘eacher 'not at workehop comment sheet' (not wes).
Not at wesl: "Yes, Solomon children learmn by reasoning round fopic tn Pifin te clarify writing talk, when English

NORKSHOP

Coordinator: (Fa'amata‘anga hemi wea vimd trae a8 much as possihle this Interalationship waitim chiidzren bikos
¢ want tham as rauch as possible as close as possible forlearnim warem nao wimi laek la, i6 for shapem ap
maing hlong oloketa wea faem oloketa grow up oloketa mas save long culture. That s refering to custom but in this
ase, lumi refar to learning language) - Fa’amata‘anga ts where we try as much as possible to develop thie inter-
relationship with the children because we want to shape np th#ir mind so that vi?hen they grow up, they must know
heir enliere. This is refering fo castom bat in this case we refer to learning language.

cacher 2: (Mitekem pre-glass bae mi traem hest fo inekem oloketa save wraet gud ia, rai putim feundation la an

at’s my inferest so cloketa mas save hao fo wraet or hao fo read bifo eloketa move long next class. If iumi no
garer vision fo class blong inmi ia to fulfl la dat mi tu bae hapi an parents tu bae hapi an semtaem bae pikinini

1 bae hapi. Hami very important fo fumi shaplm oloketa pikinini wea iumi tistm bifo sloksta move on to the next
ciass) - I take pre-class and | tried my best to help them write properly - I'm laying the foundation and it's my
interest to sea they know how to write and read before moving or to the next class. We need a vision for our class

o fulill 50 that both we and the parents will be happy, and at the same time too the children wilt be happy. Itis

ery iinporiant for us to shape our children's mind as wateacli them, before they move on o the next class.

'eacher 16: (Yes, yes tisa mas garem datwan) - Yes, yes teachers must have tha! one,
Ca-ordinator: Apart from what [ shared today and see that we have it.

verybody: Yeah, yeah.
Co-ordinator: Is it trua?

eacher 16: {Oh yes, taem in mitim parenis blong hem bae fu sei, oh yes, there's a big improvement an mt win. If
wmi garem strong tingting dat fumi meanim teaching really laek fo shapim up pikinini to be what should be,
em go waltem diswan romoa ta. Samiaem fu save tekera own pikinini blong iu, mi save go dat far, mi save
ekem hem an sei, my child, diswan ia should go olsem la. Hem iek taem fo espacially olokela wea aot of control
wan fo in moldim oloketa otharwise hem worth white dotng it taj - When yon meet the parents yon will say, "Oh
there's a big improvement and f won™, 1f we really have a mind to teach properly, and really want to shape
p oar children to be what they should be, it doss require this. Sametimes you take your own child - I go so far
ysali -1 take him and say, my child, this is how you should go. It {akes time, especially with the ones that are
ut of control « the one(s) you really wish to mould - and it's very worth while [ie satisfying] doing it.
{(Everybody laugh in agreement),

@aacher 13: (Not enly dat wan but luk insaet suppose lnmi shape‘in gud oloketa pikinini bae {umi Iuk save dat
rogression blong ofoketa nao bae hemi start fo improve, Den bae show that their periormence bae still kontfniu,
ere no hard fo olokefa go la nara class ia) - Not only that, but suppose we atend to shaping the children’s mind
roperly, we will see thelr progression start to improve. Then, when their evident improvement continues, they
on't [ind it hard 10 meve gp to the next class.

eacher 4: (Mi kam across long experience dat if mifalla dulm reading and olcketa no save gud, bae mi no hapi
long performance loketa dulm. Hemi gud daf iumi tisas mas alimim waitim ohjectlves wea iumi should tisim
oRg class long olokela plkinint blong lwmi} - In my experience, when we do reading and they don't understand, 1
ould not feel happy abont their performance. It is necessary for us teachers have aims and objeciives which we
Sxhould be {eaching in our children's class.

