CLA Independent Group HE1 (SCHEDULE 3) 15 June 2018 - 31°' May 2019 Dyslexia
Action

Training and Professional Development

Copyright Notice

Staff and participants on Dyslexia Action Training Department courses are reminded that copyright
subsists in this extract and the work from which it was taken. This Digital Copy has been made under

the terms of a CLA licence which allows you to:

1. Access and download a copy

2. Print out a copy

This Digital Copy and any digital or printed copy supplied to or made by you under the terms of this
Licence are for use in connection with this Course of Study. You may retain such copies after the end

of the course, but strictly for your own personal use.

All copies (including electronic copies) shall include this Copyright Notice and shall be destroyed and/or

deleted if and when required by the Dyslexia Action Training Department.

Except as provided for by copyright law, no further copying, storage or distribution (including by e-mail)

is permitted without the consent of the copyright holder.

The author (which term includes artists and other visual creators) has moral rights in the work and
neither staff nor students may cause, or permit, the distortion, mutilation or other modification of the
work, or any other derogatory treatment of it, which would be prejudicial to the honour or reputation of

the author.

Course Name: DACPD93 Developing Writing Skills in Adults
Name of Designated Person authorising scanning: Kathryn Benzine, Head of Training

Title of source (book or journal): Teaching Adult Literacy: Principles and Practice
Chapter or article name: Writing

Page number(s): 209 - 263
Name of Author(s): Hughes, Nora

Name of Publisher: Open University Press

Internal use

A From Paper original owned by Institution
B From Digital original licensed to institution
C From copyright fee paid copy



6 Writing

Nora Hughes

Introduction

® What writing do literacy learners do and aspire to do?
e  What skills and knowledge do they bring?
e How can tutors support them in developing their writing further?

‘The learners whose writing we discuss in this chapter, and who are profiled in the
learner texts, have varied experiences of and motivations for writing. They want to
become more skilled and confident writers and see writing as a means to fulfilling
their goals and aspirations.

For some people, these relate to their role in the family and the community. For
example, Malika uses writing as a parent, friend and neighbour and would like to be
a community translator. Others need writing for study or employment. Eddie wants
to get a place on a bricklaying course, while Sean aims to study history at university
and needs academic writing skills. Some people have more personal motivations for
‘developing their writing. Joyce loves corresponding with friends and would like to
write her autobiography.

These learners bring many skills and abilities as writers and communicators.
One of the principles underpinning this chapter is that effective teaching of writing
depends on recognizing learners’ strengths and building on them.

How the cilapter is structured

We begm with an overview of theory and in the remainder of the chapter we Suggest
ways of puttlng theory into practice.

Part 1: Themes from contemporary theory — pages 209-210
Part 2: Developing writing-at text level — page 218

Part 3: Developing writing at sentence level — page 230

Part 4: Devloping writing at word level — page 246

Part 5: Supporting the writing process as a whole — page 256

Part 1: Themes from contemporary theory

As with reading, there have always been ‘wars’ over writing; some of these have been
resolved over time and competing theories have been incorporated into established
practice.! A recent example is a debate about syntax. Andrews et al. (2004) suggests
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that children improve their sentence structure primarily through reading and develop
it further through free writing. The counter argument is that they need to study and
practise it explicitly.? More recently there have been debates about text messaging
and its impact, positive or negative, on young people’s ability to write more formally.?

Overall, there has been less research into how people learn to write than how
they learn to read and much of it has been carried out with children. In this chapter
we do not analyse any one theory in detail or judge competing theories, but explore
ideas and approaches which, in our view, can be usefully applied to adults.

Two bodies of educational theory that are currently influential are cogmnitive
and social practice theory, which both offer important insights.# In terms of
writing development, cognitive theory focuses on writing as an individual, internal
activity and the sub-skills that make up the writing process, while social practice
theory is concerned with what people do with writing and the kinds of learning that
will enable them to participate in real-life events and practices in which writing has a
central role.

Purposes for writing: the concept of genre

The concept of genre is central to a social practice view of writing. Genres are
conventional ways of using language, in different contexts and for different purposes.
Genres evolve over time and vary across cultures, but at any one time there are genres
that can be easily recognized and whose purpose is clear (see Chapter 3). In a social
practice view of writing, developing gemre knowledge is part of becoming an
effective writer. '

The original aim of a genre approach was to empower people from marginal-
ized communities by teaching them to reproduce powerful genres such as
academic essays, formal letters and reports. Another, more contemporary aim is to
recognize and enhance people’s everyday writing practices, including less prestigious
and more personal genres, like shopping lists, notes or greeting cards.

Funds of knowledge

The concept of ‘funds of knowledge’ comes from a social practice view of learning.
‘When applied to writing, it refers to learners’ knowledge of familiar genres and ways
of using language, acquired through their experience of literacy in everyday life. It
also encompasses the personal and social resources they bring, such as cultural
knowledge, values and motivations for writing. :

When approaching a writing task, often a learner will understand the social
context better than the tutor and can make judgements about how to address the
reader. An example of this is Geraldine’s letter to her local councillor (Text 1b), in
which her knowledge of the Traveller community and her political astuteness make
the letter particularly effective. Similarly, in more informal types of writing such as
text messages or emails to friends or family, people know the conventions of their
own cultures and subcultures and use this knowledge to make decisions as they write.
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What teachers have to offer is explicit knowledge of how language works, how
texts are constructed and the conventions of different kinds of writing, particularly

more formal genres. So writing development can be seen as a shared construction of
knowledge between learner and teacher.

Critical literacy

The concept of ‘critical literacy’ is central to a social view of writing. Essentially it

means that writing is not neutral: a writer makes choices that reflect her view of the
world and ‘position’ the reader.

Task 6.1

Consider these extracts from texts. First, what genres do you think they are
taken from? Secondly, what ‘critical’ choices have the writers made?

la " Happy birthday! Lots of love xxx
1b Best wishes for your birthday.

2a 1 would be grateful if you would give this matter your urgent
attention.

2b If I do not receive the full amount within one week I shall be obliged
to take legal action.

3a  Government troops killed twenty people when they opened fire on a
group of civilians,

3b Twenty people were killed in an incident involving soldiers and
civilians.

Comment 6.1

1a and 1b are birthday greetings expressing different degrees of intimacy. 1a is
intended to be more intimate than the more formal, distant comment in 1b
(though it is worth remembering that within different cultures intimacy and
distance are expressed differently).

2a and 2b are from letters of complaint. In these the writer chooses whether
to make a polite request or issue a threat.

3a and 3b are from news reports. When a journalist reports an incident, she
can make clear who did what (3a), or she can disguise this by leaving out the
subject of the action (Government troops) and using the passive voice (were killed)
(3b). The passive voice gives an impression of objectivity and lack of personal
involvement, which can disguise the writer’s real position.

Motivation and confidence

In both a cognitive and social practice view of writing, motivation and confidence
Impact on people’s development as writers. A cognitive psychologist, Keith Stano-
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vitch, coined the phrase ‘the Matthew effect’> to describe the downward spiral of lack
of opportunity, loss of confidence and loss of motivation that mars many people’s
experience of formal learning (Stanovitch 1986). Cognitive theorists see this primarily
as an individual experience; they analyse the impact of negative feelings on a
learner’s progress. Social practice theorists argue that confidence and motivation are
linked to social factors, including inequality in the education system and institutional
barriers based on class, race, gender and other factors; they give higher priority to the
development of critical literacy skills as a tool for empowerment.é

In the field of adult literacy these issues are particularly significant; some
learners, however confident they are in other aspects of their lives, see writing as
something to fear rather than something which they can use for their own purposes.
They need constructive feedback on their writing, recognition of their strengths and a
chance to explore wider issues, including issues of power.

Creativity can be a key to alleviating anxiety and unlocking potential. Seam
Taylor, in his article ‘Improving on the blank page’ (in Mace 1995),. describes how
participants in a poetry workshop, using the metaphor of a key, discovered that
writing could be an ‘ally’ rather than an ‘enemy’. Grief and Chatterton (2007) agree
and offer examples of the use of creative tools to stimulate and encourage writing.

‘Higher order’ and ‘lower order’ skills

For most people, writing is more difficult than reading. While reading involves
interpreting a code, writing involves using it with enough precision and skill to
achieve a purpose.

Writing involves both ‘higher order’ and ‘lower order’ skills.” All human activity
is made up of this combination. For example, higher order skills in gardening include
planning the layout of the garden and choosing plants according to an overall design.
Lower order skills include watering the plants and digging.

Task 6.2
Identify the higher and lower order skills involved in:

e listening to a party political broadcast;
e cooking a meal.

Comment 6.2

A person listening to a party political broadcast uses higher order skills to
identify the speaker’s intentions, noticing how she uses language to influence
her audience. Lower order skills include hearing individual words and following
the order of words in a sentence.

A person cooking a meal envisages the end product and uses all the different
elements - ingredients, utensils and procedures — to achieve that end. Envisag-
ing, designing and synthesizing are higher order processes, while turning on the
gas and chopping vegetables are lower order.
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In writing, higher order skills include organizing ideas and choosing language
according to audience and purpose. Lower order skills include spelling and keyboard-
ing, which rely mainly on memory and hand-eye co-ordination rather than higher
order thinking.

A writer will find it difficult to create an effective text — one that is coherent,
articulate and fulfils the writer’s purpose - if she has difficulties with lower order skills
such as spelling. This kind of difficulty can slow down the writing process and
prevent the writer from fully expressing her ideas. Higher order thinking uses a lot of
brain capacity and therefore writers need ‘automaticity’ in the lower order skills. But
for many adult learners automaticity is difficult to achieve and producing a written
text can mean struggling with every word.

Automaticity: ‘getting the words down’

‘A beginner reader is not a beginner thinker’.® Learner writers who have difficulties
with lower order skills must draw on other strategies when writing, so that they can
produce a text that conveys their ideas and achieves their communicative purpose. In
Text 1b, Geraldine’s strategy was to ‘leapfrog’ over unknown spellings, often -
writing only the first letter of a word and leaving the rest blank, in order to
concentrate on building a persuasive argument.

This kind of strategy is good for producing a first draft, as it frees up the brain
for the challenge of composition. In a finished text, however, unconventional
spelling can make things difficult for the reader, slowing down the reading and
undermining the clarity of the text.

‘Correctness’ and effectiveness in writing

Some choices made by writers, even if they are not ‘correct’ in terms of standard
written English, reflect a spoken variety and do not impede communication. For
example, in Grace’s text (Text 7), the absence of plural and past tense markers does

" not seriously affect the clarity of the writing:

I went to Rose birthday party and it was so nice,

~ She nineteen Zeai old and there was a lot of visitor that she invite to the
party and did rent a big hall for the all night party.

