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Putting thoughts on paper — the what, how and why in
process writing

Many students are struggling with writing and may become afraid to write
for fear of failure. This fear is often genuine because they may have
limited expressions, cannot organize their thoughts, are afraid to spell
words incorrectly, have trouble with syntax, do not know how sentences
go together, or have trouble retrieving vocabulary. Some students may
have never been taught the necessary steps to begin or complete the
writing process. Writing calls on active working memory and the ability to
keep a series of steps in mind and execute them at the same time. It is a
juggling act of ideas, vocabulary, mechanics, letter formation, spacing,
spelling, and organization — all are difficult for students with little
confidence in writing.

Teachers at St Francis’ Canossian School found that some of their students
did not write with confidence. Students followed very closely the writing
frames and answered the guiding questions faithfully when writing their
composition. The products were very similar in content and presentations.
The prime purpose of writing for students was to complete a piece of class
work or homework. The highly structured guided writing experiences put
constraint on students’ writing development. In order to enhance students’
writing proficiency and meet the changing requirements in writing at
system level, teachers searched for alternatives to guided writing. They
adopted process writing.

What matters most to the teachers at St Francis' Canossian School at the
start of their shift to the new teaching approach is how to incorporate
process-writing skills into the writing process. As the new approach was
different from their conventional practice in using structured guided
questions to help students write, teachers needed to lead students through
a series of steps — brainstorming, drafting, revising and publishing. They
also needed to take into consideration that process writing focus on
allowing students — especially young learners - to write with plenty of
room for error. Standard correction began slowly, and children were
encouraged to communicate through writing regardless of language
accuracy. Teacher intervention and peer feedback would be captured  to
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illustrate how students improved during the process.

As far as peer feedback in process writing at St Francis' Canossian School
Is concerned, students received feedback from their peers as well as from
the teacher. This allowed them to have a deeper reflection on their own
writing. They were more able to monitor the quality of their own work
when they commented on the work of others. Yet, teachers found that their
feedback would not necessarily help students learn better or produce
better work. Students did not often treat teacher feedback seriously and no
action for improvement was taken. Though some students did not
understand the feedback they received, they seldom initiated to ask their
teachers for clarifications or explanation. On recognizing the gap, teachers
invited students to respond to their feedback. This practice ensured that
the feedback was received, attended to, and acted on. It also helped to
promote interaction between students and teachers and enhance the
feedback process.

During the course of development, teachers doubted whether or not the
new approach would work for all; whether the old approach still had its
benefits for some of the students, whether there was the need to integrate
the old and the new practices; and whether they could find time for
process writing in the tight teaching schedule. In this session, teachers will
share with the audience their insights and experiences on how they used
the process writing approach to enhance students’ writing proficiency, and
how the new practice impacted on their teaching and student learning.

Speakers
Ms FUNG Ho-kwan, Jeanda Senior School Development Officer
Ms KU Yuen-fan, Rachel St Francis' Canossian School

Mrs TSANG LAM Wing-yan St Francis' Canossian School

Language English
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Reading information texts with joy and tears

What do teachers think about information texts?

Generally speaking, teachers agree that text types make up a significant
part in the English Curriculum Guide (2004). According to the Curriculum
Guide (p. 17), students need to learn six categories of text types. They are
narrative texts, information texts, exchanges, procedural texts, explanatory
texts and persuasive texts.

Information texts are a broad and general category. They share the
common purpose of imparting information. However, when compared
with other text types, most teachers found that information texts were
more difficult to handle. Unlike cards, notes, messages, letters, postcards
and emails in exchanges which share similar format and text features like
date, salutation, complimentary closure, writer’s signature, information
texts seldom share common features and format. Unlike directions and
instructions in procedural texts where imperatives like turn left, add some
salt are widely used, information texts share minimal common language
structures. Another difficulty is the overlapping nature among various text
types. For example, posters, which are currently categorized under
persuasive texts in the Curriculum Guide, can be placed under information
texts as well.