A

"t



TABLE 5.4: CHARACTERISTIC THREE (FULL LIST OF INTERACTING INCIDENTS)

SUBSTANTIVE CODES, LEVEL 1- OPEN CODING, REPORT FILE DATA
KEY: Students wriing sample fulfilled? (Y=yes, N=nc}. Student §: 1st latter, Student 2: 2nd letter, Student 3 3rd letter, of YYY" of 'YYN' o YNN*

[PEER DiSCUSSION

PREF - GRADE 3

GB: (spelling) Brghrt sfx; will help the weaker ones, The other reason is that the weaker ones will be able to contribute to 131k
as they are being supported by the advanced ¢nes. Children work confidently and loarn to skare the answer which they want to
give in response to the teachers aguestion. BUT the prob; ! discovered or experenced in method B is that some children reljed
on the bright ones. And the bright ones who involved more than the weaker ones. There is competition as the brighter chn;
want to score higher marks. The other prok; is that the teacher found difficulty in checjking individnals. YYY.

13C: {(comprebension) I uge this method becanse itis help arouse children's interest and know ahout what is business as they
take part in the discussion, but the slow readers can't cateh up with the advanced reader's work. YYY,

13B: (Stoxy) 1 gives children more idea on how lo write about the pictures BUT some children find it hard to sequence their
sentences. Some find spelling to be the most difficult problem. YYY

3A: {story-roleplay) My persanal beliefa for using this method is beéi;use it inc[ude:' the whola class, and makes the studenig

speeches. BUT the problem is only a few people are hrave to talk and share idea. The problem with this mnethod it is too naisy
with those who are not give idea. Not enongh time for whole class ard group fo contribute. YYV

FREE DISCUSSION

3B: (sentences} Everybody can participate & are free to say anything they have in mind about the title, This lesson can develop

their voacabulary & their own knowledge about the title. RUT some f the children in my eyes are very slow leamers. It needs a
ot of effort and different kinds of methosd fo use before sotne of them can get in the moad of recogmising words. YYY.

15C: {nevwrs) I helieve it help them to think of what they have done and fo write a siory aboat themselves, BUT some find it harg

to remember what they bave done sol have to stay with thern and ask then slowly unfil they know & remember what they dig,

YYY. .

18B: (?) When chn; are given the chance io speak froely in class, it develops self-confidence in whatever they do. Most

children like to tell feachers what they know or discovered ouigide of clazs, Motivation is important in leamning. Open

discussions aronses or motivates childres learning. BUT ¢lass may be too noisy and out of control, but ztick on discipline.

12A: (comprehenzion) This method I believe iz very effective, hecanse class pupils would involved in sharing their
understanding to this activity. flso in this mehtod I can able to identify these whom are not taking part in sharing their idea.
Especiailly in my case where most of my stodeats are average leatners since the beginning of school term. Over all theis
method it is working out well for this kind of exercise. But probl raized when nsing thiz methed is sometimes thare are
orme pupils whom are very lazy to participate. Bat overall, there is act much problem in this method. It i students wha aye
4 roenin Ty eennd




TABLE 5.4: CHARACTERISTIC THREE (FULL LIST OF INDUCING INCIDENTS)

CATEGORIES LEVEL {f - FOCUSED CODING, BELIEF SHEETS AND WORKSHOP DATA

INDUCING

A1} the teachers in this stady believe that stadents will only succeed in writing, if the teacher communicates the
forms of the Englsih language correctly. Is this like the traditional secret knowledge elder called " Gwanngai®?
‘Whose relationship with his followers is distant? Ask at workshop.

Belief 13.5: T helieve that children learn to write If the teacher explain the lesson to them more clearly and give
them enoungh information about the legson'.

Teacher ‘not at workshop comment sheet’ (not at wes).
Not at wcs 5: "Children must listen and watch before they can write well."
[Not at wes 9: "Students must listen to my explanation and reasoning.”

Workshop

Teacher 4: (M1 Iong experience blong mi, taem mi talem stori, mi no act olsem policeman fo olokefa plidnini,
olsem bae oloketa fraet fo learn nao ia. So fo mi, mi no Iaekem fo tok big or tok harsh long oloketa fo mekem
oleketa fraet and ting mi nac baoss long class ia) - My experience when I tell a story, I don't act as a policeman to
the children bacause they will have fear and don't want to learn. I don't want to talk too lond and harsh and the
children to have the thought thatI'm the boss.