"But sometimes grammatical errors cause confusion, throwing the reader off course

and making the writing less effective. In the first sentence of Sean’s text (Text 4), his
use of an adverbial phrase as the subject does not make sense, and the reader is forced
to reread the sentence in order to understand the meaning:

On my first day back in education as an adult at Shoreditch college in
Hackney, was very daunting.

Nonetheless, it is important not to confuse the skilful use of written language
with ‘correctness’. A correctly spelt and punctuated text is not the same as an effective
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fe_xt, as we can see from Texts 1a and 2a. Sharon’s Scary Story (Text 2a) is more
‘correct’ at sentence and word level than Geraldine’s Her New Life (Text 1a); there
are far fewer errors of punctuation, capitalization and spelling, but as a text it is less
effective. While Her New Life has a clear structure and is written in the style of popular
romantic fiction, Scary Story is less coherent and the ‘voice’ is not so easy to recognize.

An experienced writer can make choices about whether or not to follow
standard conventions of grammar and punctuation. However, there is often a penalty
to be paid for not obeying the ‘rules’. A good literacy teacher will see beneath the
‘surface’ errors in learners’ writing to the ‘deeper’ text-level qualities, but an employer
or examiner may have a more superficial view and assume that a writer is incompe-
tent.

Skills and strategies

- For all these reasons, learners need support from teachers to develop writing skills at

every ‘level’ of the process. Writing is difficult because it demands control over
‘technical’ aspects, such as punctuation and spelling, as well as ‘strategic’ ones like
design, organization and register. The communicative toolkit of the writer is a mixed
bag of higher and lower order skills.

The aim of literacy education is for people to develop enough confidence and
control to be able to write for their own purposes. The extent to which they can do
this, and the means to achieving it, will depend on the individual. For example, it is
unlikely that an older person who is learning to read and write for the first time will
acquire full automaticity in the lower order skills of writing, as she has not had an
opportunity to learn the alphabetic code at a time in her life when this would have
been achievable. But she can develop skills, strategies and confidence as a writer,
provided she has access to learning that meets her needs, and can draw on support for
writing, inside and outside the classroom.?

Learners working at higher levels of literacy, who may, for example, want to
pass examinations, need to develop more independence and accuracy in their writing

~ and be able to ‘code-switch’ between standard and non-standard usage according to

their audience. . :

Cognitive overload

The concept of cognitive overload is an important one for writing, because writing
involves a combination of complex processes, any one of which can present a
challenge. It is often best to work on one new skill at a time, focusing primarily on
one aspect of writing and providing scaffolding for the rest, so that the demands on
the learner are realistic.

For example, when working on a text-level skill like organizing ideas in a text,
learners could use a bank of words or sentences, as discussed later in the chapter;
when working on sound-symbol correspondence they might read a text in which the
syntax and vocabulary have been simplified to avoid distracting from the spelling
pattern(s).
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The impact of new technology

As the cartoon character says, digital technology is changing what it means to write:1°

W I've been on a traditional craft course
W learning how to write a letter with a pe

‘and a piece of paper. All 've gotto do
now is scan it in.and e-mail it to someone

Writing on a computer or mobile phone involves using ‘non-traditional’ skills. For
example, a writer using digital technology can easily create a multimodal text,
incorporating images and sounds which contribute to the overall meaning!! Contem-
porary writing also involves new styles and ways of interacting with the reader which
are increasingly global, rather than specific to any one language or culture (see
Chapter 3).

Another issue is the impact of computers on the writing process. For example, a
computer makes drafting easier by speeding up the production of letters and enabling
the writer to cut and paste chunks of text. It can also help with technical problems
such as spelling, though it cannot remove them completely. If Eddie (Text 3b) had
written his text on a computer, a squiggly red line would have told him that
‘backlald’ (for ‘bricklayer’) was incorrect, but the spellchecker would only have given
him ‘backland’ and ‘backlands’ as alternatives, leaving him unable to come up with
the spelling he needed. '

The writing cycle

In a cognitive approach to writing there are distinct ‘stages’ that writers go through to
produce texts. Among these are: '

generating;
focusing;
structuring;
drafting;
revising;
editing.
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Writing can also be seen as a cyclical process. For example, when revising a piece of

writing, a writer often has new ideas which lead her to refocus, restructure and redraft
her text.

Generate ideas Focus

Clarify purpose Structure
Consider the reader Draft
Revise
Proofread

The social practice view additionally stresses how the writer makes ‘critical’
choices throughout the writing process. For example, she might reconsider the stance
she has adopted, as in Example 6.1, later in this chapter.

'Learningb to write by writing

People learn to write, not just by doing grammar or spelling exercises bu.t by
composing whole texts, with support from teachers focusing on both the technicali-
ties of writing and on the wider social context that ‘gives writing its meaning and
power’,12 There is a degree of consensus on this: in a social practice view, writing skills
must be contextualized if learners are to develop the genre knowledge needed for the
real world; in a cognitive view learners need to practise composing texts in order to
understand the writing process as a whole, rather than just parts of it.

Top—doWn and bottom-up approaches

There is disagreement, however, when it comes to beginning writers. Government
policy for primary schools has veered between a top—down and a bottong—up
approach. In a top-down approach the starting point is whole texts and developing a
sense of self as a writer; in a bottom-up approach people learn to put individual
" speech sounds (phonemes) into writing, before moving on to words, sentences and,
eventually, texts. .
In Synthetic Phonics, a controversial bottom-up approach outlined in
Chapter 5, learners are discouraged from writing their own texts until they have
mastered a certain number of sound-symbol correspondences and can consistently
produce accurate spellings within this range. In the field of adult literacy most people
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see this approach, if followed strictly, as unrealistic, particularly in view of the limited
time adults have for learning; it could result in them never writing a single real text,
much less developing a sense of self as a writer.

On the other hand it is important to be aware that producing a written word, let
alone a whole text, is a challenge for beginner writers. In a top-down approach,
teachers deal with this by providing scaffolding, such as word and sentence banks,
to support people in constructing texts; they work on sub-skills like spelling outside
the composing process, using material from learners’ texts to generate patterns and
explore strategies.

A writing curriculum

In a social practice view of writing, the curriculum comes from the contexts in which
people write and their purposes for writing; in a cognitive view it is based primarily
on a progression of skills. In most literacy courses these perspectives-are combined.

When literacy is embedded in a vocational subject, the writing curriculum
covers genres such as reports, job records,” job applications and CVs. In discrete
literacy classes it is designed around a wider range of genres, reflecting the interests of
the group. ‘Bringing the outside in’ is characteristic of a social practice view of
writing.?® It means using class time to explore the range and scope of the writing
people do in everyday life, and the skills and knowledge about writing that they
bring. ,

As discussed in Chapters 3 and 8, in-depth diagnostic assessment enables tutors
to investigate with learners the skills they already have and the areas they need to
work on. An example of diagnostic assessment of a piece of writing (Geraldine’s
Text 1b) is given at the end of Chapter 3.

Where to begin

On vocational courses the order of the curriculum is usually fixed but in less formal
provision there is more flexibility and learners’ own priorities are the starting point.
In this case there are strong arguments for beginning with personal writing, especially
personal narrative, rather than with formal, impersonal texts: - )

e Personal writing has a role in developing a writer’s ‘voice’, building
confidence and allowing people to experience writing as an ‘ally’ rather
than an ‘enemy’. '

e The language of a personal text is closer to the language of speech, making
it easier to move into the medium of writing.

e A personal narrative is based on a sequence of events; it is easier to
sequence events chronologically than to sequence ideas logically, as re-
quired in many types of formal writing.

e There is evidence that adult learners are highly motivated by this kind of
writing.1* Student publications, in which personal narrative is the predomi-
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nant genre, have a long history in adult literacy, comprising not only
commercial publications but booklets and class magazines produced by
learners and teachers.’® The aim is to celebrate people’s writing, create a
wider audience and develop a sense of authorship, which in a social practice
view of writing is part of becoming a confident writer.

Part 2: Developing writing at text level

‘Authoring’

Text-level writing skills are sometimes referred to as ‘authoring’ skills. Authoring
means creating a text that conveys the meaning, and has.the impact, the writer
intended. It means using words and images rhetorically to achieve a purpose,
whether this is to tell a good story, express how we feel or persuade someone to do
something.

Using learners’ writing as models of ‘authoring’

There is a tradition in adult literacy, of using learners’ writing to demonstrate
particuar qualities, as in the examples below.

In this short descriptive text!® the author, who is a beginner writer, uses
adjectives simply but effectively to give the reader an impression of her home and
how she feels about it:

My house is big.
My Kkitchen is nice.
My bedroom is warm.

In George’s piece (Text 15)*7 the directness of the language and the repetition
of key words and phrases create a powerful effect:

It's not the same when you're in with foster parents. It’s not the same. People
want to move on i

In Zahra’s piece (Text 13) a single visual image, the national ﬂég of Somalia

blowing in the wind, symbolizes the author’s ‘dream’ of national unity and an end to

conflict. She has used an image to enhance the meaning and impact of her words.

Reading as inspiration for writing

Zahara wrote her piece in response to Martin Luther King’s famous speech, showing
how reading can be a source of inspiration.
Literacy tutors also use ‘hot’ topics to stimulate writing, as in this example:

What credit crunch? City bankers receive £13bn bonuses this year'®
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In the process of articulating their own views, learners gain valuable practice in
text-level skills, including sequencing ideas, building an argument and using special-
ist language such as credit crunch, banker, financial system, bonus, risks, rewards, all of
which can equip them to engage more confidently in debates on issues of concern to
them. Difficult texts can be simplified to enable learners at all levels to participate (see
Chapter 5).

Writing tasks arising from this topic could include a letter to the editor or an
article or opinion piece for the class magazine or group blog.

Using new technology to develop ‘authoring’ skills

Using a computer makes it easy to produce a multimodal text, which can be shared
online or incorporated into a group document. Inexperienced writers, by using
photos, video clips, sound clips and other features, can create whole texts with
relatively few written words, for example a poster to publicize an event, a PowerPoint
slideshow or a blog. Blogsites such as this one are relatively easy to use: -

re-4y

3

st iz u blog? Tezetr Feprr:  Create a blog in 2
RATY SLEPS:
% .+ Create an account
& Name your blog
Publish cm Post a

thought photet "‘°5“° % Choose a template

4 blog Is your easy-to-use website, where you can quickly post
Whought, ntract i peopla, and mire. A4 or FREE

Sharon'’s first blog on this site consisted of a photograph downloaded from her
mobile phone and a caption:

Rebel

£

This is my cat Rebel.
Posted by Pet owner at 10:44 2 comments V4

In all these activities, a range of text-level skills are developed, including visual
design, writing headings and captions and using the language and style of an online
network or discourse community.
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' Genre and purpose

Authoring also means producing a text that ‘works’ and which the reader will
recognize as belonging to a particular genre. For example, a recipe needs ingredients
and instructions; a story needs a sequence of events and sufficient background
information for the reader to make sense of them.