Disregarding the complexity of information texts, most textbook writers
give each text type more or less the same exposure. Most teachers
acknowledged textbooks’ deficiencies and made appropriate supplements
in different ways. Some teachers introduced non-narrative texts into the
Reading Workshops, while some introduced supplementary exercises that
consisted of a bewildering variety of texts into the GE Program.

School Context: Our students needed more than that in the textbooks
Teachers at T.W.G.Hs. Leo Tung-hai Lee Primary School recognized that
their students did not have much chance to come across information texts
in the community or at home, and what was available in the textbooks was
insufficient. To address the insufficiency, teachers chose information texts
purposefully for the Reading Workshops and introduced supplementary
exercises into daily teaching. Having done that, teachers gradually
realized that their repertoire of teaching non-narrative texts was not
enough.
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Puzzlement of teachers: Why didn’t we enjoy teaching information
texts?

The teachers were well familiar with various teaching strategies like
storytelling, reading aloud and shared reading. These instructional
strategies worked very well with narrative texts. However, when it came
to the teaching of non-narrative texts, these strategies seemed rather
inappropriate.

On one occasion, the teachers learned about KWL. It is an instructional
strategy for teaching information texts. The letters KWL are an acronym
for "what we know", “what we want to know”, and "what we learned".
The teachers decided to give it a try. This strategy worked well. But on
reflection, it worked well only with high achievers. Asking average
students to tell what they wanted to know in English proved to be a bit

demanding.

What were the difficulties?

This “half-success half-failure” experience drove the panel heads to
re-think about other possible strategies. Before moving on, they decided
to conceptualize their previous experience. They identified two basic
problems teachers and students faced when teaching and learning
information texts. These problems included (i) unfamiliar text types and
(ii) new vocabulary.

(i) Unfamiliar text types

Teachers found that students simply did not have a solid idea of each
genre. Students could not tell crossword puzzles from a play. They
thought crossword puzzles were plays because they could play them. They
identified cartoons as stories because they recognized the overlapping
nature of cartoons and stories (both cartoons and stories have storylines)
but failed to notice the distinctive feature of cartoons (more ideas were
expressed in pictures rather than in words).

Nonetheless, even after students learned to identify the text features and
text types, they tended to forget quickly. One good reason is that they do
not have such knowledge in their first language. This is understandable as
the focus of Chinese teaching is more on ideas than on text features or text
types. Given such background and the “exotic” nature of some text types
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(e.g. program of speech day, letter to parents, invitation card); the panel
heads believed that they needed more than just instructional strategies to
tackle this issue.

The panel heads decided to devise a regular self-learning activity to
increase students’ exposure to various text types. They started with P.5
students. The teachers collected a variety of authentic reading matter
(usually bilingual in nature) and designed follow-up worksheets (mainly
focus on text features) to aid students’ comprehension and to increase
their awareness. Students checked their answers and circulated the
materials among themselves.

(if) Unfamiliar vocabulary

One thorny problem the teachers faced was that information texts usually
involve a lot of unfamiliar vocabulary. Some vocabularies or expressions
are text-specific. For example, “on sale, buy one get one free” go with
advertisements, “narrator, scene”” go with plays, “ticket, event, venue,
fee, information” go with posters/leaflets. Some expressions like “If
interested... If you have any questions, please contact...” or “tickets
available at the General Office” appear frequently in certain type of
genres. Since most of their students did not have parental support in
learning, teachers believed that they needed to teach this kind of
vocabulary explicitly. They needed to recycle them in lessons and use
innovative ways to encourage their students to learn.

The panel members had lots of ideas for teaching vocabulary, this
included strategies like picture cards, realia, elaboration and word webs.
However, they were puzzled when it came to contextual issues like
integrating it with other reading skills, catering for learner diversity, and
promoting student-centered teaching. Teachers worried that if they
focused too much on word explanation, they would turn themselves into a
“walking dictionary”. To explore this topic further, teachers finally
decided to make ‘teaching information texts’ the focus of their peer
observation.