Teacher 13: (Experience blong mi lo class, tisa mas éxplainim gud fataem nao nem, character or the part of the
story tong olokefa pikinini so that oloketa pikinini mas fally nnderstand god wat rao all abaot dat falla stori ia,
after that before allow cloketa pikinini seleva nao to be trae fo oloketz nao fo leadlm other stundents long gmp wok
hiony activities datall abaot dat stort ia} - My experlence teacher must explain first name, characters of the story
to the children so that they fully understand what it is all ahout before they try to lead other in group work doing
activitles on that story. ) ¥




TABLE 5.4: CHARACTERISTIC THREE (FULL LIST OF INDUCING INCIDENTS)

SUBSTANTIVE CODES, LEVEL 1- OPEN CODING, REPORY FILE DATA
KEY: Students wiiting sample fulfilled? [Y=yes, N=no}. Student 1: tst letter, Student 2: 2nd lefter, Student 3: 3rd letter, of YYY™ or "YYH' or 'YAIN'

TEACHER LED TALK

6A: {maths) Reason for using method A is becanse the chn; want {0 see how better they are. When their feacher marks their
works. They can ses their own errors. At the same time fhey would be practising their hands in their writing skilla. Rnother

reason is that the teacher herself can identify those who need help from their works she marked. Bui the only disadvantnge of
ethed A is some chn; would not struggle to work out their sums themselves, YYN.

B: (pancfuation) The method ie good for taaching this topic but may change if the topic is different and I believe that this the
good mehtod. BUT children are learnmg‘ by copying from others. Chn; don't find enough learning. Cha; make it as a daily
xercise only, YYY.
12B: (story} I have been nsing other method, but end resullt not good. So I nsed class work with teacher-ceafred. T have seen
pupils work well with confidence when using theis method. Zlso there are not enongh tivne when using other methoed, But
sore pupils find it a little difficult to start write a paragraph. Most papils find the liftle difficult when comes v spelling and
putting girnple sentence together. Few, totally can't pat the story fogether and end up with all sort of work, Overall there iz less
roblem in this method, bat pupils whom are mentally in learning. YYY.
2C: {vomplete sentences} wholeclass & tchr-centred. I personally belief in this meﬁ:ud particoarly in this lesson, writing
n sentences of their own. But not mach problem in fhis method expecially in this lesson, writing seven sentences of their
wn: Hdding te this, mest pupils alse having problerns with their spelling, as well as their grainimay, [t is becanse of less
xposure in reading books, ste; YYN.
3X: (shorten sentences) It well help the chr; to be able to understand whera to put the apostmphes by using them examples
ut cha; will sit still have confusior when writing in aposirophes. Some still can Lzhoﬂen their sentences if the sentences are
oo long. Correct work on BE, YYN,
4A: (apostrophes) Personal belief: it was the most common methoed used by teachers in primary schools in §ls. This method
= the simplest approach for the feacher because the tehr; will not nsed to many teaching aidy during lessons. This method is
used when the teacher is teaching the whole class in one big group. BUT the anly prblem I find when using this method is that
those students who are helow average will stifl find problems with thier work and will be much lower than those who are above

weracde Sindenta whn are ahiote averace will not find anv nrohlam with their srork YYN
ISTEN TO STORIES

REP - GRADE 3

5B: {story) I believe that wrhen listening to the story the chn; may use their listening skill & the ability {o write their own
tories & fo draw their own pictures. BUt for some of the chn; who are not listening while I'm reading the story they don't

ndersiand what to do. 50 1 explain it slowly to them, YYY,
RADE4-6

4C: (comprehension) The main reason for nsing this method is to test the children's listening skills, Another reason is to

nable the children io give accurate answers fo questions about stories BUT the main problem find using this tnethod is that
some of the children finding problerns with their spelling. YYN.