Key features of genres

Genres have recognizable features in terms of their organizational structure, visual
format and language, for example:

Structure

Typically, a writer follows a set pattern according to the purpose of the text:
Argument essay:

1  Set out the main arguments.
2 FElaborate, illustrate, give evidence.
3 Summarize, restate the arguments.

Formal letter (or email) of request:

1  State the purpose of the letter/email.
2 Make a case, give evidence and background information.
3 Ask the recipient of the letter to take action.

Personal narrative:

1  Set the scene (themes, people, events).
.2 Develop the narrative (and themes).
3 Close the story (and resolve the themes).

Format

Texts are often recognizable by how they look on the page or screen:

EDUCATION AND QUALIFICATIONS
1989-1994 St Ann’s Secondary School, Hackney

GCSE English, RE, History
2005-2006 East London Community College

City & Guilds Level 2 Certificate in Adult Literacy
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EMPLOYMENT
1999- Finisher, John Brown & Co Ltd
Clothing manufacturers

Hackney, London E9 SJK

The woods are lovely, dark and deep,
But I have promises to keep,

And miles to go before I sleep,

And miles to go before I sleep.!®

We can tell from a quick élance that -the first of these is a CV and the second is a
poem or song. A closer look confirms this: the first text has the standard headings and
content of a CV; the second one has a line that is repeated word for word, a powerful

device used in poems and song lyrics but less likely to be found in more ‘functional’
kinds of writing. |

Language

The language of a text reflects its purpose. In the extract from the Robert Frost poem
above, the sound of the words and the rhythm of the lines reflect the poet’s feelings.

In other kinds of writing, other aspects of language have a particular role to play, as in
the examples overleaf.

Tense and narrative: in a story, verbs in the past continuous (pc) tense tell the
reader what was going at the time the events took place, while verbs in the past
simple (ps) tense narrate the events themselves:

Daylight was fading (pc) and the wind was howling (pc) in the trees. She felt
(ps) a light tap on her left shoulder and screamed ... (ps)

Imperative for instructions: in a recipe, the imperative form of the verb is used
for giving instructions: '

Peel the bananas ... boil them together with the cinnamon ... Bake ... in the
oven ...

Discourse markers: in a narrative, temporal cornectives mark the passage of
time and in an explanatory or persuasive text logical connectives mark a sequence
of ideas, as discussed in Chapter 3. Learners’ texts featured in this book include a wide
range of connectives, including temporal connectives:

on my first day back, as a young boy, now, the next mornirig
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and logical connectives:

in the first place, so, because, although, as a consequence

Genre technigues

In a genre-based approach to writing, learners identify, analyse and practise all these
features. Activities progress from teacher-led analysis and modelling, through share.d
authorship to independent writing, as described in textbooks dedicated to this
approach.?®

Text analysis

In a genre-based approach tutors use model texts to illustrate the typical features of
genres. They ask questions, give prompts and invite discussion of key features, many
of which learners know implicitly from their experience as readers.

In the following text, the layout and structure, the use of subheadings and the
imperative form of the verb are all features of the genre:

Baked Bananas
Rating: ***** Reviews: 1

Serves: 4
Country: Aruba

Ingredients:

4 ripe bananas

2 tbs cinnamon powder
3 tbs vanilla extract

1 cup sugar

4 cups water

Method/directions:

Peel the bananas and boil them together with the cinnamon, vanilla extract,
sugar and water for about 20 minutes.

Bake the bananas in the oven at 275° for 10 minutes.

Serve with favorite ice cream.
(Caribbean Choice website, www.caribbeanchoice.com/accessed 4 January 2008)

A text like this makes a good model: it is authentic and accessible, and for people who
want to send in their own recipes to the website, as two of the learners in this chapter
(Joyce and Sharon) have done, the simple structure is easy to imitate. _

As we discussed earlier, texts written by learners themselves, with errors
corrected, can also be used as models. Malika’s personal narrative (Text 8c).and
Geraldine’s letter of request (Text 1b) show how language can be used effectively
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within the conventions of a genre. In Friendship, Malika tells a story, describes her
feelings and develops a theme. In her letter of request to a local councillor,

Geraldine gives convincing evidence to support her case and ends the letter with a
direct challenge to the reader:

You say you don't want Travellers on the road. If you don't want to see my
Nan on the road don’t close down where she lives.

(Note that Geraldime’s spelling has been amended in this extract.)

Exploring critical choices in writing

A model text like Geraldine’s letter can also be used to discuss the critical choices
made by a writer, for example the way she positions the reader or the point of view
she puts across in the text. :

In some kinds of writing, the main issue affecting the choices made by the
writer is the balance of power between writer and reader.

Task 6.3
The balance of power between writer and reader:

e Can you think of a type of text in which the writer has more, or less,
power than the reader? _

e What difference does the balance of power make to how the writer
approaches the task?

Comm_ent 6.3

Most people, when dealing with an official form, such as a benefit claim form,
have less power than the people who produced it. As a writer, the claimant is in
a powerless position: she must word her answers in a way that will satisfy the
reader, who has the power to refuse her benefit.

Form-filling is often taught as if it were a purely ‘neutral’ way of using
literacy, when in reality there is often a power relationship involved.?!

When working on this kind of form-filling it’s helpful to discuss the wider

social context, including issues of power, and focus on how to use writing to
gain the desired outcome.

In the example below, the reader is in a position of power. A literacy group
decided to write to the centre manager asking for better facilities. They were aware of
the imbalance of power between them and their reader and discussed at length how
to approach the task. They asked the tutor to provide support and she did so by
facilitating group discussion about ‘tactics’ and choice of language.
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The learners decided to use ‘posh’ language in order to be taken seriously. They
asked the tutor for difficult spellings and vocabulary, for example facilities, conditions,
communities, progress, opportunity, ventilation.

After reading the first draft, they decided to change their stance on a particular
issue: one member of the group expressed concern that the letter contained a
complaint about ESOL groups enjoying preferential treatment and in the end
everyone agreed that it would be better to ask for good facilities for all users of the
centre. This was the final result:

Example 6.1

Taking power as writers
Dear Ms Smith
Facilities in the learning centre

We are a group of learners who attend an English class at the centre two
mornings a week. Our classroom is very small and there is only one
window. We have one computer between ten of us. We feel that these
poor conditions do not help us to learn.

We all study hard and value our lessons. Learning to read and write is
very important to us. Some of us want to get jobs. All of us want to
become more independent and play an active part in our communities.

We know that people who come to ESOL classes have bigger class-
rooms and better facilities. They make very good progress and we
would like the same opportunity to do well. We think that everyone
who uses the centre should have good conditions. We would like you
to give us a bigger room with proper ventilation and more computers.

We look forward to hearing from you on this important issue.

Yours sincerely

Modelling the construction of text

Modelling is a standard technique used in a genre-based approach to writing. In the
-example above, the tutor modelled the construction of the text using a digital display
board. She discussed the process with learners, emphasizing the choices they could
make as authors and pointing out typical features of the genre, such as the
-conventional closure, Yours sincerely, and the final sentence, which politely urges the
recipient of the letter to respond:

We look 'forward to hearing from you on this important issue.
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Scaffolding

Another classic genre technique is scaffolding. As with a literal, physical scaffold,
the aim is to provide support for as long as it is needed. Scaffolding takes many forms,
gives varying degrees of support and is reduced or withdrawn as the learner’s skills
and confidence grow.

At text level, scaffolding can take the form of a writing frame. This often
consists of a skeleton text with key features provided, such as beginnings of
sentences, as in this example of a health and social care report:

Report of visit to ... (name/address of client)
On ... I visited Mr/Ms ...

I arrived at ...

Mr/Ms ... was ...
She/he told me that ...
‘I offered to help by ...

I would recommend ...

The point of this approach is to enable learners to reproduce the features of a
genre by giving them language and structures to practise with until they are able to
produce their own texts independently.

However, some learners find this kind of frame difficult to use, For example
they get confused trying to finish another person’s sentences, particularly if the
constructions used are unfamiliar. The challenge for literacy teachers is to find a form
of ‘framing’ that is flexible enough to provide structure whilst leaving scope for
independent thinking and expression.

Grief and Chatterton (2007) explain how Zahra (Text 13) used a simple frame -
based on Martin Luther King’s famous line, ‘I have a dream’, to develop her own piece
of writing. The frame gave her a basic structure and a stimulus to express her own
ideas and feelings.

An approach used in ESOL contexts which can be adapted for use with literacy
learners is Reflect?2. Participatory tools and techniques, including visualization (graph-
ics Created by learners themselves), are used to explore issues of importance to them.
_ Learners choose a familiar object as a metaphor. A river, for example, represents
the passage of time and is used for developing narratives or comparing a past time with-
the present. Learners begin by generating and sharing ideas, as in the example below:23
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Example 6.2 Exploring register

Using visualization ' ' o ' ] . . '
Learners in East London used the metaphor of a river to explore changes in the Using and maintaining a recognizable register in a text is one of the things that
lives of their community. They divided into two groups — one group discussed : makes it effective. . o .

changes for the better, while the other group focused on changes for the worse. One way of exploring register is for learners to compose contrasting texts. These
They created pictures to represent their ideas visually: texts can be part of a genre set associated with a context or situation.

Changes for the better _
;o P e 3 Example 6.3

WA > - 0
- R | Exploring register through genre sets

_ AT, = l You have just travelled to Manchester to visit your cousin. The coach broke

s P 3 e down and you arrived two hours late. Working in pairs or small groups, write an
N, " P -] email:
e/ / /"' \ ey . ‘ e to a friend, describing the experience;
/ N A ® to the transport company.
Y. —

Questions to consider before writing:

® How will you address the friend or the company?
o What kind of language will you use in each case?

Whole-group discussion after writing:

: _ e Compare the register of the two texts; project them on to a screen and
e : o ' ask the group to pick out specific uses of language and other features
such as punctuation, which create the register. This is important as it
shows how register works — it is not a mystery, but is founded in
choices made by the writer:

Hi Tom, here [ am but what a journey!! @

Dear Sir/Madam, I wish to complain about the appalling service provided by
< your company ...

Exp‘loring genre variation and change

Genres not only shift over time but vary between languages and cultures. Writing
‘appropriately’ is not just a matter of following conventions; it also means using
language that is up to date and culturally sensitive.

One way of exploring genre variation is to read and compare sample texts
before writing.

After discussion in separate groups, they came together to share ideas, develop ; Example 6.4
themes and review and practise the language needed for communicating these. |

_ Discussing changing genres

In a literacy context this kind of collaborative process can be used as a starting point Embedded literacy: business administration

for writing. _ Learners compare samples, ranging from contemporary emails to memoranda .
from earlier decades. They look at salutations and endings such as Hi guys, Dear
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all, Esteemed colleagues, Respectfully, Kind regards, etc. This enables them to place
themselves, as contemporary writers, in a historical context and make choices
when writing their own emails at work or for course assignments.