To start with, teachers of the same level selected suitable information texts
and co-planned the lessons. They identified teaching focus and devised
follow-up activities. Since students’ learning difficulty was expected to be
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vocabulary-related, teachers made extra preparation to tackle this issue.
After observing one another’s lesson, teachers then conceptualized their
experiences and conducted an in-house sharing.

What to expect in the sharing session?

The teachers will share with the audience their reflections on the first loop
learning (i.e. KWL instructional strategy). They will then proceed to their
‘second loop learning’ (Kember & Kelly, 1993). The focus will be on how
the self-learning activity ran in class, how they handled unfamiliar
vocabulary in information texts, and how they assessed students learning
in the lessons. Most importantly, the teachers are going to share their
reflections on modular planning and integration, the balance between
teaching skills and knowledge, and the joy and tears they found in
teaching information texts.

References:

Curriculum Development Council (2004). English Language Curriculum Guide
(Primary 1-6). HK: Hong Kong Printing Department.

Kember, D. & Kelly, M. (1993). Improving teaching through action research. NSW:

Higher Education Research and Development Society of Australasia.

Speakers

Ms KWOK Wing-ki, Judy Senior School Development Officer

Ms MAK Shuk-han T.W.GHs. Leo Tung-hai Lee Primary
School

Ms LO Pui-ling TW.GHs. Leo Tung-hai Lee Primary
School

Language English
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EO3

Opening a treasure chest— experiences in “reading weeks”

T.W.G.Hs. Tam Shiu Primary School has incorporated English readers into
the curriculum for many years. Yet teachers often met looks of
incomprehension in classrooms. The impact of the situation has been
getting more intense as the school is facing shrinking student population.
Grouping students of very mixed abilities into a class has been an
unavoidable decision. Facing the challenge, the teachers attempted
different curriculum planning and pedagogies to stimulate these students’
interests in reading and enhance their understanding of different readers.
Over the vyears, the school progressed from treating readers as a
curriculum option which teachers could leave aside when there was too
much to cover for assessments; from scheduling readers in reading cycles
which students could only get a slight flavour of a reader in once-a-week
lessons, meaning that it might take almost one month to finish a reader; to
finally settling on reading weeks which provide a sustained favourable
atmosphere for reading, instant feedback on students’ comprehension,
focused teaching and learning of reading skills, and appropriate language
knowledge for students at different levels of language proficiency.

The reading weeks have a prime goal to engage students of different
abilities in reading. Breaking away from the convention of providing
graded worksheets to cater for learner diversity and drawing on the
premise that intelligence is multiple rather than singular (Gardner, 1984),
teachers were of the opinion that integrating multiple multi-sensory
learning tasks to cater for different learning styles could be another way
out.

With reference to the proposition that students can learn more effectively
when they are taught with methods and approaches responsive to their
perceptual strengths (Dunn, 1990), teachers collaborated to design tasks
matching students’ auditory, visual, tactile and kinaesthetic learning style
preferences. They found that the developmental role-play tasks and
rapping activities could involve both low-achieving and high-achieving
students who needed active whole-body movement and real-life
experience. Engaging students in discussion tasks of self-initiating
questions on readers shed light on auditory and visual learners’
differentiated understanding. Such tasks were teachers’ important assets
for giving students immediate and necessary feedback for deeper
comprehension. The combination of writing and authentic experience and
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using diagrams to trace development of plots for presentations were
other student-centred activities. Teachers found that the situational interest
(Guthrie, Wigfield, Humenick, Perencevich, Taboada and Barbosa, 2006)
generated from the stimulating multi-sensory tasks in conjunction with
guided reading motivated a wider range of learners to process text in a
deeper way.