TEACHER EXAMPLES FOR CORRECT FORM

'REP - GRADE 3

5K (muaths) I believe that if | teach the chin & they listen & learn what I tell them they would kuow & understand what they
dlearn & would be able to pass the exam for high school. But ] need to write the work on the BB because fhe hooks were not
enpugh. (No writing samples).
B: {morniny talk) ! believe that if I feach good they will become good leaders of the future. BUT sometimes it iz not easy to
each the children who don't know how it has taught in English. (No writing samples).
iC: The teaching is good and gives wisdom to chn; if they are willing to listen & obey what the teachers says to do, But
ometimes there are not encugh books for use. We must mnake our own hook from the children's work. No paper or paint or
colonr crayons. (No writing samples).
6C:{petit ) The r for using method C is that it is an impoertant method without it the chn; cannot do all other
ctivities. Both method & & B cannot go without method C. Then the other fwo merthods will be more easy for them. THis is the
e reagon for stating method C as one of fhe important metkods. As & teacher I cannot prepare my activities withort meihod C
muest use method C before | prepare my presentation. But the problem I have had been using method C is that there is

ways 4 shortage of books. There are three to four chu; using one book. When I want to listen to individual reading it is
ways difficalt and impossible to do it because each individua! person has no book te use, YYN.

C: {atory} | believe to thiz method I think it will enable the studexnt to write good sentence & good English languages, But their
re sotne hard words used in the story books. Some students don't write long stories for their story, YYY.
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‘Writing Sample (appendix 5.1.1.a)

Teacher 13C - Conversing Method

Student 1

Roadng
“The P Stall”
Read t\u shry to yourself and Mg do the work below

D) what did the ‘Oo\fs S'QQ_‘ Lot K:)HW. thaon an loa Ga ot '{l\!‘.r)
2 business? Becase ey Saul Hw studeat™ ran to a loog
Wiy 4y the nearest ghop. __

() et Hings < oy nead Jo ~{art e Bnnes ' They Would
credit fom 4 bakery bo shaot o thec busthess.

) 'U\W\q wac tug feuck %Wmf-cvam‘v@r% ok an hour bte on ({mj?
Beaause it had 3 (lat lyre.

@ What did Sevese S8y that made. 4WL mandger of Ale {Ja\tery
dgeee. tomake fhem pay for only He pres they bad sdd co U
daw Yo duck was fpte? Becawe W ddnt waah the boys

o order %om ot bakery. .

@ HD\UY?\{)C:(‘)G} Aid tha boys make one ench pie? $00.02

L thw mouch Monoy dicl Hhey collect on the Qrst da\f? How much
of fhat was ey proft? §3.20 . §R.40

&) Can Yo Gﬁcl work out abiot aahgt hove fug bo\fg ool g
[)LLS back  foita ‘oQJawf on MAQJ?J {ho wefe deluered \ate?
Hhalf- ?as’r one. -

Find e meanings of tese. wwords.

coedit = Jr(‘usﬁ\nS comeone 1o tpay B S@m*["f“ﬂ tater on.
) bacgar $% aggue pver Ha pricz. of Something:
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Writing Sample (appendix 5.1.1.b)

Teacher 13C - Conversing Method

Bepding

Student 2 T * T Do Skt
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Writing Sample (appendix 5.1.1.¢)

Teacher 13C - Conversing Method

Student 3

! kej fa) IDUI?—
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Writing Sample (appendix 5.1.2.2)  Teacher 7C - Experiential Method
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Writing Sample (appendix 5.1.2.b)

Teacher 7C - Experiential Method

Student 2
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Writing Sample (appendix 5.1.3)

Teacher 1A - Practising Method

Student 1

P62



Writing Samples (appendix 5.1.4.a)

Teacher 9B - Listening Method

Student 1

CENGUISH TESY
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| Writing Samples (appendix 5.1.4.b)

Teacher 9B - Listening Method

Student 2

C o
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Writing Sample (appendix 5.1.4.(:)

Teacher 9B - Listening Method

Student 3
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- Writing Sample (appendix 5.2.1)

Teacher 3A - Skills Objective

Student 1

She e C 1”%"&”1‘7(!”]3 h v

[
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Student 2
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Writing Sample (appendix 5.2.2a)

Teacher 16B - Comprehension Objective

Stﬂdentl
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Writing Sample (appendix 5.2.2b)

Teacher 16B - Comprehension Objective

Student 2

[w Ursg Olcu:{ 273 ‘m‘_] Tubj
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- Writing Sample (appendix 5.2.3a)

Teacher 9C - Free Writing Objective

Student 1
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Writing Sample (appendix 5.2.3.b)

Teacher 9C - Free Writing Objective

Student 2
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Writing Sample (appendix 5.2.3.¢)

Teacher 9C - Free Writing Objective

Student 3
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