Task 6.4

Exploring differences in genre conventions across generations and
cultures

A literacy group is preparing to write to friends and family, telling them of their
success in gaining a literacy qualification and inviting them to the award
ceremony. One learner has decided to invite the Learning Support Assistant
who worked with him during the course:

e As oral preparation for writing, what questions might you ask the
group in order to explore: .
o cultural and intergenerational differences in forms of address;
o ways of reflecting the degree of intimacy between writer and
reader.

e What additional resources might be useful?

Comment 6.4
Some possible questions you might ask the group are:

e How would you begin or end an email or letter to an older person in
your family, a friend or a child?

e Would your children begin and end the letter/email to each other in a
different way? .

e What would you use in your first language? Would it sound right in
English? (For example, in Mexico, people say ‘many kisses’ rather
than ‘love’).

e What would the Learning Support Assistant think if she got an email
which ended ‘Lots of love’? What would be more appropriate? Why?

Resources could include a bank of salutations and endings for people to
comment on, add to and select from, for their own texts.

Working on coherence

A text must be coherent if it is to be effective. A writer can build a coherent text, in
which the structure and ideas are clear to the reader, by using a number of devices,
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including: signpests such as headings and illustrations; discourse markers such
as connectives; and lexical sets: words and phrases that express the main themes of
the text (See Chapter 3).

One way to explore coherence is to compare sample texts, one coherent and the
other not, asking learners to find the features that make them coherent or incoherent.
Another way is to use a single model text. In both cases it is helpful to project the
texts on to a screen and discuss key features as a group.

Sometimes it is best to focus on one feature at a time. Subheadings are the main
organizing device in certain kinds of text, such as recipes:

Ingredients

Directions

Cooking time

Serves
In other kinds of writing, connectives are more important. For example, in Seam’s
personal narrative (Text 4), clear cohesive links are needed because the narrative does
not develop in a linear way but is interspersed with comments on the general theme
of education. In the final paragraph Sean signals to the reader that he is returning
from these broader issues to his own persorial story:

So getting back to my first day at collage ...

Having analysed sample texts, learners then compose their own, using similar
devices, with scaffolding provided for those who need it.

An alternative to a model of coherence is one of incoherence. Here, the use of
humour can be effective, for example a text that is a ridiculous muddle, veering
between one topic and the next or endlessly repeating itself. The challenge for
learners is to turn it into a coherent text.

Students can also use non-text based approaches, as in the example below.

‘ Example 6.5

Using iméges to create coherent texts

Images can be used to 'organize a text on screen or on the page. The basic
structure is provided by the sequence of pictures and the text is then developed
further. Working in pairs or small groups, learners:

e Select images and sequence them according to the purpose of the
writing (e.g. narrative or persuasive); '

e Write a caption for each picture;

Use each caption as the topic sentence of a paragraph;

e Revise and edit the text and present it to the whole group.




230 TEACHING ADULT LITERACY

Part 3: Developing writing at sentence level

In this section we move on to writing at sentence level, looking at ways of
approaching grammar and punctuation. We can’t cover these comprehensively
here, so we focus on some issues that arise frequently in literacy learners’ writing.

Grammar and writing development

In previous chapters (3 and 4) we have discussed how writing can differ significantly
from speech, particularly informal speech The following issues have particular
implications for learner writers.

e Most published writing is in Standard English. In some varieties of English
the grammar is very different to the Standard. _

e The syntax of writing is different from that of speech. It is based on
complete sentences (rather than phrases or fragments) and in more formal
texts the use of complex sentences, with embedded clauses and other
features, is common. i

e In writing, punctuation is used to mark the boundaries of sentences and
clauses; these boundaries do not always correspond with pauses in speech.

e In speech we often omit parts of words, such as verb endings, or pronounce
them indistinctly, but we need to use them if we are writing in Standard
English.

In this section of the chapter we discuss practical ways of approaching all these issues.

From speech into writing

Sharomn’s home language is a London variety of English, in which the past and
" present tenses of verbs are similar to Standard English. Yet in ‘Scary Story’ (Text 2a),
her inconsistent use of tenses affects the coherence of the text:

I walk into the woods at nighttime and try to get my dogs and then I saw
werewolves running towards us. We run to get to my car. I got one of my
dogs into the car ... .

There are a number of possible explanations for Sharom’s inconsistent use of tenses
here.

e She is moving between past and present as she might do in informal speech
when recounting an anecdote. She is using the present tense for dramatic
effect but reverts to the past tense at intervals.

e She may not be aware that each component of a word must be written
down even if it is not pronounced (walk + ed).
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® She finds it difficult to hear the separate sounds within a word.
® She thinks of the root word (walk) as being the most important part, and
the ending as relatively unimportant.

Whichever of these is true, the issue is not that Sharom is unable to use
language grammatically, but that she is still developing her understanding of written
language and how it differs from speech. In the final section of this chapter, we give
an example of formative dialogue (see Chapter 8) that could be used when
working with Sharon on this piece of writing.

Teaching grammar for writing: inductive and
deductive approaches

As discussed in Chapter 4, learners whose home language is a spoken variety of
English may need to learn Standard English grammar explicitly, so that they can
compare it with the grammar of their own varieties and make informed choices when
they write, weighing up which variety best serves their purpose and fits the context in
which they are writing.

There are two key approaches to working explicitly on grammar. In a deduc-
tive approach, the teacher teaches the ‘rules’ or general principles and learners
practise applying them. In an inductive approach, learners 'discover’ these them-
selves by analysing examples; the role of the teacher is to provide authentic examples,
using questions and prompts as needed.

The activities described below, in which learners analyse the grammar of a
model text, are part of an inductive method.

Example 6.6

Identify past tense verbs in narrative texts -
Examples of narrative texts

Personal narrative
Biography

Story

Health or social care report
Accident report
Witness statement

Record of a work procedure

Choosing models

Choose a model text according to the interests and needs of the group, for

example a children’s story with a family learning group, a formal report for a
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vocational course, or, in a discrete literacy class, any kind of narrative text that
members of the group are interested in.

Setting a context
Begin by discussing the context and purpose of the text, using questions,

prompts and aids such as photos or recordings, to elicit learners’ prior knowl-
edge and experience.

 Past simple tense practice activities
These could include the following:

e Follow a narratlve and pick out key events
o watch/listen to/read an audio/video clip or written text.

e Highlight the verbs
o —ed endings of regular verbs;

o common irregular verbs.

@ Carry on the story

o finish an incomplete narrative;
0 put in the missing verbs (choose from a word bank if
- needed).

e (Create a narrative
o use their own verbs or choose from words generated by the

group.

It is helpful to do worked examples first before asking learners to work independently,
and to'cater for different learning styles, for example providing colour highlighters or
using cards or other tactile approaches rather than relying exclusively on worksheets.
With many groups it is best to start with regular verbs ending in -ed. Initially
you might need to write a model text in which most of the verbs are regular; this is
unlikely to happen in a real text, as most-common verbs in English are irregular. In
the long term, aim to use authentic texts as far as possible, including examples
brought in by learners themselves, as these reflect language as it is used in real life.

Learning written grammar through ‘immersion’

As mentioned in the introduction to this chapter, a recent research study (Andrews et
al. 2004) suggests that young learners acquire knowledge of written grammar through
reading, rather than through explicit teaching, whether deductive or inductive.
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In an approach based on this idea of acquisition, learners read model texts, but
there is no explicit teaching of grammar before writing; instead, the emphasis is on
experiencing language through reading and reproducing it when writing. Proponents
of this approach argue that, by frequently reading certain types of text, we internalize
their grammatical features and reproduce these naturally in our own writing.

Example 6.7

Learning grammar through immersion

Learners have been reading different kinds of texts over a period of time. In this
activity they are given the beginning of a text in which the language of a
familiar genre is exemplified, for example:

Dear Mama, You ask, me what I'm doing. well, wm thinking about
you and hoping that you are well...

STRETCHING AND RELAXING

Lie dc;wn flat on the floor, arms at sides, feet slightly apart. Inhale
deeply and stretch your arms above your head along the floor, your
fingers apart. Stretch your feet with toes apart ...

RUOK

Learners then develop the text further, writing in the same style as the
original. They can do this individually or in pairs. The point at this stage is for
them to enjoy using the language and let the grammar emerge naturally. Once
the group has produced drafts, specific points of grammar are identified and
analysed, for example:

'm. doing ... Um thinking ... and [I'm] hoping:

e present continuous tense
e ellipsis (if appropriate for the level of the group) — see Chapter 3.

Lie down inhale ... stretch:
e imperative form of the verb
RUOK:

® the abbreviated nature of ‘text speak’, in which words that would
normally be separate are compacted together (areyouok)
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Most formal evidence of people’s ability to acquire knowledge of written syntax
without explicit teaching is to be found in research studies focusing on children.
Purcell-Gates et al. (2004) in the United States found that pre-school children growing
up in literate, English-speaking households, whose parents read them a story at
bedtime, could easily reproduce the language of children’s fiction, including the kind
of syntax not normally found in speech.

Not all adult literacy students have grown up in these circumstances. Nonethe-
less, in some learners’ writing there is evidence of the influence of reading on their
syntax. For example, the sentences in Geraldine’s Mills and Boon synopsis (Text
1a) are fluent and complex, featuring constructions often found in popular fiction:

Having just moved to London after the death of her mother, she has no
friends, no family and no job. She moved to London hoping to make a new
life for herself and find her father. Little does she know she will also meet her
future husband. :

A favourite device used here is inverted word order for dramatic effect:

Little does she know ...

Sean’s personal narrative (Text 4) shows attempts to reproduce formal written
syntax. His sentence structure is ambitious and works well up to a point, though he is
not fully in control:

On my first day back in education as an adult at Shoreditch college in

- Hackney, was very daunting. In the first place it was hard to relate to the boy
who from the age of four to sixteen didn’t enjoy his time at school also in
Hackney and Tower Hamlets.

Sean’s text, though it shows the positive impact of reading on his ability to use
varied and complex sentences, also suggests the limitations of relying solely on
acquisition. He has many skills, but would benefit from working explicitly on
sentence structure and punctuation, while continuing to read as widely as possible.

Combining acquisition and explicit teaching épproaches

Most tutors combine explicit teaching, both inductive and deductive, with ap-

proaches based on the concept of acquisition. In addition to reading and analysing
model texts and providing support for people to try things out informally, they work
on sentence structure, using learners’ own writing and supporting them with
developing their syntax as part of the revision process. '

It can be helpful to writers to break down complex constructions and rebuild
them in stages, eventually adding the punctuation needed to make the structure clear.
This can be done interactively, with the tutor asking questions and giving prompts to
draw out implicit knowledge. Colour coding makes the syntax easier to ‘see’, both
literally and metaphorically.
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In the first sentence of Sean’s text, removing the embedded phrase, as an adult
at Shoreditch College in Hackney, would reveal the basic structure of the sentence and
Seam could later put the phrase back in, with commas to mark its boundaries:

My first day back in education was very daunting.