Teachers also reflected that scaffolding the multiple multi-sensory tasks at
progressive levels of difficulties may be just as helpful to accommodate
individual differences. A simple role-playing task could be developed into
various tiers beginning with a whole-class reading aloud activity focusing
on word-level language understanding to a small group role-playing
activity targeting at reading with appropriate feelings and intonation at
text level. Students could pick up a new rapping task with teachers’
guidance from reading aloud slowly to rapping rhythmically and briskly;
from understanding the text to interacting with the text and from attending
to language accuracy to fluency. Meticulous scaffolding in the reading
weeks provides students with opportunities to find their favourite gem
embedded in readers according to their interest.

In this session, the teachers are going to share with participants their
curriculum planning and reflection on the teaching of readers with
elaboration on why they opted for reading weeks after gauging the
strengths and weaknesses of different modes of reader instruction.
Strategies of designing tasks and worksheets in reading weeks to match
the perceptual strength of different students will be shared and discussed.
Classroom videos and students’ work will be shown to the participants to
illustrate different tasks of the reading week. Audience may be invited to
rap along in the session to experience how students learn through
multi-sensory ways.

References:

Dunn, R. (1990). Rita Dunn answers questions on learning styles. Educational
Leadership, 48(2), 15-19.

Gardner, H. (1984). The development of competence in culturally defined domains. In
Shweder, R. and LeVine, R. (Eds). Culture theory: Essays of mind, self and emotion.
Cambridge University Press.

Guthrie, J. T., Wigfield, A., Humenick, N. M., Perencevich, K. C., Taboada, A., Barbosa,
P. (2006). Influences of stimulating tasks on reading motivation and comprehension.
Journal of Educational Research, 99, 232-245.
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Enhancing competencies, broadening minds - how
assessment supports learning

We are all aware of the influence assessment has on the learning and
teaching process. Assessment impacts on what learning contents our
students focus on, their approaches to learning, and their study patterns of
when and how they revise those contents. What students do in the
classroom and in their home assignments, how they prepare for
dictations/tests and examinations, and how they perceive or follow up on
the results of the tests and examinations, have profound impact on them as
learners. Students receive feedback teachers give them through
assessment and this helps them to move onto the next step of learning.
Therefore, the assessment design needs to be undertaken carefully to
maximize the positive impact of assessment on students.

Seeing that assessment has such a powerful backwash effect on student
learning, teachers at SKH St Peter’s Primary School re-examined and
reflected on their practices and views towards assessment in their English
KLA curriculum. They identified some of the challenges they faced in the
school that carries a rather long history: the traditions of the school; the
practice and culture of marking among teachers; the multiple demands of
assessment itself; the issues of mark/grade distribution and standards; and
the ways in providing feedback to large classes and managing the logistics
of individual assessments. To the teachers, the challenge is that
assessment is about doing several things at a time (Ramsden, 2003). It is
about learning and at the same time it is about grading. It is about
summarizing students’ achievements and at the same time about teaching
them better. It is talking about criterion referencing but invoking
comparisons between individuals. It reflects what students can do now
and what they might be able to do in the future.

Bearing the multiple demands of assessment in mind, teachers dealt with
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these challenges by making sense of the data and evidence emerged from
TSAs, internal assessments, collaborative lesson planning meetings, and
whole panel discussions. They began to try out new ways of marking
students’ work and gradually developed their own scoring criteria on
writing. They made good attempt in using new means of giving timely
feedback to their students. The initial feedback and discussion focused on
ideas rather than on marks was provided at a time when the ideas were
still fresh in students” minds. Students received feedback from their peers
and teacher during group discussion. Seeing and critiquing other’s work
heightened their awareness of standards required and helped develop their
ability to evaluate their own work. Student gained feedback from a
different perspective other than just from the teacher, thus allowing them
to have a deeper reflection on their own writing. They became more able
to monitor the quality of their own work when they were given
opportunities to comment on the works of others. The provision of peer
feedback also required students to come to a clearer understanding of
standards and criteria as they prepared their comments for their fellow
classmates.