My first day back in education, as an adult at Shoreditch College in Hackney,
was very daunting.

Similarly, when wOrking on his second sentence Seam could remove the phrase, from
the age of four to sixteen, and put it back in with punctuation:

the boy who didn’t enjoy his time at school ...

the boy who, from the age of four to sixteen, didn’t enjoy his time at school ...

Ultimately Seam could rebuild the whole sentence, adding the main clause and using
the past perfect tense in the subordinate clause (hadn’t enjoyed) to refer to a time
further back in the past:

It was hard to relate to the boy who, from the age of four to sixteen, hadn’t
enjoyed his time at school, also in Hackney and Tower Hamlets.

It is likely that Seam, who reads widely, knows the past perfect tense implicitly,
though he may not use it when he speaks. The tutor could use questions and prompts
to elicit this form of the verb, or offer an amended version of the sentence, drawing
attention to the two contrasting tenses and asking Seamn to explain the difference:

It was hard to relate to the boy who ... hadn’t enjoyed his time at school

This kind of activity can work on paper, with cards or on screen. In group
activities an interactive whiteboard is helpful: learners remove and replace key
elements (such as subjects and objects or main clauses and relative clauses) in order to
explore their role in the sentence.

In Sean’s case an auditory approach to syntax might also work, as there is
evidence that his approach to spelling is often based on the sounds of words rather
than visual memory.?* In the case of syntax an auditory strategy would consist of
reading the sentence aloud, exaggerating the phrasing and elongating the pauses, in
order to draw attention to the different syntactic units within the sentence.

Sean is keen to work closely on this aspect of his writing. He is aware that he

needs to develop greater accuracy and control if he is to fulfil his ‘goal of studying at
university. '

Working on syntax with beginning writers: building
sentences and texts

With beginning writers, Language Experience, an approach which is outlined in
Chapter S, provides opportunities to work on syntax. One benefit of this method is
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that it draws on the communicative skills learners already have. Another benefit is
that, in using their own language, it helps them move from speech into writing.

This is particularly important for those whose spoken grammar differs signifi-
cantly from Standard English. Rather than asking a beginner writer to move from one
grammar into another at the same time as producing a written text, the tutor uses the
learner’s own grammar, negotiating changes only if the meaning is unclear. This
avoids making unrealistic demands on the learner during the writing process. For
example, if a learner said “In 1976 1 come to England”, the tutor would write the
word come, as it is clear from the context that the action took place in the past.

Another way for inexperienced writers to work on syntax is by generating words
around a topic and using these to build sentences. The tutor uses discussion,
questions, prompts, model texts and audiovisual aids to elicit and create a word bank,
usually on cards. Each person chooses words she wants for her text, makes them into
sentences and uses the sentences to build a text. _

Sometimes the tutor writes all the words needed for a sentence, in a circle or on
cards, and the learner uses these to construct the sentence:

England

England] - in] - [1] [to]

At other times the tutor provides more difficult words and the léarnep combines

these with words she already knows. In Yvonne’s case (Text 16), the tutor provided:

|shopping| |market|  [onions

Yvonne was able to write some of the words independently, including:
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At this stage the focus is on building sentences, rather than on practising new
spellings, which is best done afterwards to avoid distraction and overload.

Sometimes the focus can be on a particular word class. In the activity below,
using one of the model texts discussed earlier in the chapter (Williams 2003), learners
fill in the missing adjectives. Later they build their own texts using the same
adjectives or others of their choice.

My house is big.
My kitchen is nice.

My bedroom is warm.

Ibig| [nice] [warm|

lsmall] [cosy| [cold] [damp]

My house is ...
My kitchen is ...
My bedroom is ...

Grammar needed for writing: bilingual learners

Generally speaking, when working on grammatical aspects of writing with groups
that include bilingual learners, some different or additional issues need to be
addressed, as there are likely to be features of English grammar that differ from the
grammar of their home languages and they may need to learn them explicitly.

For example, when working on past tense verbs, bilingual learners may need to
clarify the distinction in meaning between the past simple and past continuous.

For those who speak English as a first language these tenses can also be
challenging, though for different reasons: sometimes the form of the verb is different
in their spoken variety or, as we saw with Sharon, phonological features of informal
speech carry over into their writing, including indistinct verb endlngs

When working on the past simple and past continuous’ tenses, begin by
exploring the context of a narrative and demonstrating the different ‘meanings of the
two tenses. Provide opportunities for bilingual learners to practise these orally (if
necessary focusing on one tense initially and the other one at a later date, to avoid
confusion). Choose a_model text that exemplifies the use of past simple and past

continuous verbs and ask learners to consider the role that each plays in the
narrative.
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Example 6.8

Identifying past simple (ps) and past continuous (pc) verbs in a text
Different kinds of narrative text can be used, depending on their relevance to
the group and the context for learning, for example:

Care worker's report:
Mr Patel was sitting up (pc) in bed when I arrived (ps).

Accident report:

I was standing (pc) on the corner of Blackstock Road and Seven Sisters Road
when a blue VW Golf approached (ps) the junction very fast and crashed (ps)
into a stationary red van.

Story:
Daylight was fading (pc) and the wind was howling (pc) in the trees. She felt
(ps) a light tap on her left shoulder and screamed (ps)...

This is jtjst one example of a grammar point that is likely to be particularly
important for bilingual learners. Other examples are discussed in Chapter 4. For
approaches to working on spoken and written grammar with bilingual learners,
see the partner volume to this one: Paton and Wilkins (2009).

Approaches to developing punctuation

Punctuation marks are symbols that carry meaning; writers use them to send ‘signals’
to readers to guide them through a text. At sentence level they clarify the grammati-
cal structure and at text level they work alongside other symbols to create an overall
design. As with grammar, it is helpful to approach punctuation through looking at its
use in context.

Changing conventions in punctuation and capitalization

All literacy conventions vary according to genre and change over time. As technology
develops and new genres come into being, different ‘rules’ apply and new symbols
emerge (recent examples are bullet points and emoticons such as smileys ©).
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Since Shakespeare’s time there have been a number of small shifts in the use of
punctuation marks and capital letters. This is shown clearly in the famous title page below.

Task 6.5

Changing conventions of punctuation and capitalization

Look at the title page of the first complete works of Shakespeare, published in
1623. Can you identify uses of punctuation and capitalization that are different
from what they would be today?

Me VWILLLIAN
SHAKESPEARES
COMEDIES,
HISTORIES, &
TRAGEDIES,

LONDOXN

Pritrz ity Is Taggaid, ) B Blosat. 1625

Comment 6.5

This text is a little over-punctuated and over-capitalized by today’s standards.
The writer has used:

e a full stop at the end of each heading/subheading;

e a full stop after the abbreviated version of a name (Ed);

e commas before and;

® initial capitals in True Original Copies.
One missing punctuation mark which would normally be used today is the
apostrophe for possession:

MR WILLIAM SHAKESPEARES COMEDIES
MR WILLIAM SHAKESPEARE’S COMEDIES
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Activities for exploring changing conventions in punctuation

It can be empowering for people to explore changes in punctuation, as it challenges
the view that punctuation is always ‘right’ or ‘wrong’, by showing that it is based on
social convention.

e Investigate the punctuation used in a range of texts (e.g. advertisements,
menus, recipes, TV listings, food labels, emails, text messages). Ask learners
to bring in their own texts; add samples to illustrate particular changes or
innovations. Invite learners to:

o discuss how punctuation marks are used and find any differences
between genres;
o identify new symbols that have come into use in their lifetime.

® Research the history of punctuation, using sample texts from different
historical periods and drawing on published books and web-based sources.

Activities focusing on the role of punctuation and other symbols

e [Examine a particular feature in a text, such as the use of bullet points, and
discuss its purpose.

e In small groups people share what they already know about punctuation
marks and other symbols, and feed back to the whole group. The. tutor
provides questions, ensuring that the range of punctuation covered and the
wording of the questions are appropriate to the level of the group:

Which punctuation mark would you use?

° To show that a question is being asked?

To express surprise or strong feeling?

To indicate that another person is being quoted?

To separate items in a list?

To convey friendliness and informality (in a text message or
email)?

' To make a list of items stand out from the body of the text?

Scaffoldmg can be provided for this activity, such as a bank of syrnbols on

cards and/or a bank of terms:

A8 0 0 @ EJ

full stop| lquestion mark] smileyl  |bullet point
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® Working in pairs, learners try out a particular symbol in a short text and
share their drafts with other pairs.

e In small groups, learners read a story aloud, with one person playing the
part of the narrator and the others reading the words of characters in the
dialogue, using the line breaks and speech marks as a guide.

Punctuation and syntax

The greatest challenge punctuation presents comes from its relationship with syntax.
Punctuation is part of the written code and is based on written sentences rather than
units of speech. The most ‘basic’ punctuation marks, the full stop and comma, are
used to mark the boundaries of sentences and clauses. This is not as easy as it sounds,
because syntactic units in written language do.not wholly correspond wrth units of
meaning and sound in speech.

As Mina Shaughnessy (1977) and Roz Ivanic (1996) found in their research with
adult learners, learner writers tend to apply“the logic of meaning and prosody when
using punctuation.

In this extract (Text 14) Joyce has used a capital letter and full stop to mark a
topic unit or unit of meaning beyond the level of a sentence, and a comma to
divide it into smaller units:

The plane journey was something I can never forget, [ was sick all the way
the experience was unforgettable.

This ‘sentence’ is about her journey as a whole; the smaller units consist of an
introduction (The plane journey was something I can never forget) and an elaboration (I
was sick all the way the experience was unforgettable).

In conventional punctuation, the introductory clause would end with a full
stop, as it is a complete sentence with a subject (The plane journey) and a finite verb
(was), but Joyce, looking at it from the pornt of view of meaning, sees it as an
introduction-and only uses a comma. :

She also sees the second and third: clauses, I was sick all the way and the
experience was unforgettable, as part of a single thought or utterance and does not break

" them up with punctuation, whereas conventronally they would be marked as separate

sentences.
Joyce's use of full stops and commas is logical, but incorrect in terms of current

~ conventions in English.

Joyce also uses punctuation as a rhetorical tool. Twice in the same text she uses
a capital letter and full stop to mark a short, technically incomplete sentence, in order
to heighten the impact of her words:

The land that pave with that proverbial gold.

Still living the dreams of one day.
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Sometimes it is acceptable in standard written English to use incomplete
sentences rhetorically; indeed it is a favourite device of many fiction writers, as in the
famous opening sentence of Bleak House:

Fog everywhere.?>

But fundamentally writers need to understand what a ‘complete sentence’ is if they
are to use punctuation conventionally. As Roz lvanic (1996) points out, teachers often
give advice based on ‘common-sense’ definitions, such as ‘a sentence is a group of
words that makes complete sense’ or ‘a full stop marks a long pause and a comma
marks a shorter one’. Unfortunately, these are not always a reliable basis for making
punctuation decisions, though they can be useful as starting points.

For learners at higher levels of literacy, accuracy in punctuation may be an
important aim, particularly if they want to gain a vocational or academic qualifica-
tion. For learners whose literacy skills are less developed, it is unrealistic to expect
total accuracy in the use of full stops, however ‘basic’ this skill may seem to those
who have managed to acquire it. '

Developing a sense of what a ‘sentence’ is

Tutors can help learners at all levels develop their understanding of what a ‘sentence’
is, beginning with simple sentences before moving on to compound or complex
sentences. With some groups technical terms such as subject, verb and predicate
are useful, as they identify the key components explicitly. With others it is essential to
find more concrete ways of making the concepts clear. In most of the examples below,
the technical terms can be used or not, as appropriate to the group.

One of the simplest ways of introducing the idea of a ‘sentence’ is to identify
two main components, subject and predicate.

Example 6.9

-Activities focusing on subjéct and predicate

1 Learners make sentences from colour-coded components: subjects
and predicates. The full stops are on separate cards, to highlight their
role as symbols and so that learners will use them actively to mark the
ends of sentences.

With basic literacy learners, and initially at all levels, it’s best to
begin with short or single-word subjects. In the examples below,

" subjects or predicates to make them complete:

predicates are shown in italics.
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|She| |went shopping | []

D | is a hundred and fifty years old | [Her house]

| climbed through the window | D | Aburglar |

Eventually use longer, multi-word subjects to show that a subject
can be long or short, a single word or a noun phrase. Use different
colour fonts to illustrate the concept visually.

[y cousn Veome] [}

D I climbed through the window I ]A burglar wearing a balaclava]

| The house where my grandmother used to live | D

| is a hundred and fifty years old |

As with earlier activities, some learners like using cards they can
handle, while others prefer to move things around on a screen.

A fun activity is to have a ‘lucky dip’ of subjects and predicates, which
can lead to incongruous results:

My cousin Yvonne is a hundred and fifty years ofd.
A burgfar wearing a balaclava went sﬁppping.

Subjects and predicates, separately and combined, can be used to
contrast ‘complete’ and ‘incomplete’ sentences. A subject or predicate
on its own is a fragment, but combined they make a complete
sentence. With the help of prompts if needed, learners identify
incomplete sentences, discuss what makes them incomplete, and add

climbed through the window (Who climbed through the window?)

The house where my grandmother used to live (What about the
house?)

At higher levels of literacy it is important to be able to identify the
subject and verb in a sentence and to be aware that in Standard
English the verb is sometimes inflected to indicate person or tense,
as in this activity.
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Ask learners to underline the subjects and circle the verbs. Do
worked examples and discuss them first:

My cousin Yvonne to the market every day.
A burglar through the window.

All these activities can be made more effective by using sentences from texts
that learners have been reading or, even more importantly, from their own
writing.

Punctuation and the writing process

Learners develop punctuation skills as they compose whole texts. Having a reader in
mind encourages a writer to use punctuation to convey meaning. Activities to
develop a sense of authorship in relation to punctuation include the following.

e Formative dialogue: ask learners to explain their punctuation choices,
one-to-one or in pairs. :
e Peer review: display a draft on screen and discuss the use of punctuation.
e Revision: encourage learners to revise for punctuation, focusing on how
effectively they have used it to communicate with the reader.
e Proofreading: ask learners to focus.on a single punctuation mark that
" they’ve been working on individually or in the group.

Punctuation and capitalization

Capitalization is partly a word-level process in writing: it involves forming upper case
letters when handwriting or selecting them when keyboarding. It is also a sentence-
level skill, involving the use of capital letters, along with full stops, to mark the
boundaries of sentences. ' ’
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Task 6.6

Analyse the use of capital letters, full stops and paragraphs in this piece of
writing by Yvonmne (Text 16). For the purposes of the task we have amended
Yvonme’s spelling.

I'went to the market to do some shopping When I got to the market I bought some
potato and spinach some fruit with onions and rice at same market And yam and
fish and chicken and some milk Some cod and chips I bought some orange juice and
banana.

And come back home.

Comment 6.6

Yvonne’s text is an example of written language that is close to speech, but
showing some knowledge of writing conventions. On the basis of her limited
experience, Yvonne appears to have formed a hypothesis about the role of
capital letters, using them to break down her text into manageable chunks. Each
chunk is about the length of a sentence and sometimes corresponds o a
sentence syntactically:

I went to the market to do some shopping When [ got to the market ...

At other times Yvonme’s use of capitals seems to reflect her thought processes

" during the production of the text, with each new thought marked by a capital

letter:

.And yam and fish and chicken and some milk Some cod and chips ...

Yvonne’s writing shows partial knowledge of the function of paragraphs and
full stops. She understands that a new paragraph indicates a new idea or event,
and has divided her text into paragraphs, one about going to the market and
buying food, the other about coming home again. She knows that a full stop is
used at the end of a unit or chunk of text, and has marked the end of each
paragraph with a full stop.

To help Yvonne see the difference that punctuation makes, the tutor could
begin by pointing out one or two places where a full stop or comma would
make it easier to follow, and then ask Yvonmne to carry on the process. To allow
her to experiment, the full stops and commas should be movable symbols,
either on cards or on screen.

Yvonne could also benefit from working with a partner on matching
subjects and predicates, as described earlier, using simple sentences from their
own speech or writing.
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Part 4: Developing writing at word level

Vocabulary?®

English vocabulary is very large and capable of expressing many nuances and shades
of meaning. This is a wonderful resource for writers which, if explored, can enhance
their pleasure and confidence in the writing process.

Range and precision: taking risks

In Sean’s personal narrative (Text 4), the word daunting vividly conveys how he feels
at the prospect of returning to education as an adult. It captures the exact quality of
the feeling in a way that a more everyday word such as worrying would not have done.
Sean took risks when he drafted this text, using many words he was unsure of, like
apprehension, techniques and disrespectful (aprehenchon, texneces, disrespectable). This
resulted in a much more powerful piece of writing than he could have produced had
he limited himself to words he could spell.

One way that learners can begin to take risks is by engaging in ‘low-stakes’

writing practice?” — trying out new ways of expressing thoughts, ideas and feelings.

This kind of writing can help people develop the self-assurance and flexibility they
need for writing in general, including more ‘functional’ writing. In some contexts,
such as family learning or creative writing with literacy, the arts of storytelling and
poetry are part of the curriculum. In discrete literacy classes many people also enjoy
this kind of writing and value the increased confidence it gives them.

Unfortunately, what is often promoted in textbooks and educational websites,
in exercises devoted to ‘descriptive’ writing, is an overwhelming focus on adjectives,
despite the fact that overusing them leads to writing that is flowery or unnatural. In
exercises using kernel sentences, simple statements like '

The man.-went down the street.

~-can end up as:

The tall, thin, blond man went happily down the wet street.

Notice that the verb in this sentence (went) is lifeless and uninformative: it reveals
nothing of the man's state of mind, or the state of the pavement. It would have been
more effective, and more economical, to let the verb show that the man was happy
(he danced) or that the street was wet (he skidded). It’s also worth asking whether the
adjectives describing the man’s appearance, tall, thin and blond contribute anything to
the story.
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‘Low-stakes’ activities for developing vocabulary

Example 6.10
Verbs for storyteliing

e Miming: Verbs are written on cards (e.g. dance, skid, creep, tiptoe,
dash). Learners take it in turns to pick up a card and act out the verb
written on the card. Others guess what the verb is. The word on the
card is eventually revealed. (This can be a small group activity if
people feel too shy to mime in front of the whole group.)

e Pictures: Each card has a picture illustrating an action in the story.
Learners think of a verb for each picture or match two sets of cards,
~one with pictures and the other with verbs. _

¢ Going round the group: Each person suggests a more interesting
verb to replace went. The tutor gives prompts such as ‘How was he -
feeling as he went down the street’? ‘How would he move if he were
drunk/injured/excited/scared?’-

It's a good idea for the teacher to join in these activities, sharing the risk taking
with learners and providing models, miming a particular verb to get the story going
or suggesting a word that reveals a character’s physical or mental state and setting off
a chain of related words (stumbled, staggered, swayed, etc.).

Vocabulary for specific contexts

Different kinds of vocabulary are needed for different types of text, and word choice
depends on the audience and purpose of the writing. In an embedded literacy course,
vocabulary development can be linked to a writing assignment; in a discrete literacy
course it -can relate to learners’ roles as parents, workers or members of the
community. '

A useful pre-writing activity is to elicit and build a lexical or semantic set of
words and phrases needed for the type of text and its purpose. As well as extending

- vocabulary, this enables people to build more coherent texts by means of lexical

cohesion .28 :

EXAMPLE 6.11
Building lexical sets for writing

Motor vehicle assignment: mechanic, hub, chassis, align, alternator
Meetings and minute taking: agenda, matters arising, point of order,
chair’s action.

Job application: substantial experience, hardworking, conscientious,
motivated. '
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Learning words in a meaningful context makes them easier to remember. It’s
also helpful to limit the number of new words and phrases being learned at any one
time.

Passive and active vocabulary

A person’s active vocabulary consists of the words they know and use. Their passive
vocabulary consists of words they know but are less likely to use, as discussed in
Chapter 3. Pre-writing activities, to enable people to access passive vocabulary and
use it actively, could include asking them to:

® suggest key words for a topic;

pick words from a bank and match them to definitions;

e discuss the meanings of words in a text and choose some to practise in
sentences;

e compose a text, using words they have generated and practised.

Bilingual learners, who have grown up speaking another language or languages,
may not have a large passive vocabulary in English, as they have not been immersed
in English since childhood (see Chapter 4). They may need additional input from the
tutor, including pre-teaching of words and phrases needed for a writing task. For
discussion of this aspect of second language learning see the partner volume of this
book, Teaching ESOL (Paton and Wilkins 2009).

Spelling

Spelling is a complex and much debated issue in adult literacy. This Complex1ty arises.

from the 1nterplay of a number of factors, including:

¢ linguistic: the nature of the alphabetic system and the dlfflCultleS posed
- by the ‘opaque’ spelling system of English;

e cognitive: the role of memory in spelling, and the need for 1nd1v1duals to
develop their own strategies according to their learning style;

e social: the value attached to conventional spelling and the fact that it is
often equated with competence or even ‘intelligence’;*

e affective: the distress caused by the stigma attached to ‘poor’ spelling, and
the fact that many learners are understandably anxious to improve their
spelling skills above all others.

In this section we will look at each of these factors and consider implications for
practice.
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Linguistic factors

The alphabetic code and the writing process

In an alphabetic writing system, individual speech sounds are represented by abstract
symbols. The shapes of words and letters do not reflect either their sound or their
meaning. The shape of the symbol t, which represents the sound of the first letter in
tree, is entirely random; the word elephant does not look like a real elephant any more
than house looks like an actual house.