In this sharing session, authentic curriculum materials and assessment
papers will be shown to illustrate the connection and coherency between
formative and summative assessments. Student work and learning
episodes will be examined and discussed to help illustrate the
assessment-feedback loop. This session aims to prompt reflection in the
audience on the connection between learning, teaching and assessment,
and to work on practical ways of implementing Assessment for Learning
in the English language.

Speakers
Ms FUNG Ho-kwan, Jeanda Senior School Development Officer
Ms WU Sheung-man, Ann SKH St Peter’s Primary School (AM)

Ms LAM Kwok-kiu, Dorothy SKH St Peter’s Primary School (PM)

Language English
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Poetry writing and appreciation in action

How to help struggling and reluctant pupils to find success and acceptance
in writing and speaking is always a teacher’s great concern. Using
activities that offer pleasurable learning and an awareness to language
development can be an entry point. Research findings (Oczkus, Baura,
Murray and Berry, 2006) indicate how poems and rhymes help pupils
learn to appreciate the sound, words and patterns of the English Language.
Writing short pieces such as poems and rhymes using words that students
liked or knew does help struggling pupils write with increased confidence.
Such a practice also encourages able pupils to experiment with language,
thus enhancing their creativity. With such an idea in mind, the P4 English
language teachers of Pat Heung Central Primary School explored using
simple poems to stimulate their pupils to read and write. They attempted
to find out if their pupils could improve in these two areas through
structured learning procedures.

Poetry writing and appreciation was, therefore, integrated into the learning
modules. In the first stage, pupils were introduced some shape poems
about animals for recitation. They were guided to observe the use of
adjectives for an accurate description. They learned to clap the rhythm and
do the actions while reciting. Then the reading texts in the textbook and
small readers were used to provide pupils with the necessary language
knowledge such as nouns, adjectives and verbs for describing animals.
Scaffold materials and activities were used to support pupils to create a
three-lined poem in the structure of :

Noun

Adjective (and) adjective

Action
The pupils learned to discriminate these three elements in a shape poem.
Then the teachers introduced the shape poem in the structure of:

Adjective, adjective, noun

Action
Following this structure when creating their shape poems, pupils learned
how details were built up with the use of appropriate adjectives and verbs
to add power. Pupils’ work indicated that they managed to describe the
characteristics of animals as in the following samples:
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Strong, powerful elephant
Playing with water in the river.

Tiny, white mouse
Eating cheese in the house.

Their poems were then recited in class and posted up for sharing.

In the next stage, the teachers decided to add more details and depth to
their poetry teaching. They encouraged the pupils to move from
word-level to sentence level poem writing. The application of language
forms, phonics and writing skills was attempted. With teacher guidance,
the pupils were provided input of a target language structure and a list of
rhyming words. The pupils attempted to create their simple poems on the
basis of a structured framework that allowed them to express their
feelings, ideas and experiences with greater confidence. They enjoyed
reciting their own poems in class. It was found that most of the pupils
could read, spell and use words like ‘enormous’, ‘powerful’, ‘terrible’,
‘wonderful’, “fantastic’ etc. accurately. They were able to beat the rhythm
correctly and voice out the rhyming words when reading aloud the poems.
Poems composed by pupils were compiled into poem books (e.g. Animal
Poems, Food Poems, Beautiful Places) for sharing. Their work was
introduced to other class levels as well.

It was also found that poetry writing helped to improve the pupils’ ability
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in writing. Pupils’ writing tasks throughout the rest of the school term
showed that they could use varied sentence structures and vivid
descriptions to talk about people and things. The struggling pupils, in
particular, showed their improvement and effort in both writing and
reading aloud as observed in their performance. Such kinds of learning
activities were also shared with other teachers in the school. Poetry
writing and appreciation has become one of the learning foci in the
school-based curriculum.