So spelling involves drawing on a body of abstract knowledge during the
already complex process of composing a text. Some people develop automaticity in
spelling, but many people writing in English, including experienced writers, find it
hard to produce conventional spellings as they write.3® A writer in this situation must
use other strategies, such as skipping over words at the drafting stage (as Geraldine
did in Text 1b), using a personalized checklist for proofreading, or asking a tutor or

friend for support. It is important to discuss these strategies with learners, so they can

decide what works best for them.

Sound-symbol correspondence

As explained in Chapter 3, every alphabetic language has a set of regular sound-
symbol correspondences, but in English this set is very large because of the number of
variations. Irregular words are an added complication.

Many people argue that English spelling is unnecessarily difficult and call for it
to be reformed. They point out that many of the variations and exceptions exist for
purely historical reasons, often arbitrary ones, and that a more consistent system
would remove at least some of the barriers people face when learning to write in
English.

The schwa presents a particular challenge for the learning and teaching of
spelling. This vowel sound, the most common one in the English language, can be
spelled in many different ways (see Chapter 3).

Proponents of symthetic phonics argue that the entire set of regular
sound- -symbo] correspondences, including all the variations, can be learned, stored in

‘the memory and retrieved when writing. They suggest an order in which to study
them and recommend that people master each new pattern before moving on to the

next one. However, for many adult literacy learners this would be extremely difficult.
An added problem is that, if divorced from writing whole texts for real purposes,
learning spelling in this way can feel pointless and alienating.

On the other hand, knowledge of sound-symbol relationships is an important
tool for writing, without which writers would only be able to use words whose
spelling they could recall visually. Learners need access to this body of knowledge and
tutors need to find ways of incorporating it into the writing curriculum.

One approach is to focus on groups of words with the same spelling patterns,
generating these from words in texts that learners are reading or writing. The
rationale for this is twofold:
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e people are motivated to learn words they want or need for a purpose;

e learning a type of word or a pattern is more useful than learning an
individual word, as it gives the learner underpinning knowledge that can be
applied to other words.

Eddie’s text (Text 3) contains many spelling errors, from which he and a tutor
would need to select.

One word that could be grouped with others of the same pattern is would. Using
an onset-rime approach (see Chapter 5), learners could:

e divide would into its onset and rime:
w + ould = would
e add the onsets ¢ and sk to the same rime:

¢ + ould = could
sh + ould = should

e learn and practise the whole group: would, could, should.

These words are difficult, but they are among the most common words in the
language.

Another way of working on sound-symbol correspondence is to incorporate
regular work on phonics into a literacy course. In adult contexts this means devoting
a small proportion of each lesson to learning or revising a new pattern, following a
logical order such as the one recommended in the English adult literacy core
curriculum (DfES 2001). To take an example from Eddie’s text, it would be logical to

work on consonant-vowel-consonant (CVC) words such as fed and bed, before .

tackling more difficult words like write and like, in which the long vowel sound is
represented by the middle i combined with the final e.

For all learners, knowledge of sound-symbol relationships is a step towards
more accurate spelling, but for many it remains extremely difficult and they need to
combine it with other strategies (see the section on cognitive factors below).

Accent and pronunciation

‘Adult learners come from varied language backgrounds and speak English with many
different accents. Vowel sounds vary from one region to another, and learning how to
represent them in writing can be difficult in a group. For example, the vowel sound in
bed is different in different accents, and for some people the pronunciation of bed and
-bad is almost identical. This is an enormous complication when using phonics for
spelling.

For tutors the challenge is to support individuals in moving from the sounds of

their own natural speech into the letter patterns of conventional English spelling.

Morphology and spelling

As discussed in Chapter 3, morphology is the study of the structure of words. '
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From the point of view of spelling, what writers need to know about morphol-
ogy is that:

e spelling longer words can be easier if you divide them into components
such as ‘roots’, prefixes and suffixes;

® asuffix (and occasionally a prefix) can change the spelling of the root word;

e this happens in predictable ways which can be learned;

e there are exceptions.

Morphology is usually a core part of a spelling curriculum. As the concepts being
learned are very abstract, teachers often help learners gain ‘ownership’ of them by
using an inductive approach. This involves providing models and asking learners to
look for patterns, for example how and when a plural or past tense ending affects the
spelling of a root word:

family/families -

hurry/hurried
‘Imported” words

All languages absorb words from other languages. In terms of spelling, the problem
with this process in English is that imported words tend to retain their original form,
or at least a version of it that does not fit within the normal range of English spelling
patterns. This makes the words difficult to spell, for example technique, rhythm and
psychiatrist. (Strategies for learning difficult words are discussed below in the section
on cognitive factors.)

. There are particular issues for speakers of other languages when dealing with
English spelling (see Chapter 4). Tutors need to be aware of these when supporting
bilingual learners.

Cognitive factors

People’s ability to remember spellings depends on many factors, including age and
cognitive style. People who are dyslexic can have difficulties arising from visual or
auditory processing problems or inefficiency in the working memory. Finding
strategies which draw on their distinctive strengths, as well as addressmg weaknesses,
is particularly important for these learners.

Some people use knowledge of word structure or sound-symbol correspondence
to apply spelling rules when writing. Others draw on their visual memory of words
and their implicit knowledge of patterns: they go by the ‘look’ of the word:

easily ‘looks’ right, whereas easyly doesn’t
Another visual strategy is finding words-within-words. Do carnivores eat meat or

meet? In this case it’s easy to choose the right spelling, as the word eat is contained
within the word meat.
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Some people like to have an overview of all the possible letters or combinations
that can be used to represent a sound, but for many literacy learners this kind of
global approach only leads to confusion. For them, trying to learn more than one
spelling pattern at a time is not a good idea, particularly if the patterns are similar.

Example 6.12

Homophones there, their and theyre

Many people understand the distinction in meaning between these words, but
still get them confused when they write them. This is because the main factor in
choosing the correct spelling is memory. For these learners it is better to
concentrate on one word at a time, exploring its uses and building up
associations to which the memory of the word can be ‘pegged’:

‘e using a drawing, photograph or other visual image.
e grouping words of the same pattern and learning them together

here, there and everywhere.

The strategy adopted depends partly on the word itself and partly on the learning
style of the individual. When working in a group, it is best to assume that there will
be as many preferred ways of learning spelling as there are people in the group, and
use a variety of approaches.®!

Task 6.7

Developing strategies for spelling difficult words
How would you remember the spelling of the words rhythm and necessary?

Comment 6.7
Ways of tackling these words could be:

e Highlight single and double letters in contrasting colours:
e [Learn the necessary letters by heart:

r-h-y-t-h-m
e Use a mnemonic:

Rhythm has your two hips moving.
It is necessary to have one collar and two socks.

(L2
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Social and affective factors

As discussed earlier, social pressure to spell conventionally is very strong and
conventional spelling is often regarded as a sign of ‘intelligence’, despite the fact that
it depends more on memory than on higher order intellectual processes. The stigma
attached to ‘poor’ spelling causes problems for many people, including lack of
confidence, a distorted view of their own abilities and a tendency to focus on spelling
as if it were the most important aspect of literacy.

On the positive side, there are affective factors that can help with spelling, such
as motivation to learn words that are personally significant to the learner. In Text 12,
there is evidence that Aftab can learn personal key words, including long ones like
Bangladesh.

In Eddie’s text (Text 3): most key words are misspelt, including bricklayer, fed
up, learn, read, write and help. However, he wrote this text before he started a literacy
course and it is likely that he could learn some personal key words with the support
of a tutor, choosing words that he needs for his goal of becoming a bricklayer:

mix + er = mixer

brick + lay + er = bricklayer

Literacy tutors can respond to positive and negative affective factors in spelling in
several ways, including:

e taking into account learners’ interests and priorities;

e giving constructive feedback;

e discussing the reasons for the difficulty of English spelling, including
historical reasons;

e working on spelling regularly and systematically, in the context of mean-
ingful writing tasks.

Approaches to Iearning and teaching spelling

Havmg explored some of the factors that impact on the learning and teachmg of
spelling, we now consider a number of established approaches

Making a link with reading: text-based activities

As with other aspects of writing, whole texts can be used as a starting poinf for work
on spelling. Using a text that the group has been reading,

. explore spelling issues arising from words in the text;
ask learners to suggest strategies for difficult words;
devise practice activities;
set up a writing task drawing on the themes of the text, using a selection of
the words.
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To take just one example, the word ‘favorite’ in the text ‘Baked Bananas’ (page 205)
could be used in a number of ways:

e To compare British and American spelling: ask the group to compile a list of
words with the same patterns, such as

favor favour
flavor flavour
color colour
neighbor neighbour

e To explore the broader social issues arising from this example: the global
spread of American English, the current trend towards US spelling, and the
reasons behind it. This kind of discussion enables learners to take a longer
view of spelling and helps demystify current conventions by putting them
in a historical context.

¢ To identify and discuss the schwa. The middle syllable in the word favourite
is normally swallowed and the word is pronounced something like fave / rit.

Sometimes the spelling of the schwa can be revealed by going back to the
root word, where the syllable is a little more distinct and the pattern can be
seen more easily:

favour
favourite

Diagnostic assessment: identifying strengths and areas for development

One way to meet individual needs in a spelling programme is through diagnostic
assessment and dialogue. In this part of the chapter, we will refer to writing by Aftab
and Eddie.

Aftab: Text 12

“Aftab is a bilingual learner who had limited access to literacy as a child, and for
whom English is not a first language. In view of this, his spelling in Enghsh is
remarkably strong.

e Personal key words are spelt Correctly .
. Aftab, Bangladesh, England, family, problem college English.

e Phonic strategy is often successful. Even when a word is not completely
correct it is based on existing words or patterns (in this example add, mesh,
on):

addmeshon (for admission);

or he uses a logical phonic alternative (0z), combined with visual memory
of the word as a whole:

becoze (for because).

A
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e Vowel sound confusion reflects the pronunciation patterns of Sylheti:

smool (for small).
live (for leave);
batter (for better).

Eddie: Text 3

It is evident from this piece of writing that Eddie, unlike Aftab, has fundamental
problems with spelling, though he does have some knowledge that can be used as a
starting point.

e He uses initial consonants correctly.

-He remembers the spelling of two personal key words: work and- hope.

e He knows the consonant digraph -ck and uses it in backlald (bricklayer) in
which the vowel sound is short, but incorrectly in lick (like), in which the
vowel is long and the final -¢ is needed. '

e He uses the consonant blend -Ip correctly in help (holp), but misses the
blend br- in bricklayer (backlald).

e He can’t always identify the component sounds of words; sometimes he
adds an extra phoneme: lont for lot, or an extra syllable: reder for read.

Spelling in the context of learners’ own writing -

It is clear that Aftab would benefit from continuing to learn personal key words, as
this is something he already does successfully. Eddie could also try this strategy; his
motivation for writing is linked to a vocational goal and he could pick words he
needs for this context.

Aftab could extend his knowledge of sound-symbol correspondence in regular
words, learning new patterns and clarifying confusions. For Eddie this is also very
important but he is likely to find it difficult. '

- Both learners could set up a regular spelling routine in which they choose words
they want to learn; decide on strategies for learning them; practise them and test
themselves at frequent intervals. A well-known framework for doing this is Look, Say,
Cover, Write, Check.f'2 Two basic principles underpinning this approach are:

‘@ the words must be useful to the learner, who Chooses them from his own
writing;

® the tutor’s role is to help the learner explore strategies that will work for
him as an individual.

Aftab could work towards developing proofreading skills, though at present
this would be difficult for him, as his knowledge of English spelling is still fairly
limited. In Eddie’s case it would only be realistic to proofread for a very small
number of words that he has been working on.
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Dyslexia and spelling

Eddie’s problems with spelling affect his ability to produce a legible text or use
writing to express his ideas. There is a discrepancy between this extreme difficulty
with spelling and the qualities in his writing, including clarity and coherence at text
and sentence level, and logical, if not completely accurate, use of punctuation and
capitalization. This combination of notable strengths and difficulties can be a sign of
dyslexia.

Eddie has some knowledge of spelling to build on. A tutor would have to be
encouraging, realistic and selective in her feedback and her suggestions for learning,
and support him in trying out different strategies. He would probably find it helpful
to work with a specialist tutor one-to-one, as this would give him scope to investigate
his strengths and difficulties and find strategies for moving forward with spelling.

Learning and teaching spelling: putting it all together

When working on spelling with groups and individuals it is worth remembering some
basic principles:

Practise regularly and for short periods.

Concentrate on one pattern or aspect at a time.

If working regularly on phonics, follow a recommended sequence.

Provide opportunities for review and consolidation:

Vary the activities and use a multi-sensory approach.

Use technical terms to shed light on useful concepts, as appropriate to the
group (e.g. vowel, consonant, prefix, suffix).

Use contexts that are meaningful and relevant to adult learners.

Use words from texts that people are already reading.

Make links with learners’ own writing.

Provide opportunities for active and collaborative learning.

Explore the history of English spelling and discuss the difficulties it
presents.

o If p0551b1e make spelling fun'

Part 5: Supportmg the writing process as a-
‘whole

As suggested in the introduction to this chapter, people learn to writé by writing.
Learners need opportunities to compose whole texts, with support from tutors on
both the technical skills of writing, like punctuation and spelling, and the strategic
skill of producing an effective text within a given social context. They need

opportunities to develop confidence, a sense of themselves as writers and a repertoire

of ‘voices’ for the different kinds of writing they want or need to do.

WRITING 257

A recent NRDC research study (Grief et al. 2007) suggests that it is important for
teachers to:

® set up writing tasks carefully, using pre-writing activities to prepare for
writing;

® make the composition process explicit;

engage in formative dialogue with learners;

® give useful feedback.

In this section we discuss each stage of the process, drawing on theory and
practice covered earlier in the chapter. These are only examples; when planning,
tutors have to take into account a wide range of factors, including the writing people
do and aspire to do outside the classroom, how they feel about writing, how they
work together as a group, the ways they prefer to learn and the sub-skills they need to
develop.

Effective teaching depends on being responsive and flexible, going with the
‘teachable moment’, picking up on issues as they arise and responding effectively. 33
This is often quite subtle, requiring skill on the part of the tutor. In the case of
writing, it means noticing and analysing how learners use spoken and written
language and being aware of the social, affective and cognitive factors that can impact
on writing, as distussed throughout this chapter.

Before writing

Generating ideas

P‘re-writing activities are important becaﬁse they enable learners to:

flraw on their knowledge of the topic, genre and wider social context;
express ideas orally first, as a bridge into writing;

practise language or literacy skills needed for the task;
build confidence and motivation for writing.

Examples of pre-writing activities from earlier in this chapter are the ‘credit crunch’
debate on page 219 and the community workers’ discussion on page 226, in which
learners share ideas, explore themes and work on the grammar or vocabulary. they
need for the topic.

Exploring the writing cycle

Writing is a process which, though individual in many ways, has elements that can be

identified and practised. Learners may have implicit knowledge of this which the
tutor can draw on.
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Example 6.13

Visually representing the writing cycle

One way of showing the cyclical nature of writing is to use cards with different
‘stages’ written on them and ask learners to sequence them. This can lead to
discussion of what writing involves, including the fact that it is not a linear
process.?*

Planning
When working on the planning stage of writing, it can be helpful to:

e offer a framework — a spider-gram or other visual tool - or invite learners to
create their own planning tools;

e help people draw up plans, using questions and prompts;

e discuss options, including the option not to plan, for example when
spontaneity is more important than structure, as in a personal email or text
message.

During writing
Providing scaffolding for a first draft

The point of scaffolding is to give support that frees up the learner to express ideas
and develop a text.
Scaffolding can include:

® a writing frame;
e grammar and vocabulary needed for the top1c and type of text;
e spellings of difficult words.

The type and amount of scaffolding will depend on the learners and the tutor must

make a judgement about what kind of support to offer, how much structure to
provide and how best to use learners’ own language and ideas as a starting point.
Responding to drafts

This is one of the most significant aspects of teaching wr1t1ng and demands
sensitivity and skill on the part of the tutor.

T —
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Research with adult learners in the UK and USA (Grief et al. 2007 and Condelli
et al. 2003) suggests that it is important to respond to drafts as a reader, not just as an
assessor, using formative feedback and dialogue to:

e support the development of a sense of authorship;

e Dbuild confidence;

® develop awareness of audience, discussing the needs of the reader and the
impact of the writer’s choices;

@ offer support with technical aspects of writing.

When responding to a draft:

respond with interest to the content;

use open questions to help the writer develop her ideas;

highlight aspects of the writing that are effective and explain why;
point out errors that might cause problems for a reader;

explore the choices open to the writer. '

® & & ® @

When a learner is ‘stuck’ during drafting, ‘remind him or her of ideas he or she
expressed earlier and give prompts to help the learner clarify what he or she wants to
say. .

If the learner is worried about technical problems:

e remind him or her to stay focused on the overall purpose of the text;

e suggest short-term strategies, such as asking for spellings of words he or she
needs, using a word bank or writing the first letter of an unknown word
and moving on.

Most literacy learners need assurances that there will be opportunities to work
on spelling and other technical aspects of writing later, if not at the drafting stage.

All these ways of responding to drafts can be used in small groups as well as
one-to-one. :

Formative fe_edback and dialogue

Example 6.14

Formative feedback to Sharon (Text 2a)

Formative feedback to Sharon on her draft of Scary Story could cover many
issues. To avoid overload or demoralization, it would be important to be
selective and highlight qualities as much as areas for development. Here are
some examples of comments the tutor might make, each of which could be the
beginning of a dialogue:
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This really is a ‘scary story’: there’s a ot of running and tripping and an atmosphere of panic!
Yowve created this effect very well, using the words ‘un’ and ‘running’ several times. Did you
enjoy writing the story? Did you make it up or is it based on one yow've read?

Sometimes I got a bit [ost in the story. For example, when you say ‘they’ in the fifth line, who do

you mean? Who are ‘they’? Who do you mean by ‘the other person’? If you make these things
clear, your story will be easier to follow.

Your use of punctuation is very strong. You fuave used full stops to mark the ends of sentences.
Did you use the grammar check on the computer (the squiggly green line)?

Let’s tafk about the verbs yowve used in the story. Verbs can make a big difference to how easy it
is 1o follow. Do you know what a verb is? Let me show you some examples ... (See pages
212-13 for discussion of Sharon’s use of tenses.)

Are you thinking of putting this story in the class magazine? If so, fow will you-illustrate it?
" How will you make the title stand out? Can you make it [ooK scary?

After writing

Revision

To revise effectively we must be readers of our own texts. When a teacher responds to
a draft as a reader she is modelling the revision process, focusing on the effectiveness
of the text, discussing issues such as clarity, expressiveness, coherence and fitness for
purpose. These are the kinds of issues that a writer needs to consider when revising a
text.

Recent research in the area of assessment for learning (Black et al. 2005) suggests
that it is important for learners to draw up their own criteria and apply these when
revising. This can work especially well as a group activity when working on a
particular type of text.

Examplie 6.15
Eliciting criteria for effectiveness in writing

e Project a sample text on to a screen or interactive whiteboard.

e Evaluate it as a group: analyse what makes it more effective or less
effective. '

e The group draws up a set of criteria related to the genre and the
purpose.

e Learners now apply these criteria collaboratively in assessing other
texts (e.g. each other’s drafts).

e Finally, each person uses the criteria independently to revise her own
writing.

By
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Many learners are unused to the idea of revision and have the unrealistic
expectation that a first draft, if written by an experienced writer, is already perfect.
Many people confuse revision with proofreading and it’s important for tutors to make
a clear distinction between the two processes: revisiom is for effectiveness,
proofreading is for correctmness.

It can be helpful for people to draw up their own revision checklists. For
example, while some people find it hard to maintain a consistent register in a piece of
writing, others have problems with sequencing or using suitable headings.

Revision as a creative process

Revision need not be just a hard slog but can be a creative process. For a writer, the
purpose of revision is to find better ways to express what she wants to say and achieve
the effects that she wants to create. This can be enjoyable and satisfying. For example,
Sharomn could make her Scary Story more effective visually, using ‘scary’ pictures or a
font like Chiller for the title; she could also get satisfaction from making the story
more coherent and enabling her readers to follow the plot.

Even in more formal or impersonal writing the creative aspect of revision is
important. For example, when revising a persuasive text like a letter of request, a
writer might choose new words or phrases that make the points more clearly or
heighten the impact of the text.

Teachers can help by supporting the redrafting process, focusing on both
linguistic and visual features, as in Sharom’s case. Skilful questioning can help people
develop their drafts, improve their use of language and other modes of expression and
make their writing more effective.

Proofreading

Even proofreading, which means checking for errors and correcting them, can be
enjoyable, especially if done in a group. Some tutors use games, such as the first team
to find the twenty deliberate mistakes wins, which many learners enjoy (though this can
be undermining for some people). .

It's often a good idea to focus on just one issue, for example verb endings,
plurals, full stops or capital letters, depending on what people have been working on .
recently. _ -

As with revision, each person can draw up her own checklist, in response to
formative feedback from the tutor. Many learners will need extra support, especially
those at an early stage of literacy.

Conclusion

Writing is a difficult but potentially rewarding activity for adult literacy learners, and
one that is important to them for many reasons, as discussed at the beginning of this
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chapter. They aspire to use writing to fulfil a variety of personal and social goals, and
they bring funds of knowledge and experience as a resource for learning.
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