In this sharing session, teachers from Pat Heung Central Primary School
will share with the audience how they helped pupils comprehend simple
poems, the strategies to teach poetry writing and poems recitation, and the
ways to develop pupils’ semantic, syntactic and graphophonic knowledge
and skills. Audience will be invited to interact with the presenters in poem
recitation.

Reference:
Oczkus, L., Baura, G, Murray, K. & Berry, K. (2006). Using the love of “poitchry” to
improve primary students” writing. The Reading Teacher. Vol. 59, No. 5, pp 475-479.

Heinemann.
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Mr TO Kwok-kuen Pat Heung Central Primary School
Language English

Write right — rubrics as criterion-referenced learning tools

Writing is clearly a complex, multifaceted process requiring the ability to
manipulate many sub-skills simultaneously (Evans 2001). Teachers at Lok
Wah Catholic Primary School are aware of the inadequacies in the writing
of their students. They found that students generally fell short of ideas in
their writing. There was evidence of attempt by students to respond to the
prompt but the writing focus was not consistently sustained. Only a few of
them were able to provide relevant ideas with supporting details. Why do
students always write something short of their expectations? How can

32



they help students to write right?

Research findings indicate that reading and writing should be connected
since reading has a powerful impact on writing, and vice versa (Tierney &
Shanahan, 1996). If students can read the appropriate topic before writing,
it helps them develop an understanding of the content and context, thus
enhancing their writing performance. Teachers at Lok Wah integrated
substantial reading input of various text types in the learning modules and
designed reading tasks to equip students with the skills in reading for
understanding of the specific text types before writing. Emphasis was put
on establishing a strong link between reading and writing. The ‘to’, ‘with’
and ‘by’ continuum (Hornsby, 2000) was taken into consideration to give
indication of how much support and guidance teachers needed to give at
various stages when students were learning to write. Starting from
modeled writing, students gradually progressed through the shared
reading and writing of a particular genre. Students were immersed in the
genre during reading and then composed a text in that genre through
shared writing before they were guided to write their own text.

When it came to assessing students’ writing, the practice of
criterion-referenced marking was introduced and refined through adopting
and developing writing assessment and evaluation rubrics for expository
and narrative writing. Performance indicators were devised to assess the
composing skills and mechanical skills. These writing rubrics helped
teachers identify and deliver to students the prerequisite language input in
vocabulary building, language forms and functions appropriate to specific
genres, and appropriate thinking tools like graphic organizers.

However, when reflecting on their initial attempt using writing assessment
and evaluation rubrics for marking test and examination papers, teachers
came to one important observation. They found that they constantly
overlooked the fact that assessment on the writing task should assess what
it claimed to assess, and, more importantly, its correlation to what had
been taught. There was clear mismatch between what were stipulated in
the rubrics and students’ writing performance. The practice of using the
rubrics only as an assessment tool for marking test and examination
papers revealed a very loose link between teaching, learning and
assessment. The rubrics as tools for assessment had little impact on
students’ writing.
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To make better use of the rubrics as learning tools in writing, teachers
shared with students the writing rubrics in terms of content, audience,
purpose, and appropriateness of style. They made sure that students knew
the criteria for good writing and how their writing would be scored. They
provided specific and timely feedback to inform students of their
performance and areas needing improvements throughout the writing
process. It was evident that students made quantitative and qualitative
differences in their writing.

This sharing session aims to illustrate how teachers scaffold and
supported students’ reading and writing as they taught, demonstrated,
guided, and modulated the amount of support they provided to help
students with different abilities; how pedagogical considerations on
writing assessment and evaluation rubrics were solicited, and how they
analyzed and used students’ learning evidence to help them reflect on the
teaching of writing. They will also highlight the match and mismatch in
teachers’ and students’ expectations they identified when putting the
writing rubrics in practice, and how these discrepancies were addressed.

References:

Evans, J. (Ed.) (2001). The writing classroom. London: David Fulton Publishers.
Hornsby, D. (2000). A closer look at guided writing. Melbourne: Eleanor Curtin
Publishers.

Tierney, R.J., & Shanahan, T. (1996). Research on the reading-writing relationship:
Interactions, transactions, and outcomes. In R. Barr, M.L. Kamil, P.B. Mosenthal, & P.D.
Pearson (Eds.), Handbook of reading research: Volume Il (pp. 246-280). White Plains,
NY: Longman.

Writer’s Choice — Writing Assessment and Evaluation Rubrics. Glencoe: McGraw-Hill
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Dr TSE Kwok-keung, Ernest Senior School Development Officer
Ms TSE Chi-mei, Auxilia Lok Wah Catholic Primary School
Ms CHAN Shin-han, Pam Lok Wah Catholic Primary School
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Can junior primary students go beyond sentence writing in
English?

What can we do to improve our students’ writing? This is a question
frequently raised by Principals and English language teachers. Many ESL
research in the last two decades informs us that writing ability could never
be naturally acquired. It will not improve simply because students come
of age (Liberman and Liberman, 1990). Writing is a set of skills that can
only be learnt through training, instruction, practice, and experience
(Grabe & Kaplan, 1996).

For emergent writers at junior primary level, coherent text writing is
always a hurdle to overcome. They are acquainted with substituting words
in structured writing frames to produce a number of repetitive but discrete
sentences. Parallel and highly structured guided writing are the general
practice in writing lessons. However, junior primary students need to cope
with the demand of the Primary 3 TSA writing papers that require them to
demonstrate proficiency in producing a piece of writing with “relevant
ideas” and “coherency”. This is always an area of concern for English
language teachers at SKH Lui Ming Choi Memorial Primary School. In
view of the need to give an early start to P.2 students in the training of
writing coherent texts, teachers initiated a writing program to develop
students’ writing skills at the end of the 2006-2007 school year.

Making text coherence the object of learning in the writing program,
teachers introduced model paragraphs to increase students’ exposure to
coherent texts with similar themes. Mind maps were used to illustrate the
structure and organization of coherent paragraphs. Guiding questions and
key words were designed to help students grasp what were normally
included in a coherent paragraph. Students were then taught to brainstorm
and select relevant ideas to put in their own mind maps. They were
expected to model on the graphic organizer when planning for their own
writing. On completion of the initial training program on writing, it was
found that most students could write a paragraph on some of the important
activities of the day. To teachers’ surprise, most students could finish
writing the paragraph in about 15 minutes without much teacher
intervention.

In the course of development, one interesting finding identified was that
while some classes could come up with a more coherent piece, others
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could not. What made the difference? Despite the same starting point
discussed and agreed upon in the collaborative lesson planning meetings,
teachers handled the writing lessons differently. The informal sharing after
each lesson opened up possible strategies for teachers’ consideration.
Major revision in subsequent lesson was made. For instance, when one
teacher was not satisfied with students writing only about important
activities in a day, she prompted her students to write more about what
happened in a place. This gave students an opportunity to add details to
the activities. Another teacher regarded the teaching process too ‘guided’
and ‘teacher-centred’. She discussed with students on the order of the
sentences they wrote and attempted to help them build up an
understanding of a coherent paragraph.

This positive experience has been carried through to Primary Three in
2007-08 school year. Teachers reflected that students were used to
drawing mind maps to plan and organize their writing. They were more
willing to write. As practitioners and observers, teachers will share with
the audience their understanding of the students’ learning process, their
belief and rationale behind their choices of approach, and some ‘teaching
tips’ generated from the experience.

References:
Liberman, Y. and Liberman, I. (1990). Whole language vs code emphasis: Underlying
assumptions and their implications for reading instructions. Annals of Dyslexia 40, 51-76

Grabe, W. and Kaplan, R.B. (1996). Theory and practice of writing. New York:

Longman.
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